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ABSTRACT

The thesis examines how images of 'femininity' and the

construction of gender-appropriate behaviour are

reinforced and potentially challenged by the structure,

content and teachin g cif girls' physical education in

secondary	 schooling.	 The	 research	 involves both

historical	 and	 contemporary	 investigation..	 The

qualitative methodology used for the contemporary

research fcucuses cm an in-depth case study cf an inner

city local education authority. Open-ended interviews

were conducted with advisory staff, teachin g staff and

edLication committee members involved in secondary school

reorganization. This was followed by close observation

in four selected case study schools. The research

techniques were grounded in a feminist methcmdolc'y

The historical analysis identifies gender ideologies

relating	 to	 physical ability/capacity, motherhood!

domesticity	 and	 sexuality	 which	 underpinned the

develc.pment	 of	 girls'	 physical	 educatic'n.	 The

contemporary	 research	 concludes that	 images of

femininity	 continue	 to	 find	 expression	 in the

assumptions of women physical education staff although

they are specific	 to	 their particular historical



location in the 1980s. The case study observations

provide evidence cu f the institLlticunalization of gender

ideologies in the policies, priorities and practices of

girls' physical education.

Three central issues emerge from the research: the

significance of idec'lcug ies of the physical and the

politics of sexuality; the relationship between young

women's subcultures, leisure and physical education; the

debates surrounding mixed versus single-sex

or ganization. These issues are critically analysed in

relation to relevant literature, evidence from the

research material and current 	 feminist theoretical

debates.

The thesis concludes by suggesting future directions for

girls' physical education and future research in related

areas. The research points to the need for a feminist

analysis and approach to girls' physical educaticun in

order to initiate debate and anti-sexist policy

innovation and also to ccuntribute to wider feminist

theoretical analysis particularly in relation to an

understanding of physicality, sexuality and patriarchal

power relations.



I NTRODUCT ION



The Research Context

The 'equality debate' has been very much a part of

British education since the 1944 Education Act. Research

in the 1960s concentrated on the relationship between

social class and educational achievement [Floud et al

1957; Halsey 1961; Douglas 1967]. 'Cultural deprivation'

was seen to be related directly to underachievement with

the Plowden Report [1967] emphasizing the need for a

programme of 'compensatory education' (Education

Priority Areas, Raising of the School Leaving Age,

etc.). However,the recognition that in practice these

policy changes were having little meaningful effect on

class-linked achievement heralded the 'new sociology of

education' which stressed the wider issues of class

relations in British society and the links to selection

of knowledge in the school curriculum [Young 1971;

Whitty 1974]. In the early seventies Althusser's work

furthered the debate by arczuinq that various

institutions in our society, including the family and

schooling were concerned directly with the reproduction

of the	 social	 relations	 of production within a

capitalist economic	 system [Althusser 1971]. These

Ideological State Apparatus (I.S.A. ․), he argued,

function to transmit ideology and thus become agents of

social and cultural reproduction [Young and Whitty

1977]. Later work [Sharpe and Green, 1975; Bowles and

Gintis 1976; Young and Whitty 1977] emphasized	 the
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structural relationships between the social organization

of education and the labour requirements of capitalist

production (correspondence theory). Schooling by the

late 1970s was seen by critical theorists as

contributing to the maintenance and reinforcement of the

process of social reproduction..

Alongside these developments in the 1970s was the

growing recognition that schooling as an institution

also is concerned with the maintenance and reproduction

of a sexually differentiated power system. Research

focused on the relationship of schooling to the

reproduction of the sexual division of labour [Wolpe

1977; Deem 1978, 1980; MacDonald 1981] and the

reinforcement of ideologies of femininity and motherhood

through overt and covert curricula ESharpe 1976;

Stanworth 1983]. Classroom studies contributed to an

understanding of how schooling influences the process

whereby girls (and boys) emerge from the classroom with

gendered identities prepared to take their place in a

sexually differentiated society [Spender and Sarah 1980;

Spender 1982; Mahon y 1983, 1985; Weiner 1985]. These

developments and findings within feminist research

reiterated the concerns of the 'new sociology of

education': that schooling must be considered within the

broader construct of advanced capitalist society.

Feminist research argued, however, that schooling must

be considered in relation to the sexual division of
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labour EWolpe 1977, 1978; Deem 1980; MacDonald 1980],

male-female power relations (Spender and Sarah 1980] or

the complex integration of the two [Arnot 1981].

It is significant that throughout this work physical

education t received little attention. It is difficult to

identify precisely the reasons for this neglect. One

explanation	 could be that within many educational

circles physical education remains low-status

academically and may be viewed as having no obvious or

significant relationship to the future world of work and

the sexual division of labour. Certainly much of the

feminist work on girls' schooling has little direct

knowledge of or involvement with P.E. and few feminist

educationalists have a specific background in this

area. In addition, research on teachers' attitudes

shows that a large percentage of P.E. teachers are

unsympathetic tuards the notion of equality of

opportunity in education (Pratt 1985]. Indeed, lack of

physical educationalists researching in the areas of

gender differentiation or sex discrimination is

demonstrated by the fact that at the onset of the

research there had been no major specialist publications

on equal opportunities, gender and P.E..

Thus, this thesis developed out of a recognition that

the area of gender 4 and girls' physical education .ras

under-researched. This left an identifiable gap in the
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literature on gender and schooling. Furthermore, the

research developed from a position which suggested that

research on girls' P.E. and gender not only would fill

this gap in the literature but also should contribute to

the broader debates in feminist theory. P.E. is

concerned fundamentally with many aspects of physical

activity, including sport. At the onset of the research

the area of 'the physical' and the relationship of

gender to sport had been i gnored in feminist works. It

was proposed, therefore, that research into gender and

girls' P.E.. potentially could contribute both to a

feminist understanding of girls' schooling and, also, to

theoretical debates concerned with male-female power

relations in broader society.

