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For Daddy, who taught me that learning could be fun,

and

For Mommy, who always believed that | would achieve more than | thought | could.
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Chapter 1: Introduction

Universities are often accused of being ivory towers, out of touch with the real
world. The term suggests that academics view themselves as being aboag tfie f
everyday life and that they choose to withdraw from society in order to engage in
academic pursuits. Yet universities are very much products of the&inabséind social
contexts. Cultural and social attitudes existing in the wider societyHedway onto
university campuses. So it should not be surprising that, in patriarchal societies,
universities have been dominated by men. And in racist societies, oppressechgreips
been denied access to higher education.

Until very recently, racism was institutionalized in South Africa, enfarBritish
and Dutch colony. Legislation maintained white supremacy and privilege witlda@y
patriarchal society until the first democratic South African governmastelected in
1994. Fifteen years later, the country is trying hard to eradicate tloy lelgapartheidn
many spheres. Education, a site of violent contestation between thendttte a
disenfranchised on several occasions, is seen as a critical vehicle fomecauzial,
and cultural transformation. Higher education, in particular, has undergonetaratruc
overhaul to redraw its aparthdahdscape and to rectify historically uneven patterns of
resourcing. As a result, the post-secondary education system in Saa¢éhtddiay looks
radically different from its fragmented, racialized predecessor.

Yet, while legislative and structural changes can influence patterns ofitdgha
they are not an indication that values have undergone fundamental transformation. On

the contrary, higher education’s core values have changed little overAsrehliwniak



notes, “The academy has comfortably reproduced itself for several cerande male-
dominated, patriarchal culture has been solidly established” (Chliwniak, 1997, p. 131).
Today’s universities value the Enlightenment ideals of objectivity and detatlame

claim to be meritocracies. Yet, the attitudes and practices asdowiliehese values,
which are embedded in higher education institutions, are actually antiefelespite
appearing to be gender-neutral at face value (Kettle, 1996). This is trderalso
universities in Africa. The majority has roots in the colonial era and bebes lit
resemblance to the venerable institutions that once existed at Timbuktu and Asexandr
(Barnes, 2005). Regardless of where they are located on the continent, institutional
culture in African universities is strongly masculine and women are rethinde

countless ways—overt and covert—that they do not belong.

Women in higher education

International patterns.This study focuses on the institutional experiences of
South African feminist faculty. | have chosen to focus on faculty who describe
themselves as feminist because research on North American and Britigim \Wwam
shown that their experiences of patriarchal institutions are diffex@ntdther female
faculty (Currie & Kazi, 1987; Morley, 1999). Membership of the faculty is not without
its challenges for women: they are constantly reminded that the academyeadyotior
bestow on them the rights that accompany full membership (Bagilhole, 1994; Brooks,
1997; Morley & Walsh, 1995a). Despite the existence of many thriving women'ssstudie
departments in the United States, Canada, and the United Kingdom, for example, the
field does not enjoy unconditional acceptance as a legitimate acadeciptirtes

(Morley, 1999). Kolodny (1998), a former dean at the University of Arizona, found that



courses on feminist theory were not recognized as constituting advanced werkidor s
undergraduates; feminist scholarship was dismissed as inferior toiGmatfit
scholarship generated by scholars who conform to mainstream norms and ndjues a
consequently, funding was hard to come by.

South African female facultyThere is a small, but growing, body of literature
documenting the experiences of female faculty in South Africa’s highertemtuca
institutions. In many respects they have much in common with their acadeteis gis
other countries. Mabokela’s (2002) research on black female faculty reporteseace
of formal mechanisms for inducting them into the academic profession; enlywere
given access to the more informal ways of ‘learning the ropes’. The wsimeen
interviewed observed that male faculty brought their sexist culturaldsstinto the
workplace: they infantilized women yet expected them to do most of the hard work.

Few women hold leadership positions in either administration or among the
faculty. Rather, they are the majority in the lower ranks. The racial lmwakof
women reflects South Africa’s segregated past: there are more White wwamen t
colored women in the middle and upper ranks of faculty and administration and both
outnumber African women, whose participation in higher education has been most
adversely affected by the inequities of the past. Women continue to experience
marginalization and there are many ways in which men undermine their guytakodit
(supposedly) while not intending to do so.

In a brief but cogent analysis of institutional culture, South African anthroigblog
Pamela Reynolds describes the university as “another country” in which woreenda

voice and “it is difficult to find a script, a narrative, a story to live by’ (Regs, 1994,



p. 147). What is required, she argues, “is an ethnographic study of women’s positions
within the institution ... situated in the context of South Africa with its history of
colonialism and fascism [that] would describe the images of self that womngnabth
them to the university, and their experiences within it ... Women need to describe their
own and each other’s position within institutional culture (Reynolds, 1994, pp. 151-153).

Two elements of such a study are critical, namely, women’s voices and tlhe Sout
African context. Walker asserts that women’s personal histories repegsalternative
to the male norm in academia in that they provide

a more nuanced understanding of how women are marginalized in

universities, how this experience unfolds differently, with different

emphases and shades of meaning, so that we construct inclusive accounts

and new possibilities for what it might mean to be ‘Black’ or ‘White’,

‘female’ and ‘academic’ (M. Walker, 1998, p. 353).
As a South African feminist committed to social justice, | feel competietbtument

women'’s experiences in academia.

Research Questions
My research questions are rooted in the epistemological approach which informs
my understanding of everyday phenomena: | am strongly influenced by ferninishd)
that takes into account the intersection of race, class, gender, and ye#mudis effect
on an individual’s life experiences and worldview. Like other feminist relsegscl
apply a gender lens to a given situation or context in order to illuminate “the various
aspects that constitute the totality” of women’s experiences (Stromquist 1°&%he

purposes of this study the context is higher education—specifically SouthrAfrica



universities. | was interested in learning how South African femiacstify describe and
make sense of their everyday experiences within the institutions thatethelyate every
day of their professional lives. My major research question arose yliirectl the
philosophical and theoretical frameworks that inform my thinking:
How do South African feminist faculty describe their institutional expegs
over the course of their professional lives?

My secondary research questions were:

e How do race and class shape the feminist consciousness of South African women

faculty?
e What structural inequalities in higher education with respect to gend&owtb

African feminist faculty identify?

e What are the institutional and professional consequences for women who openly

challenge gender discrimination?

Significance

Few studies of feminist faculty have focused on women outside of Western

Europe and North America (Bracamontes Ayon, 2003). Existing research on women in

South African higher education has focused on the development of feminist
consciousness among teachers (Perumal, 2004); constructions of academyc(Mentit
Walker, 1998); career trajectories (De la Rey, 1999); experiences kffbiaale faculty;
the impact of race, gender, and culture (Mabokela & Mawila, 2004). Missinglieom t
literature, however, are studies that focus on feminist faculty in Soutra/sind that

examine their experiences in higher education institutions. As Barnes notesjbjbet



of gender and institutional culture in African higher education remains largelgpped
- and a fruitful target of enquiry” (2005, p. 1).

This study will examine, from the perspective of female faculty, whatike to
be a feminist in a South African university. Beginning with an investigation inito the
formative years and the roots of their feminist consciousness, this stiidgt®iimine
how feminism has shaped the pedagogical practices of South African women faculty
their relationships with students and colleagues, and their encountersstrttitional

practices and processes.

Situating Myself

| was born in apartheid South Africa where | was classified as codore that
meant “having to choose between blackness and whiteness” (Erasmus 2001, 13). | grew
up in the Western Cape, a part of South Africa with a “political culture distenftbm
that characterizing the rest of the country ... distinctive for its combatiseit®es
intellectual assertiveness, and its critical disposition” (Chisholm, 1994, p. ZAig
combination of my high school education and the Soweto uprising of 1976 shaped my
political and social consciousness. My public high school teachers were members of the
Western Cape'’s political intelligentsia who actively challengpedvelues of apartheid
South Africa in the classroom. They set high educational standards for their student
They openly rejected aparthedkology and created in the school a culture of disciplined
critical opposition to the state. At the same time they “placed a heavy gis\phdhe
subversive and liberating capacities of education” (Chisholm, 1994, p. 242).

The school had a rich cultural life. We were exposed to a wide variety of films,

literature and music, particularly works that spoke of social injustice or prddc



artists living in oppressive conditions. Our library was filled with a widecten of
books. The school had an active student government, as well as Drama, Debating and
Film Societies. Few schools had such an academically and culturalhgiaffiethos.

With this political and educational background, | left South Africa two yeans afte
graduating from high school. | had been offered a full scholarship to Welleslleg&;

a four-year undergraduate institution for women in the northeastern United. Sédt
Wellesley | experienced an educational environment designed to nurture women
intellectually and that validated their academic talents. My undergeagleats further
extended my intellectual development and profoundly shaped my feminist conssgusne
The feminist faculty | encountered as an undergraduate (one, in partiadaa)deep
impact on my intellectual and personal development, and my career trajdttoiyeft
college.

My national background and personal history were very different from most of
my undergraduate peers, who tended to be from upper middle-class white American
families. Although | grew up middle-class, for most of my life my parents na&re
homeowners and my mother struggled to make ends meet after her marriagatioemy f
foundered. My fellow undergraduates and | had distinctly different worldvi&us, in
one of my professors, | found a kindred spirit. Both of us had come from black families
who valued education as a way out of economic deprivation. Our connection marked a
critical turning point in my undergraduate experience. Up until that point | félk tha
didn’t fit in and my performance was negatively affected. From then on my grades
improved as my confidence in my ideas grew. All it had taken was someone nodding in

agreement while they listened to me, telling me that she understood whaddyias



that my interpretation of the world around me made sense to her as well. | leamed f
that experience what a powerfully positive effect a like-minded educatt kbave on
student learning and development.

My professor was more than a supportive, affirming educator. She was like many
of my high school teachers, committed to social justice for the disenfranchisede, To m
she was a model of empowering feminist pedagogy. Also, by encouragiogsimes ¢
my story with my peers, she was adding to our collective knowledge of wohves's
Together we were learning about each other in a context which, beyond theoctgss
was also supportive and affirming.

As | began to formulate the proposal for this study, | thought about feminist
educators that might not be so fortunate to work in an affirming environment. How
would female faculty committed to social justice make their voices hezed they were
in the minority? What were their options for introducing a feminist persgeictithe
classroom and living as a feminist academic when the broader context wigsamait
resistant to expanding the realm of human experience considered worthy of advanced
study?

South Africa is a patriarchal society that continues to struggle with theylegac
colonialism and four decades of institutionalized racism. | understand how tuy leas
shaped its higher education institutions because | worked in a universitydenfifears:
men (mainly white) dominate the upper levels of management structuredamatg
outnumber women, who are clustered in the lower ranks: white women outnumber black

men and women, who are also grouped mainly at the bottom of the academic hierarchy.



Universities play a huge role in shaping societal norms. Yet | know fromwny
experience that, even in repressive societies, educational institutions das bar s
producing knowledge that challenges orthodox thought and can produce individuals that
go on to act as agents for social change in the broader community. In fact, one such
individual participated in this study. | would like to bring the combination of my
knowledge of the higher education environment and my critical feminist sengibility
this topic. My life experiences have given me a unique range of skills¢hatutilize in

my exploration of the institutional lives of South African feminist faculty

South African Higher Education

Diverse origins/diverse cultureb 1994, the year in which South Africa held its
first democratic elections, there were thirty-six institutions in enigary sector: twenty-
one universities and fifteen technikons (universities that offer career anddapplie
education in the sciences and technology). These institutions were allriigerer
aided, semi-autonomous except for a measure of financial control” (Dreijmanis, 1988,
p. 17) and, in their characteristics, they reflected apartheid policy. Beginnl9d.6,
when the first universities were established by an act of Parliament, Aagtis higher
education institutions developed in large part to serve the needs of its whiteynajori
which comprised two major language groups: English and Afrikaans (Dreijmi&ai8;
Moodie, 1994). Although all universities were originally modeled on British institytions
culturally there were vast differences between English- and Afrikaagsiage
universities, and between these institutions and others that were latedd@ South

Africa’s disenfranchised majority: coloreds, Indians, and Africans.