The identification of the research topic as being one of

significance in its potential to contribute to knowledge

in the fields of education and feminist theory did not

arise solely out of academic concerns. Three factors

personal to the researcher provided a major impetus for

the research investi gation. First, I had trained as a

P.E. teacher in a specialist teacher training college in

the late 1960s and, subsequently, had taught P.E. in a

city comprehensive school and as head of department in a

sixth form college. My considerable experience as a

pupil of P.E. in a school, a student at college and as a

teacher in secondary schooling led me to question many

aspects of my teaching. While at the sixth form college
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I became interested in the following questions: Why do

many girls opt out of physical activities/sport? Why do

girls tend to select 'gender-appropriate' activities?

How do my own expectations of 'femininity' influence my

teaching? What were my aims for girls' P..E., and were

they appropriate? Why do some girls with positive

reinforcement and encouragement become involved and

'successful' in less gender stereotypical activities

such as rock climbing, mountaineering, canoeing? What

influence did I have as a positive role model? etc.

These questions were reaffirmed by a second factor which

influenced my choice of research project - a develc'ping

feminist consciousness and commitment. My increasing

awareness of feminist literature and debates encouraged

a critical self-questioning both of my practice as a

P.E. teacher and my understanding of the importance of

the social construction of gender and the implications

of expectations of femininity for the structure, content

and teaching of girls' P.E. Finally, I became aware that

feminist politics appeared in conflict with my perscinal

involvement in physical activity and sport Many aspects

of sporting activity seemed to be viewed as negative and

contributing	 directly	 to	 the construction of a

masculinity emphasizing male contrc.l, dominance,

aggression and competition.There was restricted space

for feminist women in this: world of male dominance and

'macho' values. Yet I had been involved in sport and

physical activity at a variety of competitive and
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recreational levels since childhood. My own experiences

suggested that sport for women also could have a

liberating potential. Certainly, I felt that it had

contributed many positive and enjoyable experiences to

my development as a woman, teacher, partners etc.

Therefore, there was a need to question whether, or how,

girls' P.E. cc'ntributed to and reinforced ideologies of

gender (as identified in feminist research into other

curriculum areas) and also whether P.E. could provide a

liberating platform for the challenge to gender

relatic'ns. It was decided that the focus would be on

girls' P.E. not only because of the personal experiences

of the researcher but also because girls' P.E. is a

distinct and separate curriculum area in most secondary

schools. The decision to focus on secondary schooling

again reflected the experiences of the researcher.

However, it was also felt that the period of schooling

encompassing adolescence is a crucial time for the

construction of gender. The period when childhc'c'd

femininity uneasily approaches the expectations of adult

womanhood. It does n ':it deny that primary schooling is a

significant influence on the construction and

reinforcement of gender-appropriate behaviour but that

primary P.E. should be the focus of future research

£Clarrjcoates 1980; Whyte 1983].

The aim of this research project, therefore, is to

examine how images of 'femininity' and the constructicun
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of gender-appropriate behavic'ur are reinforced or

challenged by the structure, content and teaching of

girls' P.E. in secondary schocils. The research developed

out of personal commitment, experience and interest in

the field of study and the identification of an academic

area of work which would contribute knowledge to an

under-researched, neglected but important area of

understanding, both for gender and schooling and the

broader feminist theoretical debates around male-female

power relations. The following chapter breakdown

introduces the main stages of the research and follows,

broadly, the way that the research developed.

Outline of Chapter StructLre

Chapters One and Two provide a comprehensive overview of

the relevant literature in the field of study. Chapter

One develops the theoretical framework to the research,

focusing on key concepts central to the project -

reproduction, patriarchy, ideology - and providing an

overview of the main	 feminist theories and their

application to the study of gender and schooling..

Chapter Two identifies three key areas of literature

which provide a necessary background to the research.

Literature relating to leisure, sport and physical

education is critically overviewed. In each area the

dominance of male academics and male approaches to the

field is identified, with the recent research and
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writing centralizing women and leisure, sport and P.E.,

receiving analytical attention..

Chapter Three is important in providing the historical

context for the research prc'ject. Using primary and

secondary sources the chapter traces the historical

development of girls' P.E. from the middle class girls'

schools of the mid-nineteenth century to the current

contemporary situation. As this chapter can provide only

an historical overview, the period from the

mid-nineteenth to early twentieth century receives most

attention, for it is here that the roots, foundations

and traditions of girls' P.E., as a separate curricular

subject, are laid. The chapter identifies and discusses

ideologies of physical ability/capacity, motherhood/

domesticity and sexuality which are seen to have become

institutionalized in the teaching and content of P.E

throughout its development.

Chapters Four, Five, Six and Seven deal primarily with

the contemporary research material in the Case Study of

one inner city local education authority. Chapter Four

discusses the methodology selected and the methods used

for data collection. It provides a thorough

justification for the use of qualitative techniques

grounded in a feminist methodology. The main methods of

research used in the project were interviewing across

the L.E.A. and observation in four case-study schools..
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These methods are described in detail. Chapter Five

provides an introduction to the research local education

authcirity. Part I discusses the social, political and

economic context of the research authority with Part II

providing an introduction to the teaching of P.E. across

the city. The responses of the P.E. teachers gathered

from the interview material are analyzed and discussed

in Chapter Six. Images and ideas relating to femininity,

as identified in the historical section (Chapter Three)

- physical ability/capacity, motherhood/domesticity,

sexuality, - are analyzed to find whether similar gender

assumptions continue to underpin the teaching of female

P.E. staff. In order to determine whether images and

ideas have become institutionalized in the practice of

P.E.., Chapter Seven provides details of the school P.E.

programmes observed in the four case study schools.

These are discussed in relation to organization,

staffing, facilities,aims and objectives and curriculum

content. Issues relating to gender are identified across

the four schools and these form the basis for the

analysis of Chapter Eight.

Chapter Eight focuses on three major areas concerning

the relationship between gender and girls' P.E. These

issues emerge from the historical and contemporary

material - ideologies of the physical and the politics

of sexuality; young women's sub-cultures, leisure and

P.E.; the debates surrounding mixed versus single-sex
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P.E. and the implications of organizational chan ge for

girls' experiences.

Chapter Nine concludes by considering the theoretical

and political implications of the research. Part I

focuses on the theoretical debates emerging from the

research and discusses the ccintribution of the research

not only to an increased understanding of gender as a

central construct of girls' P.E. but also to how a

feminist analysis of girls' P.E. can contribute to wider

feminist theoretical debates.. Part II looks forward to

the practical implications of the research for future

P.E.	 practice.	 Included	 in	 the	 discussion are

recommendations	 for	 future research projects in

associated areas.

page 10



CHAPTER ONE

FEMINIST THEORIES AND THEIR IMPLICATIONS

FOR UNDERSTANDING GENDER AND SCHOOLING:

A REVIEW OF THE LITERATURE (1)



Introduction

Class divisions within British society have been

emphasized for many decades within sociological

analysis. However it is only with the resurgence of a

strong and committed feminist movement over the past two

decades that issues relating . to gender inequalities have

received analytical and political attention. From the

consciousness raising groups of the mid 1970s through to

the political campaigns around abortion, childcare and

violence against women, women have attempted to place

their experiences and positions at the centre of

theoretical analysis and political action. This has been

extended to the development of intense theoretical

debates geared to historical, political and economic

analyses of women's positions. Importantly, women have

developed theoretical frameworks around women's

practice, claiming that theory can inform practice just

as practice must be the cornerstone of theory. Roberts

U981: 15] asserts that feminism is 'in the first place

an attempt to insist upon the experience and very

existence of women'. Within this framework a 'feminist

position' can be identified which is shared by different

theoretical perspectives. Smith £1977] suggests that

these are three central premises in the development of a

feminist analysis:

One is that a feminist takes the
standpoint of women..., we begin with
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ourselves, with our sense of what we are,
our own experience. The second is that we
oppose women's oppression.. And the
third thing is the recognition of
sisterhood.

'Sisterhood' suggests a shared experience of oppression

which is based on being a woman. This shared experience,

however, is felt at different levels of intensity within

specific situations.' While acknowledging these three

fundamental aspects of a feminist position it is at this

point that feminists diverge. Critical questions

relating to the primary source of women's oppression

result in several strands of feminist theory giving

primacy to different factors. Acker [1983] makes a

useful distinction between 'implementary' approaches and

'fundamental' approaches. Acker [1984: 66] suggests that

'implementary' approaches:

do not address questions about the
underlying reasons for the domination!
subordination patterns; instead, they ask
how individuals in a given culture go
about learning and perpetuating such
arrangements.

These approaches tend to be categorized as 'liberal',

equal opportunities' feminism and are concerned with

issues around socialization and the challenging of

discriminatory practices.. 'Fundamental approaches'

differ in that they

seek basic, universal explanations: they
ask what features of human nature or
social organization require or demand
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that women be subordinate..

tAcker ibid.:68]z

At the heart of these approaches is the recognition of a

power structure whereby women are placed in a

subordinate position. These approaches can be further

subdivided into those that identify class divisions and

the economic structure of advanced capitalism as the

primary source of women's oppression (Marxist

feminists), those that place patriarchal power relations

centrally (Radical feminists) and those that combine

class-sex issues in an attempt to integrate or

accommodate both capitalism and patriarchy within their

analysis (Socialist feminists). These major categories

of liberal, radical, Marxist and socialist feminist

perspectives are considered in more detail in this

chapter. Having identified these areas of analysis,

however, it is important to acknowledge that these

perspectives are internally fragmented to form more

specific positions as responses to specific issues.a

The area of work 'gender and physical education' is

concerned with women's experience within the schooling

system. The relationship of schooling to wider society

received critical attention through the radical

developments within the 'new' sociology of education of

the early 1970s. tYoung .1971]. The failure of the post

war liberal, social democratic attempts to create a

'fairer' society through equal opportunity educational
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policies of access and compensatory education, led to

more radical	 theorizing about education and its

relationship	 to	 society..	 The 'new' sociology of

education was characterized by its application of

phenomenology to schooling and drew attention to the

organization and content of knowledge and curricula with

an attempt to explain these areas through an

understanding of the power relations between classes in

wider society.. From these 'radical' beginnings

developed an ethnographic approach to research which

centred on classroom interaction and concentrated on

the 'lived experiences' of teachers and pupils EGorbutt

1972]. This provided an optimistic approach to social

change for it assumed this could be brought about

through the identification of problems in the everyday

content and organization of the school and that

ultimately educational change would provide for a more

'equal' society. Critics of this position (e.g. Whitty

1977] argued that:

many of these studies about the
minutiae of classroom interaction, or
analyses of the assumptions underlying
prevailing definitions of curricular
knowledge, seem to present education as
being carried on in a social vacuum, and
whilst they often tell us a great deal
about 'how' schools perpetuate social
inequalities, their failure to discuss
'why' this may be so helps to obscure the
difficulties of changes In other words,
while the sociology of education has
increasingly focused upon 'cultural'
aspects of schooling it has failed to
locate them in their broader historical
and political contexts..
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This latter point enccuuraged a third approach within the

sociology of education which sought specifically to

explain schooling in relation to the economic structures

of society within a broader political context. This

'political economy! apprc'a':h drew directly from

Aithusser's [1971] view of schcu:*l as an Idecicgiu:al

State Apparatus which functions to reproduce both the

means and forces of production and their existing

relatic'nships. In this analysis the educational system

thus functions to repr ':'duce and sustain class relations

and the division of labour necessary for the capitalist

mode of production. The critics of this approach argued

that it provided an overly-deterministic explanation

which ignored the possibilities of agency and struggle

and was ahistorical in its analysis [see Erben and

Gleesan 1977; Johnston 1981].

These developments within the sociology of education

heralded a more radical approach to theorizing the

relationship between si:hi:ii:iling and society and

ultimately led to the recognition, by some working in

the field, of the centrality of the state to any theory

attempting	 to	 explain	 schooling within society.9

However,	 within	 ea.:h	 paradigm	 the	 ':c'ncern for

inequalities,	 both	 within	 education	 ad	 their

'determining' or 'determined' relationship 	 ti: wider

sc":iety, remained firmly around issues of class. Rai:e
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and gender remained absent or, at best, marginalized.

Consequently the 'new' wave of feminism which had

developed from the 1960s, by the 1970s, created a

feminist questioning of girls' position within

schooling.. Gender inequalities began to be analysed for

the first time within a critical framework 1° and just as

radical theories were developed in an attempt to explain

and understand class inequalities so 'new' feminist

theories around girls' schooling emerged. In many ways

their development paralleled the developments of the

'new' sociology of education, ethnography and the

'political-economy' approaches. Certainly many of the

educationalists who began to address the problem of

gender and schooling were 'living through' and part of

the radical debates around explanations for class

inequalities. Consequently 'liberal feminists' [e.g.

Byrne 1978, Delamont 1976] reiterated the concern for

'micro' analysis and classroom interaction studies and

Marxist feminists [e.g. Deem 1978, Wolpe 1976] attempted

to incorporate gender within a structural analysis of

the political-economic determinants of advanced

capitalism. One further major strand of theory, radical

feminism, insisted on an analysis of male-female power

relations with 'patriarchy' as central 	 within its

analysis. Spender [1982: 37] argued:

Sexism is no bias which can be eliminated;
but the foundation stone of learning and
education in our male controlled society.
It is one of the means whereby males have
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perpetuated male supremacy and control
and we must explicitly acknowledge what
it is that we are doing when we expose
these practices and their - purposes. What
we are doing is challenging male control
at a fundamental level.

Within	 this perspective 'patriarchy', not economic

class, was the central explanatory factor in relation to

gender divisions.

Befi:re considerin g radical feminist analysis in more

detail alongside the liberal, Marxist and socialist

perspectives it is important first to clarify and

consider certain key concepts whi':h have emerged as

central	 to	 the	 discussion.	 These	 concepts	 -

reproduction,	 patriarchy and ideology - have been

selected as worthy of discussic'n and definition, for

hey are used as explanatory framew':'rks in varying

degrees within feminist analyses of gender division.

However all three are complex and have re':eived

considerable attention in recent a':ademic study. 11 The

following discussion is intended as a pointer to the

complexities invc' lved and an indicator as to where more

detailed u:onsideratic'n can be found

Rerodu':t i cm

In using the cc'ncept of 'reproduction' it is important

to distinguish between the biolcmgical -reproduction of

the species and social reproduction - which has been
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defined as 'the need of any social formation to

reproduce its own conditions of production' (Barrett

1980 :20]. Biological reproduction is of particular

interest when considering the divisions between men and

women, for one major strand of thought situates these

differences	 within	 biological	 explanations.	 This

explanation	 is not critical of sexual divisions as

socially constructed and, therefore, cannot be defined

as a feminist position.1 It retains considerable

support on the fundamental assertion of the assumed

'naturalness' of such divisions. t The major argument is

that the primary biological function of 'women' is

childbearing and from this her social role evolves

'naturally'. Women are biologically reproduced to

provide comfort, loving, support for their offsprings.

Thus social characteristics and behaviour are explained

in terms of biological determinants. However, critics of

this position argue that it is a major jump to explain

women's subordinate position in the labour process,

family relationships and domesticity, as being the

result of biological difference. This reductionist

argument is seen to simplify and reduce complex social

relationships to a biological base without providing a

satisfactory link between the two This criticism is

supported by cross-cultural anthropological studies

which provide evidence that makes it difficult to

sustain such a reductionist position t (Mead 1962].
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In recognizing the difficulty of using a theory of

biological reproduction to explain what is the social

construction of differences between men and women the

usage of the terms 'sex' and 'gender' needs

clarification. Throughout sociological literature both

terms are used interchangeably, often with no clear

distinction in their useage. 1 Oakley [1972] offers the

most commonly accepted definitions whereby 'sex' refers

to the biological aspects of being female or male and

'gender'	 as	 the	 social/cultural/psychological

constructions of femininity and masculinity. Using this

definition it is also acknowledged that 'gender' is not

constant and can vary across cultures, throughout

history and even during the lifecycle of an individual

[Deem 1982].