Four institutions served English-speaking whites: the University of Cape Town,
Rhodes University, the University of Natal, and the University of the Witarated.

These universities were not always exclusively white: beginning in 193&dmeyted
black students, although their numbers would remain small until the 1980s. Britain’s
influence in the English-medium universities was strong: in the earlg pédneir
existence many faculty were British citizens and the majority ofrSafiican faculty

took their first degrees in British universities. By 1960, this began to charaed(®/
1994). However, institutional culture was Eurocentric and this shaped the curricwdum a
research well into the latter part of the twentieth century. Traces op&asrinfluence
can still be found in the original English-medium universities. What is imuidda
remember about these institutions, however, is that they considered thentsbkes t
‘open’ universities in the sense that they were “open communities of scholarstelédic
to the search for truth” (Dreijmanis, 1988, p. 17). In the mid-1980s, they would
emphasize this openness, evidenced in policies to dramatically increasenintdickent,
to distinguish themselves from Afrikaans-language institutions which wemlly and
figuratively, closed to black South Africans.

White Afrikaans-speaking South Africans pursued post-secondary education at
the Universities of Potchefstroom, Pretoria, Stellenbosch, Rand Afrikaans sityivand
the University of the Orange Free State. These institutions weretedpeglay an
important role in the development of Afrikaner ideology (that is, intellettasik of
apartheid) and in nurturing and preserving Afrikaner cultural identity. Yet, elleim w
this group there was diversity, some institutions were politically consen(ttre

University of Pretoria and the University of the Orange Free Sty ®tellenbosch

10



University was more liberal. Potchefstroom was a university for Chrikligher

Education and so its institutional culture was profoundly influenced by the white Dutch
Reformed Church. Rand Afrikaans University was an urban institution established in
1966 after pressure on the state from conservative Afrikaners who wished to counter the
influence of the English-medium University of the Witwatersrand in Johanmgsbouth
Africa’s most populous metropole (Moodie, 1994).

The University of Fort Hare was originally the South African Native Celleg
established for Africans in 1916 by missionaries. The South African Nativeg€olle
achieved full university status in 1952 and was renamed Fort Hare at that tisgteDe
its intended purpose, the university did not serve Africans exclusively, buteghroll
coloreds and Indians as well. Furthermore, Fort Hare attracted studemtsther sub-
Saharan African countries, many of whom went on to feature prominently in pro-
independence movements. Robert Mugabe, currently President of Zimbabwe, is one
example. When the South African government decided, in 1960, that only Xhosa-
speaking students would henceforth be enrolled, there was strong opposition on the
grounds that “its international character would be undermined” (Dreijmanis, 1988, p. 33).

Apart from Fort Hare, institutions set aside for black South Africans felltvnd
categories: ethnic universities in major cities and universities to sivie groups
inside the ‘self-governing’ territories or homelands. The impetus to esiablmrate
institutions for different ‘population groups’ arose out of the apartheid goverrsment’
concern that increasing numbers of black school-leavers were aspiringe&o hig
education and that, if they were admitted to white institutions, eventuallyvihgy

outnumber whites (Moodie, 1994). In terms of apartheid ideology, it was unaceeptabl

11



for whites and black to study side by side. In 1959, the state promulgated the Extension
of University Education Act, which simultaneously legalized the exclusion ckbla

from white universities and laid the legislative basis for establishirayatepuniversities

for black South Africans. Subsequently, blacks would have to seek the permission of the
Minister of Education in order to study at white universities and they were omiytisel

to do so if they intended to study courses or programs that were not offered at any of the
institutions set aside for them.

Beginning in 1959, the apartheid government created the University of the
Western Cape on the outskirts of Cape Town for coloreds, the University College for
Indians in Durban (later renamed Durban-Westville), and the Universitylofaad for
Zulu-speakers. The University of the North at Turfloop was establishecetdf@at
Sotho, Tsonga, Venda, and Tswana ethnic groups. Once the apartheid state decided to
grant “independence” for territories set aside for Africans, univessitexe established
in the Transkei (1977), Bophutatswana (1979), and Venda (1981). The Medical
University of South Africa (MEDUNSA) was created to serve only studentsrafafsf
descent. It is important to point out that all ethnic universities, with the exceptioa of t
Universities of the Western Cape and Durban-Westville, were builtdiar @irban
centers in order to keep Africans out of the major cities. Other institutionsdha part
of the higher education system when South African became a democracy in 1894 wer
the non-residential University of South Africa (UNISA), Vista Universityl the dual-
medium University of Port Elizabeth. UNISA was one of the original three urtiesrs
created by an act of the South African parliament in 1916. It has never been aiag¢sident

university with full-time student enrolment. Originally it was an exangnnstitution; it

12



later offered distance education. UNISA remains the largest provider ahckst
education in South Africa. Vista University was a non-residential institutioAfficans
established in 1981. It was also the only institution for Africans situated in a unbgor
area (of course, wasnon-residential) (Dreijmanis, 1988).

It is clear from the categories of institutions described above that there was no
“system” of higher education in South Africa at the time of the country’sdi@stocratic
elections in 1994. Institutional cultures were simultaneously diverse and dvgincti
because of each university’s historical origins and development during thieeggbart
years. Universities were not insulated from the upheavals in other sectorstof Sout
African society, particularly because education was always a contasted.téHowever,
conservative Afrikaner campuses were hardly touched by student protest Ethni
institutions, on the other hand, endured periods of protest and sometimes campuses had to
be closed because of student disruptions. There were also protests from timeato time
the ‘open’ universities.

The Current ContextEarly in his Presidency, Nelson Mandela issued a
proclamation calling for the establishment of a National Commission of Higher
Education to develop policy proposals for restructuring higher education that, in
particular, “should address the inequalities and inefficiencies inherdedthe apartheid
era, as well as respond to the social, cultural and economic demands of a gpbalisi
world” (Cloete & Muller, 1998, p. 5). The commission’s work culminated in the Higher
Education Act of 1997 which became the basis of a policy framework to facilitatgecha
on multiple levels in South African higher education.

At the system level, a Council on Higher Education was created in 1998 to advise

the Minister of Educationn HE issues “on request or proactively”
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(Council on Higher Education, 2009). A Higher Education Quality Committesponsible
for managing a quality assurance regifmat includes accreditation of academic programs,
monitoring, evaluation, and institutional audits. The National Qualifications Frarkew
(NQF) was introduced in 1998 with the aim of moving towards a single framework of
outcomes-based learning programs that would recognize prior learning and make it
possible for individuals to move between the workplace and educational institutions as
they acquired qualifications. The work entailed in implementing the NQF has bee
complex, burdensome and its quality dubious. A lengthy report on its implementation
was commission by the Departments of Education and Labor, who are jointly ibEpons
for the NQF. The authors reported that “the architecture of the NQF, entopaticies,
regulations, procedures, structures, and language, is experienced as unduly,comple
confusing, time consuming and unsustainable” (Department of Education &
Department of Labour, 2002, p. i).

Finally, also at the macro level, the government announced the National Plan for
Higher Education in 2002, which contained far-reaching proposals for public institutions.
Several institutions were to be merged in order to achieve economies phseale
technical universities and post-secondary institutes would be created
(Institute of Education, 2003). The proposals, ultimately adopted by Parliament afte
significant revisions, were equal in scope to the 1959 legislation establishrtiieapa
universities in terms of the long-term impact they would have on South African higher
education (Nash, 2006).

The private sector in higher education is also growing. The adoption of the Higher
Education Act in 1997, and the regulatory framework that has emerged since then, has

been conducive to growth of the number of private higher education institutionsthgntil
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mid-1990s, these institutions were only allowed to offer certificate progaachghey

offered instruction in the areas of finance and human resource management. When the
National Qualifications Framework was introduced, it became possible for ohidghese
institutions to offer degree programs, and they moved to do so aggressivelyl,(Fehne
2002). Originally this served the needs of the state, which looked to private providers to
increase access to higher education and thereby to produce the highly skilledaga
which the country needed if it was to be competitive in the global economy

(Council on Higher Education, 2003; Fehnel, 2002). However, an investigation into
private higher education providers has revealed that there is reason to be cbaleute
first, the quality of education provision in these institutions and second, whether they
offer programs appropriate to the country’s needs for highly-skilled woirk@articular
sectors of the economy (Council on Higher Education, 2003).

Within public higher education institutions, the policy changes of the lastieleca
have placed faculty and staff under a lot of stress. The reporting needs of itye qual
assurance regime are extensive as each institution has had to cratgenahsystem to
meet system requirements. Thus monitoring and evaluation occurs within institgtions a
well as within the broader higher education system. This is nothing new as there wer
always internal and external mechanisms to evaluate the quality of ghedeEmmance.
However, the scale of evaluation is much broader now. Then institutions are required to
submit three-year rolling plans to the Department of Education and to update these pla
every year. Earlier in this section | have referred to institutional digigato the

National Qualifications Framework.
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The workload generated by the mergers process includes continual meetings to
rationalize institutional structures. Faculty and staff wait anxiouslggéadhether their
positions will be declared redundant. Institutions with widely divergent internatesilt
will be merged. For example, the predominantly white, religious Potchefstroom
University and the historically black University of the Northwest (folyner
Bophutatswana) will become one institution (Institute of Education, 2003). All iniall, t

is a trying time to be on the faculty of a public South African university.

Definition of terms

In this study, South Africans will be classified according to historagaitheid
convention, which continues today for the purposes of tracking transformation in many
spheres, namely, “white,” “colored,” “Indian,” and “African.” In South Africbalack”
refers to all South Africans previously classified as colored, Indian, anchAfr

Terminology used in South African universities reflect the country’s colonial
heritage in that many of the terms are also used in British higher educ&tofor
example, the president isvéace-Chancelloand a deputy presidenteeputy Vice-
Chancellor A dean is the head offaculty,not a school, as in the Dean of the Faculty of
Humanities or Health Sciences/Medicine. Faculty is either refesrasbicademic®or
academic staffywhich distinguishes them from administrative staff. Faculty rankirgs a

Professor, Associate Professor, Senior Lecturer, Lecturer, and Juniorekect
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Chapter 2: Literature Review

Introduction
Given that the national context for my proposed study is South Africa, several
issues informed the selection of materials and the scope of this litemtiaw.r Firstly,
South African female faculty are not a homogenous group of women:
e They are overwhelmingly white, but also include women who were
classified as Coloured, Indian, and Afritamder theapartheidregime;
e The women differ with respect to class position and sexual orientation;
e Some are self-described feminists, although their political views run the
gamut from liberal to radical feminism.
The dissertation will focus on women who have taught at South African
universities over roughly a thirty-year period, that is, from the late 1970s tartie e
years of the twenty-first century. This means that some women would have begun thei
academic careers during the apartheid period (and are still in thesitiegg, while
others have only joined academia in post-apartlggichocratic South Africa.
Tremendous changes have taken place in South African universities since-t#&806sd
culminating in the establishment of a single higher education system in 1997 when
Parliament passed the Higher Education Act. Although some institutions have escaped
mergers and the upheaval they entail, those that were untouched had nevertheless
initiated institutional transformation several years before Nelson N&adelease in

1990 signaled the imminent demise of legalized racial discrimination in Soutla.Afr

1 Women in these categories will be referred toemtiVely asblack,unless it is necessary to refer to a
particular group for purposes of analysis.
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Given these factors and the South African context, the core literature that |
reviewed included the experiences of women who felt additionally margddiizcause
of group identity, class and/or national origin. Also included were studies that analyze
women'’s experiences from a critical feminist perspective, which is tbeetiel
framework guiding this study. Although there is a fairly small amountesfliire about
the experiences of womeém South African universitieBy South African women, the
studies that exist are vital to this project (De la Rey, 1999; Mabokela, 2002; NMaBoke
Mawila, 2004; Maurtin-Cairncross, 2003, p. 41; Perumal, 2004; M. Walker, 1997a,

1997b, p. 42; 1998).