Social reproduction theories are no less controversial.

Willis [1981: 49] defines social reproduction as:

the replacement of that relationship
between the classes (i.e. not the classes
themselves) which is necessary for the
continuance of the capitalist mode of
production.

The title of his article 'Cultural Production is

different from Cultural Reproduction is different from

Social Reproduction is different from Reproduction'

identifies his main concern around theories of

reproduction which he expands throughout the article in

a rather complex and at times obscure manner. Hciwever
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his main thesis is helpful, for it considers

spe':ifically the s':hc'ol as the main site on which

theories of social reproduction focus. He stresses the

much voiced criticisms of the Althusserian theory of

social reproductionis which is seen to be functionalist

and lacking in any understanding of contestatic'n and

struggle from the working-class'. In relation ti:

schooling Willis [ibid.: 53] argues that such a theory

of social reproduction:

omits consciousness and culture as
ccinstituitive moments of social prou:ess
and treats human action, apparently, as
the consequeni:e of quite inhuman and
separate 'structures'. Thus the analysis
is unable to comprehend the massive and
currently evident "misfits" between the
economy and education and finds it
unnecessary to commit itself to a real
analysis of what happens in schools in
the variety of forms in which educational
messages	 are	 decoded	 in particular
stLldent groups.

This	 criticism	 centres	 particularly	 on	 the

correspondeni:e theories of Bowles and Gintis e This

work has provided an important and influential empirical

contribution to the debate which has formed a framework

for the development of ':ritical analysis. However the

neglect of agency and resistance creates weaknesses that

Willis attempts to fill by a broader considerati ':sn of

Cultural 1 Prc'duu:tion and Cultural F:e p roducti.:.n. He

draws o-i workby Bernstein £1972; 1975] and Bourdieu

[1977], which he acknowledges as providing a vital move

forward from the Althusserian pi:'sit ion, but argues that
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their emphasis on the cultural reproduction of the

dominatinci class does little to enhance a true

understanding of agency and resistance. The trap of

determinism remains within their work. This led Willis

(ibid.: 55] to argue:

It is only,..., in a material notion of
Cultural Production and Reproduction
amongst "the powerful" working through
the contradictions of a mode of
production in a struggle with the
Cultural Production and Reproduction of
the "powerless" that we can reach the
notion of structured and durable social
relations of power at all. .... The
problem with Reproduction theories of
various sorts we have looked at is that
by articulating the analysis of Social
Reproduction	 or even Reproduction in
general, they have collapsed notions of,
or implied highly mechanistic notions of,
Cultural	 Production and Reproduction.

Social Reproduction (or more
precisely, one version of it) proceeds
through Cultural Reproduction, proceeds
through Cultural Production.

The value of Willis' work in this area is that he

highlights the complexities of reproductic'n theories and

attempts to provide a more useful understanding by

separating out specific forms of reproduction rather

than relying on a "catch-all" generalized notion of

social reproduction. This is an important advancement in

the work. However the issue of 'reproduction' is even

less clear for feminists attempting to utilize the

concept for an analysis of gender relations. Feminists

involved in this area have applied mainly the

Althusserian concept of social reproduction (Barrett
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1980]. This has involved either incorporating .: gender

within a class analysis ESeccombe, 1974; Zaretsky 1976]

or adding it on to provide a dual explanation ECockburn

1983; Hartmann 1981]. This has introduced the complex

issue of the relationship between sex and class in the

attempt to find a core explanation for women's

oppression. This central concern for socialist feminists

has provided much debate in the 1980s. This will be

considered in more detail later in the chapter in the

section dealing with socialist feminist theory. The

question as to whether the theories of reproduction

used to understand class inequalities can be used to

explain gender inequalities remains debatable.. What is

apparent is that not only is "reproduction" a complex

concept but that in attempting to relate it to gender

divisions the use of the concepts patriarchy and

ideology must be addressed also.

Patriarchy

In any consideration of gender relations the concept of

patriarchy is crucial. It is used extensively within

feminist analysis but is by no means a straightforward

concept. Beechey [1979] recognizes the complexities of

the concept considering it neither 'single or simple'.

This same word has been used to explain men's power to

exchange women in kinship groups [Mitchell 1974]; men's

control	 over women's reproductive capacities (e.g.
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Firestone £1971]) and the more literal meaning taken up

by Weber £1947] of the power of the father within a

particular form of household organization. Kate Millet

£1971: 24-25] uses 'patriarchy' as an all-pervasive

system of male power and domination:

Groups who rule by birthright are fast
disappearing, yet there remains one
ancient and universal system for the
domination of one birth group by another
- the scheme that prevails in the area of
sex.... The fact is evident at once if
one recalls that the military, industry,
technology, universities, science,
political office, and finance - in short,
every avenue of power within the society,
including	 the coercive force of the
police, is entirely in male hands.

The emphasis within this definition 	 is on the

universality of patriarchy and the need for a 'sexual

if women are to achieve equality.

Within a general use of the term there is some agreement

that it is synonymous in scime way with the

'subordination of women' EDeiphy 1985: 17]. Deiphy poses

an important question when she says:

I consider the oppression of women
to be a system. But the question is, what
constitutes the system and how does it
function?

Patriarchy as a system of the subordination of women to

men, for Deiphy, contains the important qualification

that it exists in 'contemporary industrial societies'
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She rejects a definition which cuts across time and is

dependent on historical analysis (this is in contrast to

Rowbotham C1979] who sees the need for a new historical

approach to the issues). For Deiphy it is an independent

system of domination that exists 'here and now'. Of

course this then raises the thorny relationship between

gender and class yet again, for whereas some feminists

(e.g. Millet, Delphy etc) consider patriarchy to be

independent and central within their analysis of women's

oppression, others	 argue for the incorporation of

patriarchy within capitalism giving capitalist

patriarchy tEisenstein 1978; Sargent ed. 1981].. These

issues will be taken up in more detail later in the

chapter.

What becomes clear is that 'patriarchy' cannot be read

as meaning the same for all those con.:erned with

thecirising women's position in society.zo

Idecil ogy

As with the previous two concepts the question of

ideology is complex and has received a good deal of

attention.	 Cockburn C1983: 205] suggests that it is
di

all too often believed that the 'problem of women in

s.:iciety is one that can	 be put down to ideas.'

'Attitudes',	 'chauvinism', 'prejudice' are used to
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explain why women remain subordinate to men. While it is

clear that 'ideas about women' do exist, it remains also

the case that to change ideas and attitudes at the level

of the personal is not sufficient to equalize the power

relationship between women and men. There needs to be a

more developed understanding of 'ideology' and, for many

feminists, an understanding of the complex set of

material circumstances underlying ideologies. Hall

E1981: 34] states:

ideas come in chains or clusters -
sets of interconnecting propositions. And
when they belong to well-defined chains,
and define situations in terms of whole
complex views or 'philosophies' we call
them not just ideas, but ideologies.

Ideologies are sets of ideas,
concepts, images and propositions which
we use to represent to ourselves - and
thus to make sense of - how society works
and what our relationship to it is.

It is in the practices of state institutions, however -

the political management of everyday life - that images

or reputations, so apparent in common-sense assumptions,

or media constructions, become institutionalized as

ideologies or as part of discourses. Although subject to

social or political changes and to the broader conflicts

inherent in an advanced capitalist economy, ideologies

such	 as	 'patriotism',	 'authority',	 discipline,

gender, 'race', are not only effective forms of value

transmission but also provide a consistency through iime

and across generations. In that sense they are "durable
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and consistent as well as being fluid and reflexive"

(Scraton 1985: 8].. The institutionalization of

ideologies helps to make them effective in practice,

which reinforces their 'naturalness'.

Different theoretical positions use the concept of

ideology in different ways, particularly in relation to

the identification of material circumstances from which

they arise and upon which also they bear (Cockburn 1983:

205]. Ideologies not only interpret the material world,

they also influence it. A difference in theoretical

position stems from the centrality attached to ideology

and the importance placed on a definition of the

material.. For example Marxist feminists emphasize

gender ideologies but, in the final instance they would

explain gender divisions as primarily stemming from an

economic base.. In contrast Mahony C1985] also identifies

a material base but one of patriarchy. She recognizes

that women's oppression exists in very real material

circumstances e.g. rape and male violence. However, her

position identifies the material base in relation to

patriarchy as not only control of women's access to

production and biological reproduction, but also the

male control of women's sexuality. She argues forcibly:

'a

The construction of male identity and in
particular the social construction of
male sexuality is crucial in the
maintenance of male power..

[Mahony 1985: 70]
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These differences will be discussed in more detail in

the next section. However, throughout much of the

literature 'gender ideology' is used to identify ideas,

images and attitudes held about and internalized by

women (or men) which are taken-for-granted and have

material consequences, be they situated within an

analysis of the capitalist mode of production or of

patriarchy. It is the institutions and organizations of

society e.g. schooling, which support and disseminate

ideologies and are powerful in their maintenance and

reproduction.

It is necessary now to consider in some detail the

various feminist perspectives which have emerged and

developed to explain and understand women's position in

contemporary society. Liberal, radical, Marxist and

socialist perspectives and their internal debates are

considered both within their broader constructs and more

specifically in relation to schooling.

Liberal Feminism

Eisenstein [1981: 343] states:

When I use the term liberal feminist, I
mean that body of contemperary theory
which shares the belief in the supremacy
of	 the individual and the correlate
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concerns	 with individual freedom and
choice.

The primary characteristic of liberal feminism is the

emphasis on 'equal opportunities' and 'women's rights'.

It is not seen as a power structure which prevents women

gaining equality with men but the presence of the social

practices of discrimination and socialization. Within

this framew':'rk there is room for much optimism, for if

discriminatory laws are challenged and changed,

s.:icializaticin practices altered and cons':iousness at an

individual level raised, then women will gain the

equality that they seek.

The forerunners of this 'reformist' feminism gave

birth ti: the new wave of feminism in the 1960s: Simone

de Beauvoir, Betty Friedan and Germaine Greer.

Friedan [1963:13] spoke for many middle class women when

she described 'the pr.:iblem that has no name'. She wrote:

The problem lay buried, unspoken, for
many years in the minds of American
women. It was a strange stirrin g , a sense
0f dissatisfaction, a yearning that women
suffered in the middle cif the twentieth
century in the United States. Each
suburban wife struggled with it alone. As
she made the beds, shopped for groceries,
matched slipcover material, ate peanut
butter sandwiches with her children,
chauffered Cub Scouts and Brownies, lay
beside her husband at ni ght, she was
afraid ti: ask even to herself the silent
question: 'is this all?'
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The major breakthrough was the identification of a

'problem' relating to women's position. However the

analysis remained at the reco gnition of oppression

without further questioning the roots of oppression.

For Friedan the answer for women remained at an

individual level. Liberation would be achieved by

gaining personal identity through taking on more tasks

whether through paid or unpaid work. Women were seen to

control their own destiny and as Kroneman (1981: 218]

concludes

Liberation is thus about woman changing
herself; the relationships within the
family, of women's biology to social
forces, of their oppression to the nature
of capitalism, remain unquestioned.