The Search
| gathered materials for this project by focusing on the writings obwapgof
women whose names | had encountered frequently since | began reading sekeral yea
ago about gender issues in education (and higher education in particular). Ther&e wri
ideas had resonated with me because:
e They were concerned about issues of social justice (Arnot & Dillabough,
1999; Brooks, 1998; J. Currie, Harris, & Thiele, 2000)
e They highlighted the silence on gender within the literature on
globalization and higher education policy (Blackmore, 2000; Stromquist,
1999);
e They focused on the implications of higher education restructuring and
transformation for marginalized groups within the academy, particularly
women (Brooks, 1998; Kolodny, 1998; Barnett as cited in Morley &

Walsh, 1996, p. 4; Ropers-Huilman & Shackelford, 2003);
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e Their analytical approach was grounded in critical feminist educational
theories (Safarik, 2002; D. Smith, 1975; M. Walker, 1998);

e They were among the few studies about the experiences of female faculty
in South African higher education (Mabokela, 2002; Mabokela & Mawila,
2004; M. Walker, 1997a, 1997b, 1998)

Using electronic databases | identified relevant studies by these auttioes
proceeded to locate other studies about women in higher education to supplement the
‘core’ literature | had assembled. The vast majority of studies writtenghsh have
been produced by researchers in the United States, Canada, and the United Kingdom.
But | also sought out studies conducted in countries like Australia and New Zdwdahd t
thought might address issues of race and ethnicity (in addition to gender). ed@cus
Australia and New Zealand because, as former British colonies, they wouldilae &
South African universities in historical development as well as institutioftalre.

My searches did not reveal studies conducted in English-speaking West African
countries. It is quite possible that the texts are not available electrgnitllivever, a
very interesting compilation of essays about the experiences of AfricaemionNorth
American universities turned up in one of my searches (Oyewumi, 2003). | found an
unpublished dissertation about the institutional experiences of feminist faculty i
Mexican universities (Bracamontes Ayon, 2003). Also, in my quest for generakstudie
on women in higher education, | found an English text about women in Scandinavia and
the former Soviet Union (Christensen, Halsaa, & Saarinen, 2004).

| concluded the search by selecting a few works on feminist theories in educati

| used search terms such as “higher education” and “education” along with
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“feminism(s),” “feminist thought,” and “feminist theory.” Given that theié be

differences amongst the participants in my study “in relation to radereuhge ...

language backgrounds [as well as] strands of feminist thinking,” (Perumal, 2004, p. 251),
this literature review includes relevant writings by African, North Aoz,

Australasian, and European (predominantly British) feminist educationaldtseevhose

analytical frameworks range from liberal to critical.

Broad themes in the research

Overall the literature shows that, thirty years after the firstddriNations
Convention on the Rights of Women, female faculty continue to face impediments to
fulfilling professional lives even though policies designed to address gender
discrimination in higher education have been in place for at least two decades.
Inequalities in status, rank, and salary persist between the vast majon&eoénd
female faculty, although the gaps have shrunk over time. Universities and calleges
still “alien terrains,” particularly for women academics self-idésdifas feminists
(Morley, 1999). Changes in the higher education landscape have not eradicated certain
forms of discrimination against female faculty. So, to take one example, istated to
parenting and childcare have not been satisfactorily resolved for womeramitie$
(Acker & Armenti, 2004; Brooks, 1997; David, 2003). Scholars of gender equity in
higher education continue to investigate the tenacious persistence of frartes of
gender discrimination.

The studies that make up this review approached female faculty’s expgililence
higher education from a variety of perspectives. Authors chose differentavasesent

their findings. Some scholars focused on the structure of higher educationiamstitut
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and its formal practices which they identified as being gendered. Otheraitization
to the differences in women’s and men’s life patterns and the implications of these
differences for women’s careers in the academy (Glazer-Raymo, H89&ird, 1996).
Certain scholars identified and analyzed the informal (and often hidden) pradtices
made women feel that the academy was hostile to their presence, (K&dtie Morley,
1999; D. Smith, 1975; M. Walker, 1997b).

The scholars who focused on women'’s experiences as individuals tended not to
theorize about the reasons for a “chilly” campus climate (Glazer-Rayré9).18$ome of
these works were autobiographical and mainly empirical studies. Works thi ¢le
about the position of women in the academy pointed to the links between struggles
against patriarchal practices in higher education and broader strugglesdbjustice
(Morley & Walsh, 1995b). Women of color, and a few white researchers, showed how
the intersection of race and ethnicity added extra dimensions to their maaginali
within the academy and complicated their relationships with their female aserell as
the communities they belonged to (Butler, 2000; Chua, 2000; Mabokela & Mawila,
2004).

Finally, it was interesting to find common elements in the studies of women from
certain geographic locations. For example Middleton (1993), who is a white feminist
researcher from New Zealand, drew attention to issues of race and etlmibity a
impacted on her identity as a feminist academic. Walker (1997a, 1997b, 1998), an
English-speaking white South African, also discussed the politics of racéhandtg in
the historically black institution where she was employed, noting its impact on

relationships between female colleagues from different “population groReséarchers
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from the United Kingdom often included a discussion of the role of class in shaping
women’s behavior and experiences in the academy (David, 2003; Morley, 1999). Yet,
studies produced in the United States tended to divide on racial lines: whitelresearc
did not necessarily ignore race, but it was seldom fully integrated into thaisiana
(Glazer-Raymo, 1999; Kolodny, 1998).

| am not suggesting that this was always the case in the literature includexd in t
review. Rather, these were broad trends that | noticed because | was phrticula
sensitive to how researchers dealt with race, ethnicity and class, andrgegtion with
gender so | noticed when there was little or no discussion of these catedgases. |
important to make the point that the lines between different approaches aralgerme
and constantly shifting. Overlap exists: certain issues arise constéuatiger
researchers focus on different aspects of women’s experiences in acsileleis or are
located in different countries. | found in the literature that Arnot was correct stiee
observed that there is a “specificity and similarity of feminist concetesnationally”
(1993, p. 1).

Finally, a brief note on terminology: many of the works | consulted do not focus
solely on feminist faculty but are concerned, more broadly, with all woneeityan
higher education. In my discussion of the literature, | will distinguish betifemale
academics’ and/or ‘women faculty’ and ‘feminist academics’ and#amihist faculty’

where appropriate.

Institutional issues
More than one writer has remarked on the paradox of studying gender

discrimination within an institution that “claims to be in the business of promoting
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understanding, critical reflection and reflexive social inquiry” (Brooks, 1998gB
2000; Barnett as cited in Morley & Walsh, 1996, p. 4). Universities value the
Enlightenment ideals of objectivity and detachment and claim to be meriascracet,
the attitudes and practices associated with these values, which are emhédddleelri
education institutions, are actually anti-female despite appearing to thergesutral at
face value (Kettle, 1996). The studies consulted for this review confirm Chiiwnia
observation, “The academy has comfortably reproduced itself for several egatoal a
male-dominated, patriarchal culture has been solidly established” (1997, p. 13).

This is particularly evident when one looks at faculty composition: the proportion
of female academics employed in higher education institutions lags betimens
enrollment at the undergraduate level as well as the output of female dodiGtaires-
Raymo, 1999; Kettle, 1996). Studies show that women with Ph.D.s are not being
appointed to faculty positions despite sufficient graduates in the applicant pool,
particularly in education, psychology, sociology, and anthropology. Glazerdraym
(1999) has gathered figures that show how more women than men are appointed to
adjunct positions; that the greater number of tenured male faculty meamnthat t
committees are overwhelmingly male and that less women than men arédikaln
tenure.

Glazer-Raymo's research on women faculty in the United States shows us tha
legal reforms and anti-discrimination legislation do not translate into wergesater
access to, and mobility within, the academy (Glazer-Raymo, 1999). While threneegist
of equal opportunity policies can signal an institution's commitment to employment

equity, it can also make people complacent about change because they can delude
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themselves into believing that something is being done (to address discriminatinst aga
women) (Kettle, 1996). Brooks (1997) found that most of the female faculty she
interviewed thought that equal opportunity policies were important in order to effec
transformation, but some were concerned about the gap between policy and practice, and
that discriminatory practices would be concealed behind policy. Sexistlagtiand
practices do not disappear because equity policies are in place. On the cdwyary, t
stubbornly resist change and, in fact, end up undermining equity policy so that higher
education institutions remain hostile environments for women.

Researchers who have analyzed institutional gender equity policies from
feminist perspective provide us with important insights into the nature ofresadtance
to women'’s increased presence in the academy. Morley, for example, lookedagi the
between policy text and policy implementation and the role played by “miciiopplit.
a subtext of organisational life,” that occurs informally—outside of strustre
between individuals (1999, p. 4). Because this happens in a 'space’ that cannot be
regulated and has to do with individual attitudes, changes to organizational stmctur
order to achieve equity can be undermined because the individuals that occupy positions
of power use the interstices to resist change.

Walker, in her analysis of “the making and implementation of gender equity
policy in a historically black South African University,” pays particulagraibn to how
men, white and black, exercise power in order to subvert the policy implementation
process (1997a, p. 41). While Morley’s incredibly useful description of microolitic
takes us behind formal structures and helps us understand how informal and unregulated

practices thwart the objectives of equity policy, Walker’s nuanced discussionrofeahe
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played by the combination of gender, ethnicity, and race adds a new dimension to
Morley’s analysis. Walker asserts, correctly, that the South Africanmheglugation
context cannot be understood without recognizing the role of race in determining
women's life chances and their position within the academy. Her contributioa t
discussion about the intersection of race, gender and power and its impact atmoimakit
culture is critically important. As she notes, patterns of power have inpfisdor
gender equity policy in that power and gender complicate policy implementation.

At Walker’s institution black men were opposed to gender advocacy work on
campus and firmly against hiring more female faculty—particularly whaiteales. The
response of black male faculty was simultaneously a manifestation of themsexwell
as the legacy of apartheighen they had fewer employment opportunities in higher
education than white womefThe most sobering aspect of Walker’s experience is that it
took place within an institution designated “the intellectual home of the leftidthen
president who had deep roots in anti-apartpeidics. Small wonder then that Morley’s
interviewees—at universities less overtly committed to gender equityhndreece and
the United Kingdom—tended to be skeptical about the ability of such policies to
transform the academy into an institution more hospitable to women.

New forms of institutional governance have brought no relief to women faculty.
In the United Kingdom, Kettle (1996) found that structural change, that is, movingfrom
collegial to a managerial style of governance, appeared to havefli¢ie on attitudes.
The women she interviewed remarked that centers of power had merely shifted, not
altered. This led her to conclude that discrimination against women was part of

institutional culture as opposed to being a feature of institutional operation artdrstruc

25



Yet, as Kolodny (1998) contends, institutions fail to see discriminatiarpastern of
behavior(my emphasis). So a provost will not make the connection between vandalized
posters announcing a program of speakers on women'’s studies and a feminissscholar
tenure denial by an overwhelmingly white, male, Appointments, Promotions, and Tenure
Committee that has no understanding or appreciation of her research. Contiezsely
have been several high profile cases in which female falcaltgbeen recommended for
tenure with the enthusiastic support of their departments, only to have the
recommendations rejected by senior administrators (AAUW, 2004).

Reflecting on five years as an academic dean at the University ahariz
Kolodny (1998) recounted several instances in which feminist scholars wenszect
for their views. Some were denied tenure while others who were already tenured found
that when they took a principled feminist stand, their institutions failed to support them.
Although blatant acts of sexism are in decline, resistance to feministrsthplaas
taken on different (often insidious) forms: defacement of posters announcing events
about women's issues; anonymous distribution of negative reviews of the work of
feminist scholars. Because higher education leadership is resistamided that the
backlash against women faculty is part of a larger pattern, institutioney jpals not
changed to combat discrimination. For example, institutions have not embarked on a
complete overhaul of hiring practices. Rather, heads of departments and deahs “quiet
reassure recruitment committees that once they've hired one woman, they kewxd see

others, thus encouraging a revolving door of tokenism” (Kolodny, 1998, p. 99).