This liberal perspective remains prevalent within work

on gender and schooling. The central feature is the

reu:ognition of gender inequalities within the schooling

system with change considered possible through reformist

policies. Byrne (1974, 1975] draws attention to gender

differentiation in education emphasizing unequal

distribution of resour':es and the declining number of

women in senior teaching posts. Similarly the D.E.S.

Education Survey (1975] identifies differenu:es in the

curriculum for boys and girls beginning from seven years

of age	 and	 becoming quite distinct by secondary

schooling [Deem 1978: 63]. Studies of examination

subjects indicate a clear trend towards the demarcation

of subjects according to sex with girls tending to take
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arts subjects and boys the science, mathematics and

technical options [D..E..S.. Statistics 1920] These facts

lead several researchers to question 'why are there so

few women scientists and engineers?' [Blackstone and

Einrech-Haste 1980: 383] and ultimately to the

instigation of action research projects such as the

'Girls into Science and Technology Project' (G.I.S.T..)

based in Greater Manchester Schools. [Kelly et al 1982]..

These developed throughout the 1970s and 1980s a wealth

of literature specifically aimed at identifying gender

differentiation in schooling 2 . Some of this drew on

interactionist	 research	 which provided	 in-depth

observation	 of organization, content and classroom

practice relating to gender [e.g. Buswell 1981; Delamont

1980; Hartley 1980; Stanworth 1981]. Socialization

%heories were utilized in an attempt to understand how

schools contributed to the socialization of girls

towards traditional 'femininity'. Work by Belotti

[1975] ! Sharpe £1975], Delamont [1980] described the

process whereby girls typically are socialized into

traits which restrict their vocational and career

choice. The titles 'Learning to Lose' [Spender and Sarah

1980] and 'Just Like a Girl' [Sharpe 1975] sum up the

process so accurately described by this literature. The

major emphasis throughout is the identification of

discriminatory practices which disadvantage girls and

young women in schooling. As Acker [1984: 72] explains,

just as with the broader liberal feminist perspective:
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it does not matter so much why women are
subordinate as what we do about it.
Opportunities	 must	 be	 increased,
discrimination	 fought,	 stereotyping
abandoned.

There remains throughout an optimism for change, for the

problem is located.within education or the legal system

concerned with rights and laws, thus the solution can be

found through educational and/or legal reform. Byrne

C1978:	 258-9]	 epitomizes	 this approach	 in	 her

recommendations for •:hange and her final optimism. She

suggests:

Research into the factors of conditioning
which affe':t girls and boys in different
kinds of schools; experimental work in
non-sexist teai:hing materials; in-service
training and re-education programmes -
these are for both national bodies and
local	 education	 authorities....	 A
quintessential chara':teristic of the
education service at its best, is that
the word impossible does not figure in
our vocabulary. With the future lives of
children and the country's economic and
social future in our hands, there can be
no room for failure; only if necesary,
prolongation of the fight.

H ':'wever this optimism is ni:tt shared by all feminists

involved in schooling, for critics of this perspective

argue for the need to explore the roots of women's

oppression. Reform at the micro level of individual

tea':hers, schools or even local education authorities

may provide immediate benefit for those involved but

will fail to produce long-term solutions for it neglects
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the broader structural relations of patriarchy or

capitalism and takes no account of changes needed in

other institutions. As Weiner U985: 8] explains:

The principal aim of this equal
opportunities approach was to encourage
girls and women to move into privileged
and	 senior	 positions in existing
educational institutions rather than to
seek any fundamental changes in
schooling. .... To liberalize access to
an inadequate system might be acceptable
in the short term but for more permanent
change a major restructuring of all
social institutions, including schools,
is needed.

These latter concerns are central also to the radical

feminist perspective.

Radical Feminist Theory

Radical feminists are unified in their concentration on

the relations between men and women as fundamental to

the oppression of women ESmith 1980]. They utilize the

concept of 'patriarchy' to help explain the system of

oppression, whereby men dominate women in a complex

arena of power relations EKroneman 1981]. It is this

notion of patriarchal power relations which places

radical feminist theory in a much more critical

framework than that employed in the liberal feminist

stance 'discussed previously. Millet [1971: 25] draws

attention to the importance of patriarchy in explaining

women's oppression emphasizing	 control	 of
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society's basic institutions with	 their	 dominance

expressed through ideology, socialization, psychology

and direct force.. "Patriarchy's chief institution is the

family" [p33], Millet concludes, which educates women

into their roles, status and temperament.

Writing at the same time, Shulamith Firestone [1971]

also places the family centrally within her analysis of

patriarchy. However she emphasizes male domination of

women's reproductive capacities as the primary issue.

For women to free themselves they must take control of

their own fertility through the revolutionizing of

reproductive technology.

The critics of these early radical feminist theories

concentrate on a number of issues.. First, Millet is

criticised for describing the elements of patriarchy

e.g. social, institutional, psychological without

analysing their inter-relationships EKroneman 1981].

Furthermore, the pervasiveness afforded to patriarchy,

with its trans-historical universality, leaves little

practical basis for action and change [Barrett 1980;

Beechey 1979]. As Rowbotham [1979] argues, this notion

of patriarchy:

implies a structure which is fixed
rather than the kaleidoscope of forms
within which women and men have
encountered one another.. It does not
carry any notion of how women might act
to transform their situation as sex .....
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'Patriarchy' suggests a fatalistic
submission which allows no space for the
complexities of women's defiance.