26



“Playing at being academic”

Bagilhole (1994) has remarked on the ‘double deviance’ of being a female
academic: one works in a male-dominated world and expects to receivpayta
equal work. A female academic she interviewed remarked, “Women are omlgssee
playing at being academic, not a real academic” (1994, p. 22). Walker note$ that al
women faculty experience feelings of marginalization: they are sl\tag Other
academics” (1998, p. 42). The women that Bagilhole interviewed also reportdeethat t
had feelings of alienation, a sense that they did not belong in academia. Thaisebec
the academy is still ‘a man’s world’ and its masculine character is airadtin many
ways (Morley & Walsh, 1995b). Participating in her first meeting anes staff
member, Walker remembers that she decided not to ride three floors in “thedramp
[elevator] with male colleagues” but to walk to the top floor of the building in which the
meeting was to be held (1997b, p. 370). Once inside the committee room, she noted that
even the furnishings were dark and forbidding.

The literature contains many descriptions of the particular chaldng&omen
with parenting responsibilities (Acker & Armenti, 2004; Wolf-Wendel & Ward, 2003).
One woman reported that her classes were scheduled in the early morning, aspg
to be assigned later sessions so that she could breastfeed her child beforé¢cwmrkg
(Bagilhole, 1994). Packer’s (1995) study of gender equity policy at univsrisitiee
United States shows how deeply-entrenched in male faculty’s psyches isehef a
mother’s role. She provides several examples of women denied tenure because their
male colleagues believe that either they should be at home with their childnefr or t

child-rearing responsibilities will interfere with their professicshaties.

27



It should be no surprise to us that cultural and social attitudes existing in the wider
society find their way onto university campuses; universities are not ivorys@after
all, but very much products of their national and social contexts. As a social imstitut
the university also has a central role in social reproduction, particulanbyddection of
elites. The women who teach in the university are also an elite and privileged group.
Yet, the literature on women in British universities tells us that theseanended in overt
and covert ways that the academy is not ready to bestow on them the rights that

accompany full membership (Bagilhole, 1994; Brooks, 1997; Morley & Walsh, 1995a).

Feminists and Feminism in the Academy

The life of a feminist academic is filled with contradiction, and this is an oggoin
debate (D. Currie & Kazi, 1987; Morley, 1999; Morley & Walsh, 1995b; Ropers-
Huilman & Shackelford, 2003). The activist feminist community accuses rat@de
feminists of “selling out [their] commitment to everyday praxis,” whileytaee ‘make
believe’ faculty to their anti-feminist male colleagues (Bagilhole, 1994|eyi& Walsh,
1995a, p. 1). Despite the existence of many thriving women's studies departments, the
field does not enjoy unconditional acceptance as a legitimate acadeciptirtes
(Morley, 1999). Kolodny (1998) found that courses on feminist theory were not
recognized as constituting advanced work for senior undergraduates; fenmolatsap
was dismissed as inferior to "traditional” scholarship that had been tghbyascholars
who conform to mainstream norms and values and that, consequently, funding was hard
to come by.

The contradictory nature of a feminist academic’s position in higher education

stems, in the first instance, from the basic principle that underpins feminisralynémat
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it “ is by definition radical because it challenges the status quo rathesupparts it” (D.
Currie & Kazi, 1987, p. 78). Feminist scholars are acutely aware that, “on the one hand
our continued presence in the university shows that we still believe in the value of that
institution, but, on the other hand, as feminists trying to create new ideas anatigks,
we are opposed to the university as it currently exists” (D. Currie & K887, p. 77).
Currie and Kazi wonder whether the de-radicalization of feminist faculhevitable
because they theorize about feminism from a privileged position; their locatioa |
academy creates a distance between them and the women they theorizéheypane
removed from the vast majority of women's everyday struggles. Smith soncur
academic feminism’s detachment from activism outside the acadengprssequence of
its professionalization, that is, the process of becoming a field of stultly émbedded
in the academy” (1999, p. 21).

Another source of tension between feminists which is playeditiin the
academy has to do with generational differences: the earlier genecdtexedemic
feminists were products of organizations and structures focused on achieving social
justice for women. Younger faculty, however, have come to feminist consciousness
mainly through their study of women's position in society. Theirs isallyea more
academic approach to feminism, as opposed to one rooted in women'’s struggles. Given
this tension, feminist faculty are concerned about whether it is possiblenioide to
retain its radical transformative nature inside the academy and wondendiow t
scholarly work can be used in the broader fight against gender oppression, thereby
contributing to the improvement afl women’s lives (Morley, 1999). Smith (1999)

acknowledges the institutional and disciplinary pressures that difficultyss€oming
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the tendency towards insularity, she urges feminist faculty to take on thet mfoje
establishing substantive links with activists outside the academy in order ggeenga
dialogue which is mutually supportive and beneficial.

Blackmore and Kenway (1993) believe that the complex nature of struggles
between academic feminists and within the feminist movement, like patitgenieral,
make it impossible to predict what will happen. But Currie and Kazi (1987) observe that
the work of feminists in the academy is not necessarily in conflict with thesést
engaged in daily struggles on behalf of women. Feminist faculty are mdtiwatee
desire to use their intellectual skills to increase awareness of ggtesssion and to
show how discrimination against women diminishes the quality of life for all nrsmobe
society (Morley, 1999). The academy constitutes an intellectual space mtahic
theorize about women'’s position in society and to utilize such theory to achiewergre
understanding. Research which brings about greater understanding of genelssioppr
can then inform strategies for change. Theory and praxis are not in conflict but have a
symbiotic relationship. Currie and Kazi argue that feminist theory ardnas
methodology are necessary to extend and take forward the struggle for emunaley .

Regarding their primary functions within academia, namely, teachingyrobse
and service, Morley found that feminist faculty tended to take on too much respagnsibilit
and that institutions took advantage of their willingness to ‘go the extra (iviteley,
1999). The women she interviewed had difficulty with boundary setting: they felt
personally responsible for ensuring that their students were coping withttiubess

This left them emotionally depleted and negatively affected theiargseutput.
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Consciously behaving in ways that are antithetical to the academy’s norms—not

remaining detached—had emotional and professional consequences for women.

Career Paths of Feminist Faculty

For several reasons there are fundamental differences between #re care
trajectories of men and women in the academy. Few feminist faculty hémeddla
linear, unbroken career path. Heward (1996) found that many women were acutely
aware that, if they planned to have children, they would have to balance work and family.
They understood, implicitly, that parenting could impact negatively on an academi
career. The women Morley (1999) interviewed talked about feeling hurt, frastaait
disappointed when she asked them about career development: some were afraid that they
had missed opportunities for advancement because they entered the academgyvhen th
were older—they had not 'arrived’ when they were expected to have done so. Others
were talented scholars passed over for promotion in favor of male colleagueseho we
mediocre scholars and sometimes underqualified.

But even those without family responsibilities have not been taken up within the
academy, despite increased numbers of women doctorates in recent yearsgamgl an a
predominantly white male faculty. In a study that examined the impact of |palilty
on part-time work for female faculty, Glazer-Raymo (2003) found that womernilare st
less likely to achieve tenure than men. This is because higher education institatiens
not been immune to the cultural and economic shifts in the wider society. The erosion of
public and political support for higher education has implications for women's work
within the academy. Faced with shrinking budgets, universities and colleges are

downsizing and tenure is under attack. The combination of these two factors means that

31



there are fewer tenure-track positions (with the accompanying beneétsode for the
rising number of female doctoral graduates interested in joining the moéss Thus,
not only do women in higher education institutions constitute the majority in lower
academic ranks (assistant professor, instructor, lecturer) and eaimalesiseir male
counterparts, but they are also the largest group of adjunct and part-timy (@tader-
Raymo, 2003).

Part-time employment for female faculty was originally seen aayatavincrease
women's representation and recognize their need for flexibility particiflidney were
parents, that is, it was seen as a strategy within broader affirmdime palicy (Glazer-
Raymo, 2003). But their part-time status was not meant to be permanent, nor could it
preclude the possibility of part-time tenure. Part-time faculty weesalpposed to have
certain basic needs met such as, for example, access to an office. Tharealieges
and universities, however, is a burgeoning, mainly female, part-time and adjukct wor
force who have no benefits and, most of the time, no office in which to consult with

students or carry out other teaching-related responsibilities (GRaeno, 2003).

Triple Jeopardy: Race, Ethnicity, and Gender
Any review of the literature about women in higher education would be
incomplete without studies that have raised our awareness of how race andyethnicit
shape the experiences of a significant number of feminist faculty. laghifleen to
twenty years, women of color, and women who identify with minority ethnic growyas ha
documented their experiences and, in doing so, have demonstrated that generalizations
about the position of women in academia offer only a partial picture. The findings of

studies about white female faculty, their research shows, are not represesitall
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women. Other contributors to the literature included in this study are femaicusty

from privileged populations in countries with white minorities, who are conscious of the
impact race and ethnicity have on their interactions with other women in their
institutions.

This review includes works by scholars of African origin (Mabokela, 2002;
Mabokela & Mawila, 2004) who focus on women in South African higher education as
well as African women who have worked in North American universities (Nzegwu,
2003). Walker (1997a; 1997b; 1998) is an English-speaking privileged white South
African woman on the faculty of an institution originally established for people
designated colored under apartheid and writes from a critical férperspective. Chua,
an Asian-American professor of English literature, has experienceddisen of her
white colleagues as well as the prejudice of American-born Chinese taveavdShinese
immigrants, which was rife in the 1960s and 1970s (Chua, 2000). Gray and Ryan capture
the dilemma of being Irish graduate students and scholars in an English unji@rasity
& Ryan, 1996). | have selected these sources because they convey the comptexities a
nuances of race, ethnicity, and gender as they intersect in the lives of féacuitst

Rogers asserts that generalizations about the position of women are pragblemat
because women do not occupy a constant position in relation to either men or women in
any one country or in any one place (as cited in Thin, 1995). On the contrary, the aspect
of a woman’s identity which is foregrounded depends on the context and the time in her
life. Over the course of a day, a woman has to call into play the relevaneseatiner
identity—mother, spouse, academic, sister, teacher—as and when appropriate.

Consequently, it is important to explore and understand the multi-faceted identigy of t
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broad category ‘woman’ as the knowledge we gain has implications for poticy a
practice.

Mabokela and Mawila (2004) focus mainly on the status of black (i.e., Indian,
African and colored) women in the South African academy even though sonee whit
female faculty and administrators were interviewed. Their studyidesdrow race,
gender, and culture have shaped South African higher education institutions and what
impact this has on the black women who pursue academic and administrative careers
within them. Two bodies of research inform the authors’ theoretical framework)ypam
women’s increasing marginalization within the academy globally, and reglueation
organizations as gendered institutions. The authors conducted 20 open-ended interviews
with women at four institutions with combinations of each of the following disti&cti
characteristics: rural, urban, historically black, historically whitegraprehensive, and a
technical university.

Historically black institutions (HBIs) were established by the Soutlt#i
government at the end of the 1950s, to serve people classified as black, Indian, and
colored. These institutions were never meant to be fully-fledged uniesysio, for
example, faculty were not required to have a doctorate or to be enrolled im&tdoct
program in order to be employed. As a result they never developed robust research
cultures. However, one of the reforms that followed the establishment ofoz@dedic
government in 1994 was the creation of a higher education system that falls under the
national Department of Education. The universities are subject to legiskgiced by
the South African Qualifications Authority (SAQA) which sets guiddifa, and

monitors, all aspects of institutional quality. Important indicators of relsepality are
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the number of faculty with doctorates and research output. Female facultysiriad&
particular obstacles to meeting SAQA'’s requirements for advancededegnd
publication.

In response to queries about mentorship, women at the HBI reported that they got
no assistance from male faculty when they asked for help with preparing faapers
conferences and/or publication (Mabokela, 2002; Mabokela & Mawila, 2004). The
women surmised, correctly, that the men werableto help because they themselves
had little research experience. Women also reported feeling completely when it
came to ‘negotiating’ the institution. They were left to find their own way-aliteand
figuratively. There were no formal mechanisms for inducting them into thiemia
profession and only men were given access to the more informal waysrohtiethe
ropes.' Male faculty brought their sexist cultural attitudes into the woskplaey
infantilized women yet expected them to do most of the hard work. Like the women in
Brooks’ (1997) study, black women were not rewarded for taking on administratikee ta
that no-one else wanted to do.

Executive meetings filled the South African female heads of departmént wit
dread. If there was any forum in which they felt under particular pressurddmpet
was when meeting with their male peers. Women explained to Mabokela (2002) that
they took extra care to ensure that they read every report in their coenpaifters so that
they would be thoroughly prepared for meetings. Walker (1997b) recalled thaidshe a
her female colleagues would apologize for speaking or for speaking more tlean onc
When they spoke they would do so hesitantly and they would condense their remarks in

order to be as brief as possible. In contrast their male colleaguebwiautto the

35



deliberations at length and in an assertive and commanding tone of voice. There were
times when a statement that a woman had made appeared to go unnoticed but when
repeated by a man was immediately taken up by the rest of the committde=r &4l
inadequate and reluctant to participate because meeting discourse wasamt@mar.

The authors found tensions between black women and other groups. African
women reported being discriminated against by women of Indian descent (even when the
Indians occupied positions with lower status within the organizational hierarchgy
reported being aware of the unsubstantiated belief among Indian staffribahA
women were less qualified and that their presence on the faculty lowered ithéon&
prestige (Mabokela, 2002). Walker also found that, even though she was one of only
three women who sat on the Executive Committee of the Senate, she could net assum
that, by virtue of being female, they would share a sense of camaraderieasShbite,;
they were a diverse group, so “gender alliances had to be built” (M. Walker, 1997b, p.
370).

Walker does not take female solidarity for granted because she is setoditdre
black colleagues’ feelings of mistrust which has historically charaetethe relationship
between black and white women. During the aparthesds “a difficult methodological
line was repeatedly crossed” by a few white female researctgageshin what they
thought was “meaningful scholarship” relevant to the lives of the oppressedtynajor
(Barnes, 2002, p. 248). This group included white women who engaged in political
activity at great personal risk and who were punished by the state wherctivéiea
ran foul of legislation designed to crush anti-apartpeadest. However, at the first

women'’s studies conference held in the country in 1991, black academic feminists
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accused them of paternalism and of conducting research that disempoweres¢aeatr
subjects. Tensions that had been building up for decades bubbled over. Barnes writes
that many of the white researchers were reluctant to acknowledgedhmptficity (albeit
unintentional) in perpetuating racist research practices. Stung by whabtisgered to
be unjustified criticism, they drew attention to the hurdles they had faced imgputti
together the first academic conference in South Africa that focused on wossar's, i
and essentially told their critics to arrange their own conference. Blackmvom
subsequently gathered by themselves in Cape Town later that year and, irt,ctiméras
dreaded racial feminist dynamic” (between black and white scholasshoeteeably
absent (Barnes, 2002, p. 250).

The acrimony of the South African conference can be heard in Nzegwu’s (2003)
searing accusation of racism which she directs at white North Ameriaderac
feminists. As an art historian she takes issue with women who use interpratieas of
learning the language of people they study and who are thus ignorant of nuanaes that a
lost in translation. Even while they assert their sensitivity to the expesi@fid@frican
women, Nzegwu states angrily that white feminist faculty make geregrafiz about
women's experiences and fail to recognize critical differendeseba their lives and
African women's lives. They appropriate the role of expert and refuse tdhgehisvis
problematic. Nzegwu rejects the notion thatanger is the problem. On the contrary,
she asserts that the problem is white academic women's refusal¢cbaetieally on
their own racist behavior and attitudes.

This is a hostile, unforgiving critique that makes me uncomfortable even though |

agree with some of Nzegwu's observations. Clearly she intends to evoke feelings of
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discomfort and even shame. However, | am unconvinced that white academic women, as
a group, discriminate against their colleagues of color intentionally and thahéti

strategy for operating in academia. Walker’s statement (1997a, p. 42y¢hate all

complicit, consciously or otherwise, in sustaining the idea of race” holds true for the
United States as well as South Africa. But this is not the same asngldimere is an
orchestrated campaign by white North American feminists againsitiiean

colleagues. Nevertheless, Nzegwu reminds us of the uncomfortable truth tleat whit
women in the academy have more power than women of color and that this power
imbalance can have the effect of silencing more trenchant critiquesdanaica

imperialism.

Nzegwu’s conceptualization of racism as an ‘us vs. them’ dichotomy is linsted a
it fails to account for ethnicity. Gray and Ryan (1996), on the other hand, detail the
paradoxes and contradictions of their position as members of a less visible ethnic
minority. Although they are Irish, they are fair-skinned like white Ehglifzens and
they speak the same language. Their constant dilemma is whether they should remai
silent and ignore discriminatory remarks and actions or dispute them even though
“[c]hallenging invisibility can be a lonely and isolating experiencgfay & Ryan, 1996,

p. 113). They experience subtle and overt discrimination and, if they choose silence, they
would be complicit in racist behavior. They are treated as English when tthamsac

suggest that they are part of the dominant group, but they are also associated with
negative Irish stereotypes. So they are rewarded when they conform, but punished for
being different. Gray and Ryan do not wish to be assimilated into English society

because “assimilation [means] a denial of difference, tokenism and disenmpent’
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(1996, p. 123). Instead they propose the initiation of a dialogue between women that
does not privilege one group over the other but that facilitates a joint exploration the
nature of inequality. They believe that heightening the visibility ofi miemen in
English higher education can enrich English feminisms as well as contabute
discussions about colonialism, patriarchy and forms of ‘whiteness'.

The experiences of women in South Africa, North America, and England
illustrate that race and ethnicity cannot be ignored in discussions about women'’s
experiences in higher education. Female faculty can choose either @ tigmalivisions
that exist between them or they can confront their differences amabtailit the silencing
effect of racist behavior. Dialogue about difference can identify andssdtire causes
of hostility between academic feminists and move women toward opportunities for

collaboration and alliance in order to advance gender equity in the academy.

Surviving the Academy

This review has largely focused on the nature of discrimination against women in
higher education. Gender discrimination in the academy is responsible fortifngstra
working conditions and acts as a brake on many women’s career aspirations. The
academy is not gender-blind; its meritocratic values do not take into accgunt an
differences between the lived experiences of men and women that mighirréiselt
latter’s underperformance. Female faculty know this, and this knowledge often
determines whether and when they choose to have children, for example. Yet women in
higher education, particularly feminist faculty, have persisted in thigrrdanation to
have scholarly careers. This section of the review discusses the coping srashaat

women adopt to survive in higher education’s “chilly climate” (Sandler, 1999).
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Two Canadian studies focused on women'’s lived experiences and how their daily
lives are shaped by its gendered expectations (Acker & Armenti, 2004). Becnitcal
policy analysis (Bensimon & Marshall, 1997) framed the studies. Central to this
framework is “the social construction of gender” (Acker & Armenti, 2004, p. 4hdn t
context of higher education, we use this framework to establish whether there are
differences between men’s and women'’s roles within their families aatlam the
implications of their respective roles for their performance as facult

Acker was principal investigator for the study of men and women at several
Canadian universities, whereas Armenti interviewed women at a singlegityiver her
dissertation. All the women interviewed worked in faculties of education. lkotise
of the interviews, information about sleeping patterns emerged, even though neither
researcher asked about it specifically. Some of the women mentioned that, oriato eff
fulfill their obligations in a trying professional environment and maintairrsopel life,
they slept less.

The women also raised several issues related to childcare: timing prggnan
around tenure or a grant application; the difficulties of arranging childdaga a partner
was out of town; taking care of sick children; having babysitting arrangemeravel
just as they were leaving for campus; either working after their childean te@ bed or
sleeping for a few hours and getting up in the middle of the night. Some women reported
being advised against having children. Even older women who had grown children could
remember vividly the stress they experienced as new faculty with ymesgto care for.
It was apparent from the interviews that the women felt quite overwhelmedheyet t

knew that they could not expect any accommodations from their institutions, saghey |
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worked harder (and slept fewer hours at night) to give the impression that tleey wer
coping.

The tendency among academic women to work harder than their male colleagues
also arose in a study conducted in the United Kingdom (Bagilhole, 1994). The majority
of women felt that they would only be successful if they surpassed men irchesear
productivity and performance as teachers. They feared that any weakrthsg part
would be perceived as inability to do their jobs and could jeopardize their careers.

Other women chose to distance themselves from female colleagues in women’s
studies and/or who were known to be feminists (Middleton, 1993; Morley, 1999). Such
women were not interested in networking with other women or in being part of a
supportive female community. Even while she conceded that there was no ‘script’ f
female academic, one woman described how difficult it was for her to walikéhe |
between displaying feminine traits and being too assertive. Beiraddemas a liability,
she explained, particularly if one had children (Bagilhole, 1994). So in order to be taken
seriously by her male colleagues, she made a concerted effort to grejentige of an
intelligent, childless woman, who was not overtly feminine, and was unlikely to
challenge the status quo. Even if one were to disregard women who opted out of
community with their female colleagues, research in the United Kingdom eevbait
academic women did not share their instances of discrimination with eaclRribeks,
1997). Consequently, women felt isolated, as if no-one else was having these
experiences.

Morley (1999) found that obstacles to community building among women could

be a combination of class status and personal circumstances or lack of soppothfr
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women. So, for example, a working-class woman who was a single parenteeight f
disinclined to approach her colleagues and probably had very little free Morey

(1999, p. 168) contends that “feminism is compromised by its entry into [the] segmented,
boundaried disciplinary structures of the academy. It is hard for sisterhood and
collectivity to flourish.” Walker (1997a) and Middleton (1993), writing in the South
African and New Zealand contexts respectively, cite race and eyhascadditional

barriers between women.

Conclusion: Implications for a study of South African feminist faculty

This review has demonstrated that there are remarkable similarities in t
experiences of academic women across several countries. The oveued gpgears to
be rather bleak: universities and colleges are still hostile environmems$bmwomen.
This is despite the enormous strides that have been made in the last thirty vears. T
number of women entering the academy has risen consistently. Femalenamst fe
scholars have made significant achievements: many campuses have Wdnias S
departments; scholarship by and about women is diverse and plentiful; disciplines,
particularly in the humanities, arts, and social sciences, have been irrevocably
transformed by the production of knowledge from alternative women-centered
perspectives (D. E. Smith, 1999).

However, the literature about women in academia provides ample evidence that
gender discrimination continues to stymie women’s movement into acadegnia a
through the academic ranks to positions of authority and greater influencsarébess
agree that discrimination against women is part of a pattern; that it hastqublscause

practices and procedures in higher education institutions are not gender-blind.eThe lif
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cycle of a white, privileged, male is the norm, despite the existence of AffugnAction

in the United States as well as gender equity policies elsewhere. Padisigaed to
achieve gender equity are undermined by patriarchal values that are deephethgn
higher education institutions and are still pervasive in many countries,alespit
improvements in women'’s status in the last thirty years. Employment equitiepoli
achieve few of their goals when institutional hierarchies remain unchatenrhe

studies show that merely adding women to the academy has not transformed wsversiti
and colleges into inclusive egalitarian institutions that embrace diversity.

We have also learned from the literature that women's experiences thihi
academy are diverse and are mediated by class, race, ethnicitg) status, parenting
responsibilities, academic status; and these factors in turn shape their réspgbase
academy. At one end of the spectrum there are women who will assert tHa\tbey
never been discriminated against by their male colleagues and/or thatihenehar
experienced sexism in the institution. Sadly, when these women ascend to Ipadershi
positions they sometimes become complicit in perpetuating discrimination atainst
women who constitute the rank and file of the organization. They seem to display no
sense of solidarity with other women and sometimes will actually hinder thresgiafal
development and advancement of female colleagues. These women have chosen
conformity over resistance (Morley, 1999).

Feminist faculty, however, bring their commitment to social justice into the
universities and colleges that employ them. These are women who have chosen
academic careers because they want to use their intellectual skilfogeeanalyze, and

explain the nature of gender oppression. Feminist faculty have left th&oméneir
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institutions and disciplines. To report on their institutional experiences without
remarking on their impact on higher education would only be a partial telling dbtlye s
Their scholarship has contributed to our understanding of gender oppression in society
and has reshaped our thinking about gender issues. Their teaching practicebé¢end t
innovative and non-hierarchical (Ropers-Huilman & Shackelford, 2003). Academic
feminists are motivated by the “desire for authenticity and connectibrthir interests,
emotions and creativity ... while also believing this could be disadvantageous for their
careers” (Morley, 1999, p. 173). This is one of several dilemmas that confront academi
feminists.

First, some scholars are concerned that the ‘institutionalization’ efhifgmin
higher education will actually thwart its radical potential. They belibaethe location
of feminists within the academy has removed them from women'’s everydayiesrfmg
social justice and has led to a divide between feminist theory and praxis. Second,
feminist faculty are aware of their contradictory position—being of taderay but
fundamentally opposed to its patriarchal and elitist values and, in fact, committed t
institutional transformation. Third, they are conscious of the problematimrelaip
between women's experience, on the one hand, and feminist theory and methodology on
the other. The tension between activist and academic feminists and the dilé&amas t
feminist faculty experience will continue to be the subjects of ongoing discusbout
their respective roles in the struggle for social justice for women in the sodeety.

This review has focused on scholarship that documents the experiences of women
in higher education in several countries. Although most of the scholars are white

feminists, they have approached the subject by placing gender at the centire of the
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analysis. By doing so, they have exposed the gendered nature of institutiasal ioult
higher education. These studies have largely taken a critical approach, labkovg
power is used by people in positions of authority (mainly white men) to maintain the
status quo.Some of the research has gone further, looking beyond structures at inter- and
intra-personal relations to discover how academic feminists expehbehegior and
attitudes that make them feel that they don't belong. Several scholars hagdedmace
and class in their analysis.

Finally, the studies of South African women in higher education have been
helpful in capturing the complex interplay of race, ethnicity, and gendersas it
manifested in the institutional experiences of female faculty. Yet iheo®em for
studies that can give us a fuller picture—and that allow the women themsejw®vide
the details. South African anthropologist Pamela Reynolds proposes a study that
comprises seven dimensions and that includes the perspective of “the observers ... they
too, must account for their histories and examine the constraints on their vision” (1994,
pp. 151-152). Two elements of such a study are critical, namely, women'’s voices and the
South African context. Walker asserts that women’s personal historiesergpaas
alternative to the male norm in academia in that they provide

A more nuanced understanding of how women are marginalized in

universities, how this experience unfolds differently, with different

emphases and shades of meaning, so that we construct inclusive accounts

and new possibilities for what it might mean to be ‘Black’ or ‘White’,

‘female’ and ‘academic’ (1998, p. 353).
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This study tells the stories of a few feminist faculty in South African usitkes. This
observer’s history is a small part of the overall project, which adds to the body of
knowledge about the institutional experiences of feminist faculty in higher eoiueail
broadens the scope of what is currently known to include the voices of women outside of

North American and Europe—a group that has been neglected for too long.
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Chapter 3: Methodology

Introduction

Schram (2003) states succintly that “[m]ethodology refers to the theory and
analysis of how inquiry does or should proceed” (2003, p. 27). Any description of the
methodology for a proposed study would need to include “careful examination of the
issues, principles, and procedures associated with a particular approach td inquiry
(p.31). This study focuses on the institutional experiences of a group of fefacnisy
who are working, or have worked, in South African universities. In order to understand
how the women developed feminist consciousness, it was necessary to explore their
family backgrounds, education, and important life events leading up to their deaisions t
pursue careers as academics. The women were asked to describe thieinagar
South African higher education over the course of their professional livesugethey
are feminist faculty, | asked them to elaborate on the feminist theotye@nids) that
informs their teaching practice and research.

The participants in this study are a diverse group of women. Under apartheid,
they were classified as colored, Indian, and white. The women rangefrogate
thirties to sixty. Since | intended to study the women in their natural grofies setting
(in this case, the university) in order to establish how they make sense of yhirdiey
experiences as faculty (Creswell, 1998), | chose a qualitativechssgaproach. In
addition | approached the study from a feminist perspective, that isingtiéiZeminist
lens to illuminate “the various aspects that constitute the totality” of wanexperience

(Stromquist, 1999, p. 181).
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Why a qualitative study?

Qualitative research is often described as naturalistic inquiry in thagttivgss
not an artificial environment created for the purposes of experimentation, but the conte
in which an event or experience occurs. This study focuses on the institutional
experiences of feminist faculty, hence the need to describe the nattimgl isewhich
faculty operate—the university (Marshall & Rossman, 1999). A qualitativandse
project aims to discover and describe how individuals understand and interpret their
experiences as well as the context in which those experiences are locayaernks are
“interpretation” and “meaning making” which the researcher arrives aighro
“exploration discovery andinductive logic(lemphasis in the original) (Mertens, 1998).
Another dimension to this naturalistic inquiry is my work experience in higheagdnc
| spent fifteen years as an administrator in a South African univengityer education
institutional culture is deeply familiar to me. Universities are as muchatueal setting
for my informants as for this researcher.

Mertens (1998) observes that the decision to utilize qualitative methods is
influenced by the researcher’s worldview as well as the motivation for unaeytaki
particular research project. My worldview has been informed by my educdtietaly
which begins in high school where | was taught teachers committed tojasticd for
the disenfranchised. They impressed on me the importance of critical thirkirggnt
on to study at an all-female undergraduate institution dedicated to educating voome
take their place in the world as the intellectual equals of men. My teaohier$eminist
faculty who made a huge impact on my intellectual and personal development. During

my undergraduate years | had many opportunities to explore feminist thdusegas a
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formative period in the development of my feminist ideas and ideals. Subsequent
personal and professional experiences, followed by systematic study oistetimeories
have further shaped my ideas, leading me to a worldview grounded in criticaisiemi

and deepening my commitment to social justice for women.

Theoretical Framework: The Feminist Lens

This study is framed by standpoint theories that take into account race, gthnicit
and class, as well as geographical location as important factors in shapieg\s
experiences. The fundamental impetus for feminist research is that stuldigsan
experience are incomplete if the focus is only on one group, namely men, and exclude
approximately fifty percent of society. The corollary to this assertitreigdea that
human experience is gendered: men and women have very different experi¢nices wi
the same context because of cultural and social values and expectations regairding th
respective roles in society (Personal Narratives Group 1989b). Thus trafemqest
lens on a given situation means that inquiry proceeds from the perspective of the wome
located in that context. This is a simple, yet radical, idea which has funddynenta
transformed our understanding of human experience in the last four decades.

Feminism’s Second Wave began in the late 1950s/early 1960s. (The First Wave
has its origins in the reformist movements of the nineteenth century and cutmmate
several countries granting women the right to vote in the first half of theiétre
century (Tobias, 1997).) The early theorists emphasized the distinctivenessien’s
experiences, which they attributed to a combination of sex and socialization
(de Beauvoir, 1997; Firestone, 1997). Their theories were taken further by theorists such

as Chodorow and Gilligan who focused intensely on the differences between the
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worldviews of women and men (Nicholson, 1997). The problematic element of such
theories, however, lay in the tendency to assumethatbmen exhibited specific
behaviors and shared certain experietheEnusehey were women.

These universalized notions of women’s oppression have receded in the face of
“historical shifts” in feminist theory (Naples, 2003). Women of color in the Unitatt$
and other parts of the world have posited theories that recognize womenismecgeas
complex and shaped by multiple factors, namely, race, class, sexual mmerm#itnicity,
geographical location (Mohanty, 1992; 2003; Mtintso, 2003). They have highlighted the
limitations of essentialist feminist theories, arguing that they obsleareistinctive ways
in which women in different contexts experience social, political and econantis®sn
(Mohanty, 1992).

The South African higher education context cannot be understood without
recognizing the role of race in determining women's life chances angdséion within
the academy (M. Walker, 1997a). Race, ethnicity, and class are the maguriest that
have shaped their lives ahdveto be taken into account in any analysis of their
experiences (Ginwala, 1991). South African women are divided along racial, ethhic
class lines: sisterhood is not a given (M. Walker, 1997a).

In the 1990s feminist theorists have become more concerned with how groups of
women construct identity and how they understand diversity. This strand of scholarship
is particularly useful for capturing the complexity of the South Africartecdrand the
dilemmas it poses for academic feminists. Writing about the Untied Staikanty, for
example, applauds the acknowledgement of diversity but cautions that race could be lost

as a category that shapes the individual (1992). Bazilli, in her discussion of the “dee
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divisions based on race and class” between South African women that are “deeply
entrenched within a patriarchal structure,” reminds us that women’sdoncatsociety
ultimately determines how they experience oppression (Bazilli, 1992, p. 6)fdreere
she adds, “South African feminism needs to develop a historical-contextual approach
with emphasis on the different kinds of gender oppression in the country” (ibid.).

Also useful is Collins’s analysis of the dilemmas African-American @om
confront in their desire to oppose gender oppression; this applies in South Afridh as we
(Collins, 1998). By virtue of their membership in oppressed groups both South African
and African-American women have always been reminded that to raise theg e
would dilute the struggle to overcome racism. It is no accident that Collins and Mohanty
are women of color and that both respond critically to an essentialist camcepti
feminism. Both occupy what Collins calls the position of “outsider-within” and traah
vantage point, which is simultaneously at the margins of the dominant group and in an
unequal relationship in terms of power, each of them are able to see the omissions in
essentialist feminist theories. While holding this admittedly contragtipsition,

Mohanty and Collins provide us with feminist theories that can operate in situations of

complexity, diversity and contradiction.

Telling women'’s life stories
This study fits into the broad category of research described as biogrdQiuileal
& Knowles, 2001b). However, given the range of methods that fall under the umbrella of
biography, my project is more specifically “life narrative or liferg” (Cole & Knowles,
2001b, p. 18). Elsewhere it has been described as “personal narrative”

(Personal Narratives Group 1989a).
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Life history or personal narrative as a research methodology appealsdo me f
many reasons. | have always been interested in other people’s lives—biograpbyof
my favorite literary genres. As a South African feminist of color who pastsnost of
her adult life in universities, | am acutely aware of the gaps in our knowledgenuévis
experiences in higher education. These women'’s stories have only been told in part.
Women'’s personal narratives break the silence surrounding their lives. Heanmg fr
women directly gives us access to the context and texture of their expgri@yce
drawing on the personal narratives of a few women, | believe we can galrt insigthe
working conditions and the daily lives of women faculty in South African higher
education more broadly (Cole & Knowles, 2001b). More importantly, this knowledge
constitutes the key issues identified by the women themselves, making wiearnvan
essential point of departure for policy development and formulation (Sangster, 1998)

In order to draw meaning from the experiences of the individuals who share
information about their experiences, it is important to explain the context in which the
experiences are located and how it shapes their behavior. Sangster (1998) dioserves
example, that it is important for feminist oral histories to illuminate ¢tmstcuction of
gender and class as well as the ideological context that influences wdies’'sin the
case of South African feminist faculty, it is necessary to explain the niadiotia
institutional contexts in which they operate, as well as the theoreticaldidabeir
approach to teaching and research.

National context goes a long way to explain the particular form of institutkes li
universities in particular countries. Yet institutions (as opposed to nations) baee m

power in the day-to-day experiences of those who choose to spend their lives in
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academia. Institutions are powerful in people’s lives in two ways. Firstilypaty
figures in organizations have power by virtue of their position in the institutional
hierarchy and because they can use their status to exert power over sut®ethdair
marginalized groups. Secondly, institutional culture is powerful and can constitute a
hostile environment for individuals who reject its assumptions and expectations about
how they ought to behave (Cole & Knowles, 2001b). Finally, one of the most important
aspects of this study is the ideological context, namely, how these womertariseac
and practice their feminist principles in their professional lives. Persomatines are
meaningless without context.
Life history research or personal narrative can be a potent medium for ¢ks voi
of marginalized groups, giving us access to “lives which are lived privately iémaliv
public accomplishment” (Goodson & Sikes, 2001, p. 10). The focus is on the individual:
how the person experiences society and how the person is socialized into a particula
group—in this case, feminist faculty (Marshall & Rossman, 1999). By studying the
individual's experience over time we gain insight into how change has occadedea
can compare experiences in different time periods, for example what ke/&s be a
feminist in the university under apartheid as opposed to post-apartheid. Life histories
present a direct challenge to abstract theory, master narratives, and kysogdeérated
by empirical or positivist studies. This, in fact, is its appeal: the res¥aschble to
explore and reveal the multi-dimensional complexity of human experience over time
Some scholars have remarked on the differences in the way in which men and
women recall incidents in their lives (Goodson & Sikes, 2001; Sangster, 1998). Women

are more likely to downplay their achievements or their roles in signifesaertts. They
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are uncomfortable talking about decisions they have taken about their lives @&seexerc

in personal power. Although their actions suggest that they are women who have
claimed the right to autonomy, they are unlikely to frame their lives in thass.ter

Heilbrun has observed that “[w]Jomen need to learn how publicly to declare theioright t
public power” (1988, p. 18). Yet women are constrained by the residue of cultural
attitudes—more pronounced in some contexts than others—that disapprove of ambitious
women with explicit career aspirations. Consequently, the researcher haspedallys
vigilant for silences and omissions in women'’s stories. In the interview gronescan

draw on interpersonal skills such as “relationality; mutuality; empatme, sensitivity,

and respect” and explore issues as they arise in the course of discussidia (Cole
Knowles, 2001b, p. 25). | have known four of the women | interviewed for many years.
| used my connection with them as the basis of a shared exploration that yiethded
material to add to our knowledge and understanding of diverse women’s experiences in
South African higher education.

In a qualitative study, data gathering is not a passive process in which the
researcher receives information from the interviewee. The resear@senalodistance
her/himself from the informant in order to produce an impartial and detached descript
of the subject’s life experiences. This approach is neither “objective” sor ha
“objectivity” as its goal. On the contrary, both are engaged in constructing the
informant’s historical memory: “the researcher and the informantectieatsource
together” (Sangster, 1998, p. 88).

The meanings of the women'’s experiences are explored during the inteirvi@ws

dialectical process between researcher and informant as well as, surttisedpy
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reflection and analysis (on the part of the researcher). Reflexivityicsalkr The
researcher has to reflect on the dialectical nature of her relationshithevinformant.
Researcher and informant have different perspectives on the process of memory
construction. The researcher’s awareness of these differences inakest her
“sensitive and responsive” to her informants (Cole & Knowles, 2001a, p. 31). The
quality of the researcher’s connection with the informant and establishifegiarrehip

of trust is “integral to knowledge development” (Cole & Knowles, p. 27; Goodson &
Sikes, 2001). The researcher has to establish an intimate relationship with tin@mfor
Within the research context such a relationship includes

Qualities of mutual care and friendship; revelation of respect for personal

vulnerabilities; and attention to issues of relationship reflexivity, celati

ethics, power-in-relation, and the temporary nature of understandings,

especially as influenced by the evolution of the research relationshigp (Col

& Knowles, p. 27)

Researchers using life history or personal narrative have to ensuteesthdbtnot
present women'’s experiences as unproblematic (Middleton, 1993). Personal sarrative
are not necessarily ‘pure’ knowledge because they come directly from womegstésan
1998). Academic feminists are doubly marginalized—by men as well as by other
women. The contradictions inherent in this position cannot be ignored.

Furthermore, the researcher also has to confront the contradictions in her position.
Even though she has established an intimate and trusting relationship with the informant
she cannot relinquish her responsibility to reflect critically on the product oésearch.

Her interpretation could bring her into conflict with the very women whose stories she
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feels compelled to bring out into the open. The challenge for the researcher is to be
sensitive to the potential for exploitation within a trusting relationship, wiskrveng

the right to express a critical opinion. The alternative to thoughtful analgeisaf

critical feminist perspective would be a romantic retelling of women’s likiat is only

part of the story. This would, in fact, be a reversion to a time when women’s biographies
were sanitized because they omitted painful experiences and made womgglest

invisible (Heilbrun, 1988).

Site and Sample Selection

The six informants are all South African citizens or legal residentdaelec
because they are, or have been, employed as faculty by comprehensive pubitiesive
in South Africa (private universities have only been established in the lastftiadn
years and are not comprehensive institutions). The women self-iderfiinissts and
their feminist ideals are expressed in their teaching, research arcksertiey were
actively involved in women’s community organizations as activists. With one extept
all the informants have undergraduate degrees from South African univeildities
women have done postgraduate work in Europe and the United States of America. Two
women do not have doctoral degrees. Two have doctorates from southern African
universities. Four women joined the faculty during the apartheid years; two woenen w
appointed to faculty positions after 1994.

| chose not to interview women faculty at universities of technology. These ar
institutions that were previously called technikdbaring the apartheid years, the South
African government created the term to distinguish technikons from techboltzdes on

the one hand, and universities on the other hand. Technikons were described as being
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philosophically oriented to thepplicationof knowledge, as opposed to universities,
which were institutions thageneratecand studied knowledge for its own sake (Bunting,
2002). Although the rigid divide between the functions of higher education institutions
has been abolished in recent years and technikons have been renamed universities of
technology, there are still fundamental differences between thairesilparticularly

with regard to the importance of teaching and research. Universities of teghdologt
tend to have a strong research culture, which dates back to the years whenehey wer
technikons. | wanted to focus on women whose institutional experiences were similar
because of the expectations for, and requirements of, faculty in a comprehessareh
university.

But while the women all come from universities, the four institutions in which
they are located have very different histories. Three are histpndaite institutions
(HWIs): two are originally Afrikaans-medium and offer instruction mgksh and
Afrikaans; one is an English-medium university. The predominantly wiiitka@&ns-
medium institutions began to integrate slowly in the late 1980s by taking in &fgka
speaking colored students. Although in recent years the student bodies aréyhigersi
more quickly and many African students are now enrolled. The English-medium
university embarked on an aggressive campaign to integrate its campus iythe&as
and is now more than fifty percent black. The fourth institution is an apadtesition
established in 1959 to cater to South Africans who were classified asdsoldtewever,
the university currently enrolls almost equal numbers of colored and African stacheht
a small percentage of whites. The faculty of all four institutiongtégrated, but still

predominantly white and male at the three historically white univessitie
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Data Gathering

In March and April 2007, | traveled to South Africa to interview the study
participants. Five of the women were interviewed during my stay in SouttaAfr met
with three of the women in their offices for at least two hours. The fourth intehadw
to be rescheduled because, shortly before | arrived at her office, my infomasatdld
by the department secretary that she had to teach two classes thatrdaydEpartment
chair, who had left for Europe the night before to attend a conference without notifying
the rest of her colleagues. She was also recovering from the ‘flu. We metiays\ater
at a local coffee shop for one hour and then at the same place a second time t@complet
the interview.

The sixth woman was not able to see me in South Africa, but let me know that she
would be in Washington, D.C. before the end of the summer and that she would be happy
to be interviewed at that time. A few months later | interviewed heniota three
hours. | recorded each of the interviews on a digital recorder and took néte saie
time. After the interviews | downloaded the audio files onto a laptop and flash drive.
Then | spent about an hour writing up post-interview reflections.

| used the opportunity of being in South Africa to collect secondary data theat wer
deposited in university libraries and resource centers but not availaliter@ledly. The
data were important for constructing a coherent picture of the national atdiosl
contexts of South African higher education and for additional background on the
women'’s experiences in the university as workplace. The documents were unpublishe

theses and dissertations only available in hardcopy and relevant repoatsobgin
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organizations such as The Centre for Higher Education Transformation and higher

education consortia.

Analysis

| began data analysis during data collection, making notes on differences and
commonalities that began to emerge after the first few interviews. NM$&D, a
software package for managing and analyzing qualitative data. On my pethen t
United States, | transcribed all the interviews and field notes and g&m as NVIVO
files. At that time | removed all identifying information to protect ain@nymity of my
informants and | changed their names.

Data analysis took place in several phases. | used my research questton and
sub-questions to generate broad categories. Next | compared the interaevitidat
themes identified in the literature. Throughout this process | was guidealzeleB's
observation that one needs “both distance and closeness to secure a rounded perspective
on your data” (2007, p. 60). Bazeley explains that the researcher should sioudtane
have a sense of broad issues and be cognizant of the detail that enriches ttarbig pi
By working in this way | was able to identify patterns in the data, isolatieazhbctory
evidence, and refine categories.

This was an extensive iterative process as | considered my options fyiragra
the data. | was very concerned with giving the reader a sense of how the women had
grown into the people | met in the interviews. One issue for women facultyhiarhig
education is that they are expected to model their careers on the male éfeA&lthe
most basic level this is problematic for women who choose to be parents as thety woul

have to interrupt their careers for childrearing. Yet, in this instance, shevag to
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convey the trajectory of women'’s lives and to highlight pivotal events would be to

present their stories chronologically prior to describing their currgrereences. |

decided to map the data onto phases in the women'’s lives and that is how the first part of
Chapter 4 is structured. The second part of Chapter 4 is devoted to issues that are not
bound to certain times in the individual’s life cycle (such as what happened in high
school, or at university), but that transcend linear narrative. Examples afethie

reflections on problems with childcare or their interactions with students apdgads.

Validity

The validity of a quantitative research study hinges on whether the resulte c
generalized, that is, whether the use of the same methods and procedures in anothe
context would produce the same results. Qualitative researchers, howeussrare
concerned with “meaning making” and “interpretation” of particulgregiences or
events, and caution against inferring that findings or conclusions can beligedera
Hence, it may be more appropriate to talk about the credibility or the autheoticit
gualitative research (Mertens, 1998).

Two threats to the credibility of this study are researcher bias antitgact
There are several strategies that can be used to guarantee authwrtheityesearch
findings, namely, respondent validation (or member checks), peer debriefing,
triangulation, and rich data (also referred to as thick description) (Ma20elb;
Mertens, 1998).

It is impossible for me to escape researcher bias given that | armdeselibed
South African feminist. Furthermore, | spent fifteen years in univeadnyinistration

and, on countless occasions, either witnessed, or was at the receiving end aindexist
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racist behavior. The literature | consulted provides ample evidence of dimstron
against female faculty in general and feminist faculty in particdldid not embark on
this study without preconceptions about what | was likely to find. | made nopattem
put aside my beliefs and intellectual lens: my goal was not ‘objectivitg.the contrary,
| have been explicit in this project about my personal background, my intellbistaly,
and my beliefs. All these elements informed my work and made me uniqueljeguali
conduct this research.

The other problem presented by data collection in this study is reactivitig,tha
the extent to which | could influence the interview situation. The rese&aamiéwence
is unavoidable. | used the combination of my interpersonal skills, my friendship wit
particular individuals and my knowledge of the context to my advantage so thed | ¢
establish a connection with each of my informants. They were relaxed and candid in our
discussions and as a result my interviews yielded rich material fotulis sl shared the
interview transcripts with my informants prior to coding and they wersfisat that | had
captured their stories accurately.

The term “triangulation” is used by some researchers to show that theydeale
multiple sources to confirm the validity of their evidence and to provide a fuller
explanation of phenomena (Bogdan & Biklen, 2007). Bogdan and Biklen (2007) argue
that the term can be confusing and suggest instead that the researchiee tlesceange
of sources that have been utilized to confirm the validity of her/his findings ated st
whether these are documents or other individuals. Mertens (1998) observes that
triangulation is only relevant in case studies that try to show causabmslaips. In this

study, the findings are confirmed by each of the cases and in the literature
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Throughout this study, from the proposal development stage to data analysis, |
have been engaged in ongoing discussion about my project with two South African
colleagues. One is a feminist from my home town and she is currently atgratsent
at the University of Maryland. Prior to beginning a doctoral degree, she was on the
faculty of one of the universities represented by two women who participated in this
study. The second person is a senior member of the administration at a Sowait Afric
university. He is a friend of long standing and has extensive knowledge of the highe
education context in South Africa. He has activist roots in the Western Cape, the
province that | come from, and his understanding of the region’s political, social, and
cultural milieu is thoughtful and nuanced. The feedback and insights | have received
from each of them have been invaluable to my work.

Finally, I have included thick description constructed from my field notes and
from my personal knowledge of the context. | have been careful to ensure that the
women'’s voices will not only be mediated by my analysis, but will be heard in merbat

guotes, allowing them to “speak” directly to the reader.
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Chapter 4: Feminist Faculty Tell Their Stories

Introduction

This chapter focuses exclusively on the interviews with feminist faculty day
has given me insight into how each of these women developed into the person | met—a
person still engaged in a struggle for social justice in South Africa—a stiihggleakes
place daily on several South African university campuses. The women told me about
their activist and feminist origins. They described what they learned abouwtnis
roles from their families. | heard about their earliest memories offegiér They told
me about first encounters with feminist theory, what a revelation it was @niand
how energized they were, armed with this newly acquired knowledge. Using what the
women shared with me, | was able to identify the characteristics afiracholars in
South Africa. The largest portion of each interview, however, covered their expsrienc
as feminist faculty in South Africa’s universities. | learned how they lneleir
worldview in their working environment, and what challenges these women fagéndail
the academic workplace. | have grouped the data as follows:

1. Roots of feminist activism;

2. Feminist influences;

3. Attributes of the feminist scholar;

4. Living feminism in the academy;

5. Institutional interactions.

6. Reflections on academic life.
The data is arranged chronologically so that we follow each of these wometh&om

apartheid childhood, through their school years, university activism, to their poofdss
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lives. By telling the women'’s stories in this way, | show how they are shgpeeib
world at various points in their lives and also how they shape the world around them.
These women have exercised agency within structures that constrain theitaeffiect
change.

South Africa has a small academic community. People tend to know each other.
In order to protect the anonymity of the women | interviewed, | am providing tke bar
minimum of biographical information, but enough to contextualize their personal
journeys and the issues that arose in the interviews. As their stories unfold, other
personal information is added when necessary.

At the time of the interviews, all but one of the women were full-time members of
the faculty at four South African universities. Karen, the non-faculty persdrspesmt
most of her professional life as an academic, but she left the university wheasshe
asked to take up a senior position in a government agency. Currently she works for an
NGO. Under apartheid, Rihana would have been classified as Indian; Karen, &ylvia
Wendy—colored; Lesley and Stella—white. Lesley is ethnically Jewisite Stella
comes from an Afrikaner background. Sylvia was raised in a small town in therinte
Karen has lived in a large coastal city for most of her life. Lesley andiy\eame from
families in which one or both parents were faculty. | have quoted the women

extensively, so that they speak to the reader in their own voices. These atetilesir s

1. Roots of Feminist Activism
Growing up. I was interested in what had led each woman to feminism. What
were the roots of her feminist activism? What conditions had given riseriteasgst in,

and concern with, women’s issues? In the South African context it is difficult tcagepa
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political activism more generally from feminist activism specificall heir earliest
memories reveal that feminist consciousness was stimulated in multyseanwd,
because of their family backgrounds, was often preceded by awarenesstiokiajng
discrimination against black, colored, and Indian South Africans. Lesley stated, f
example,

| grew up in a feminist household. | can’t say | was particularly intestes

women’s issues, but it was part and parcel of my life and, if anything, | would say

to you that | formed a view on that early in life.

Karen, who was the only daughter until her sister was born in her teens, observed,
“My father believed that | was equal to the boys.” Her mother was “traitigional,”
she said, but “she was a feminist in her own right in that she believed that her sons must
learn to iron and cook. So there never was talk in the house that the girls do this and the
boys do that.”

On the other hand, Stella came from a conservative, strongly patriarchigl fami
She was keenly aware of her mother’s subservience to her father. In additiamitiie f
moved around because her father worked for a bank. She was always the outsider, she
remarked, which heightened her awareness of injustice and discrimination. Altheugh s
was an excellent student, when she finished high school her father announced, “I'm not
going to pay for a woman to go to university,” so she had to fund her undergraduate and
Masters degrees with scholarships and loans. Her father paid for her vaitiend
university, but he “never finished his degree and failed every year.”

Awareness of injustice and discrimination was also present in participariis’ e

memories. Those who were classified colored could easily recall when didglfithe
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impact of apartheid on their lives. Sylvia remembered “accompanying mytpsvehe
airport to see off countless priests and bishops who were put out of the country because
they spoke out. And, you know, listening to sermons from a pulpit against oppression,
against injustice.” Karen said,
The Group Areas Act (1966) had a profound effect on my life. Deeply profound,
because | remember, when | was 7 years old, ... the park where | used to play
every day suddenly had a “Whites Only” board up. And | remember how pained
my mother was to explain to me why | couldn’t [play there]. So that was my first
really deep political experience.
The family later found out that a local Nationalist Party Member of Paelid had
noticed her brothers playing soccer with white children in that same park. Wisisin da
her parents received a notice telling them that they were being moved out of the
neighborhood because it had been set aside for whites. This happened at the same time
as colored people were being moved from the centre of Cape Town out to the desolation
of the sandy Cape Flats. Her entire extended family and her fathesk,@ang with
the rest of the community, were forcibly evicted. She told me, “I think that wdssny
political experience where | asked, ‘But why? Why on the basis of people’sos&if?’t
For Rihana, who came from a family that was politically active ,“thereneagiestion
about being involved in a political organization. It was just your life.” Sheleecal
being “blacklisted” at school for making her first political speech aageeof 11. Her
speeches, which “were usually about converting people to communism,” weuvéhel

(sic.) radical at the time.”
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Karen'’s high school years were pivotal in her political and intellectual
development. The teachers at her school blended politics and education, exposing their
students to a curriculum that was simultaneously rigorous academicalbyarly
political. Karen'’s teachers taught their students to see themselvesraw itaf no-one,
regardless of what the government told them. These were teachers who wardembm
to giving their students an education that would enable them to rise above thelsitat
imposed on them by apartheid and to reject the roles prescribed by a aaeifi\seder,
2008). Karen was a bright student and soon learned what her teachers expected of her:
she would go to university, but not an institution that had been specifically created for
colored people, because that legitimized the philosophical basis of separabgment]
These institutions were called ‘bush’ colleges because they were usullig barely
accessible locations—literally, the bush.

University-based activismDespite her teachers’ profound disdain for the ‘bush’
colleges, Karen ended up there. She had wanted to study physical therapy, but was put
off by the predominantly white university’s request for each applicant to salfoilt
length photograph of themselves in a bathing suit. Karen determined that “drese w
sideways tricks ... to keep people out.” Ironically, at the ‘bush’ college, Karen found her
place. She described her undergraduate years as “the most wonderfuhergetter
university, she said, gave her “voice ... That's the irony: [those at predominaniiy whi
universities] might have had a better education, but we became politicatig-awere
than our peers who went to the ‘Ivy Leagues.”

Sylvia loved science in high school, but decided to study the social sciences at

university because “science didn’'t help me understand my social context indeah a
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manner as, let's say, sociological theories about stratification, about ingdudinlike

Karen, she was enrolled at a predominantly white institution. This was thd @80s.

As part of her program, she went on field trips to the homelands, parts of the country that
had been established as ethnic reserves for South African blacks (i.e., pespfeedlas
African). The Bantustans, as they were called, had been created in astigr Adricans

of urban citizenship rights and control their movement into the cities. More impoyrtantly
the establishment of the homelands was the state’s response to widesprezd politi
activity and protest among urban blacks during the 1950s. Each of these areas was
allowed limited self-government but was not permitted to become economvicddlg.
Consequently they were kept in a state of underdevelopment and people (overwiielming
women) confined to those areas lived in impoverished conditions (Worden, 2000).

Visits to the Bantustans had a profound effect on Sylvia.

Sylvia’s academic program also took her to the Pass Law courts in African
townships, which were always filled with people who had stayed longer than the 72 hours
they were permitted in urban areas. Again, these were mostly women who had bee
visiting their husbands who worked in the cities. The Pass Law courts meted out
punishment for this “crime” and other violations of the pass system, which stgpulate
that, at all times, Africans had to carry documentation indicating whethehdaey
permission to move between urban and rural areas (Worden, 2000). This was, Sylvia
notes, “the bureaucratic machinery of the system.” She was particuldusbds by
“women being sent to prison with babies on their backs.” Pass law violators often
received material and legal assistance from the Black Sash, an organizéberabf

white women that had participated in anti-pass activities with other anthajhrt
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women’s organizations (C. Walker, 1982). Sylvia was also affected by the itifmmma
she found in the Black Sash files which documented “how black people struggle[d] to
remain in urban areas.”

At the university Sylvia joined a group of progressive Christian studentsistivi
and met conscientious objectors who were doing work in urban squatter communities,
such as establishing clinics, for example. As students, they withessed@sstd state
repression such as the destruction of squatter camps to drive Africans back to the
homelands, where there were no opportunities for employment. She also came in contac
with fundamentalist Christians, but was troubled by their attitudes to what ywasriiag
around them because “people acquiesced in the social injustices of the day. Bmdih't st
up, didn’'t speak out.” Sylvia’s life experiences, however, evoked an altogether different
response to her environment.

The apartheid state went to great lengths to silence thosdid/peak out. In
order to preserve white supremacy, legislation was enacted that defingdweathment
activity so broadly that it took very little to attract the attention of theargy apparatus,
and one was patrticularly vulnerable if one’s parents were known to be acthaesiey
was a young assistant professor when she became a victim of stadsiogpighe was
banned. Banned South Africans faced a variety of restrictions. They werlg usual
confined to their homes between the hours of 6:00 p.m. and 6:00 a.m. They could not
meet with more than five people in a social setting. Travel beyond a certamcdist
from their residences was prohibited (say ten miles). Those who had passports had to
surrender them to the police. Lesley was not banned for a lengthy period and, once the

order was lifted, she continued to keep, as she put it, “my bottom line promise to myself
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... there would be no student to pass through my hands who wouldn’'t know the truth
about South Africa.”

During the 1980s, “the truth about South Africa,” was evident on university
campuses. The struggle for liberation was intensifying and stateorea@ts brutal
(Terreblanche, 2002). Stella was a young assistant professor at a predigrBizak
institution. These campuses bore the brunt of state repression because the government
was careful to minimize the exposure of whites to instances of police yrutast
conflict between the state and communities escalated, the South AfricaneDeédeos
was deployed to black townships, schools, and colleges. In fact, the army establishe
base right on the campus where Stella taught. Every morning, armed spleletes!
students and staff at the entrance to campus. Remembering that period, i8fella sa

| couldn’t deal with it. And then what they did was to take the students out of the

class and whip them outside because they suspected them of being involved in

activism. What the students would do was, in the night they would write graffiti
on the wall and in the day they'd clean it off. They would whip them until they

would bleed. And if we interfered, we also got whipped.

2. Feminist Influences
As we have seen up to now, the women in this study had developed sensitivity to
social injustice in the broader South African society due to family circuresaand
events in their lives. At the same time, there was awareness that s@attg men and
women differently. Although they had dissimilar trajectories of gendescoaunsness, as
they grew older, they were faced with many situations which further deepeired the

concern about women’s issues. Instances of patronizing behavior on th