Firestone [1971] stresses also the universality of

patriarchy seeing women as an oppressed "class" cutting

across economic class.. Her solution, via the

neutralization and control of biological reproduction,

slides dangerously towards the biological reductionist

arguments discussed previously. If the roots of women's

oppression are in their biology then this can be fitted

neatly into an argument that sees women's oppression and

subordination as "natural" and therefore inevitable. For

reasons	 cited	 earlier	 this	 argument	 cannot

satisfactorily explain how and why men originally

acquired such control over women's fertility [Barrett

1980].

However the strengths of these early radical feminist

perspectives are in their emphases on the experiences of

oppression and the recognition of the family as

important in explaining women's subordination. Christine

Delphy's work, most clearly expounded in her paper I
Main Enemy [1977] and developed in her later work

[Delphy 1984] concentrates also on the family but

rejects biologistic arguments. As she later states:

an important part of my work is
devoted to denouncing explicitly
naturalistic approaches; to denouncing
approaches	 which	 seek a natural
explanation for a social fact, and why I
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want to dislodge all approaches which
implicitly bear the stamp of this
reductionism..

[Deiphy 1984: 24]

Delphy [1977] stresses social rather than biological

relations and attempts to develop a materialistic

analysis of women's oppression 2 .. The material basis of

women's subordination centres on the unpaid labour of

women within the home.

There are two modes of production in our
society. Most goods are produced in the
industrial mode. Domestic services,
child-rearing and certain other goods are
produced in the family mode. The first
mode of production gives rise to
capitalist exploitation. The second gives
rise to familial, or more precisely,
patriarchal exploitation.

EDelphy 1977: 24]

For Delphy, patriarchal exploitation cuts across class

relations and	 is centred in a domestic mode of

production. Whereas the wage labourer depends on the

labour market, the married woman depends on one

individual - her husband. Married women are subject to

particular relations of exploitation whereby a husband

appropriates unpaid labour from his wife within the

institution of marriage. The material basis of women's

oppression does not lie in capitalist but in patriarchal

relations of production.

Critics of Delphy's work argue that she identifies two
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separate sites of production, the domestic and the

industrial. The domestic mode of production is assigned

analytical independence from the capitalist mode of

production and there is no systematic consideration of

the relations between them [Barrett and MacIntosh 1979].

Economic class differences are minimized, for Deiphy

argues that:

Since less than 10 per cent of all women
over 25 have never been married in
developed societies, chances are high
that women will be married at some point
in their lives. Thus effectively all
women are destined to participate in
these relations of production. As a group
which is subjected to this relation of
production, they constitute a class; as a
category of human beings who are destined
by both to become members of this class
they	 constitute	 a	 caste.	 The
appropriation of their labour within
marriage constitutes the oppression
common to all women. Destined as women to
become 'the wife of' someone and thus
destined	 for	 the same relations of
production, women constitute one class.

[Deiphy 1977: 50]

For Deiphy, women constitute a class within a

male-female power system. However Marxist feminists

argue that this negates the real differences due to

economic class that exist between women [Barrett 1980].

The scope of this chapter does not allow for more than

an introduction to: the main perspectives adopted by

radical feminists. What is clear is that the work of

Millet and Firestone, within the new wave of feminism of
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the late 1960's, created a critical approach to the

theoretical use of 'patriarchy'. It must be stressed

that	 there	 is no single radical 	 theory..	 Later

expressions	 of	 radical theory	 look towards more

revolutionary strategies and the need for

separatist-lesbian feminism. Jeffries [1977] sums up the

'revolutionary feminist position' by seeing the need:

to wrest power from the ruling group and
to end their domination. It requires the
identification of the ruling group, its
power base, its methods of control, its
interests, its historical development,its
weaknesses and the best methods to destroy
its power....

[cited in Coote and Campbell 1982: 30]

Jeffreys leaves no doubt that the ruling group' is men

and the ultimate aim is to destroy the power of men.. Men

are seen as 'the enemy' thus the logic of this position

points towards separatist feminism.29

The importance of this work is the emphasis on male

control of women's sexuality. Revolutionary feminist

analyses move beyond male control over biological

reproduction and women's access to production and stress

that:

- .it is the social construction of
masculinity or social maleness, central to
which is the construction of a particular
form of male sexuality, which contributes
to the continued oppression of women to the
material benefit of men.

[Mahony 1985: 71]
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Coveney et al [1984] emphasize the ways that male

sexuality (heterosexuality) functions to control Women.

They cite restrictions on space, work, leisure and

definition of appearance as important instances where

male sexuality is exercised as a form of control. They

cc'n':lude that the:

effect is to undermine our confidence and
reinforce our inferior status, to
alienate US from our bodies and to induce
a timid and careful response tu:' men. At a
more qeneral level the exercise of male
sexuality helps to structure and maintain
our subordination to men...

[Coveney et al. ibid.: 19]

Throughout all the radical feminist theories the point

of commonality is the primacy given to patriarchy and

the emphasis on oppression specific to a s ystem of power

relations between men and women. The family is

identified as a key institution whereby women are

deprived of control c've their sexuality, their bodies

as bearers cif children and their domestic labour [Smith

1980].

Radical feminists involved in schooling have attempted

to	 place girls' sch':'ciling within this theoretical

framewu:urk.	 In their introdu':ticun to 'Learning to Lose'

Spender	 and	 Sarah	 £1980:	 1]	 explain	 their

dissatisfa':tion with liberal feminist theory:
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As a feminist study group interested in
the theory and practice of education we
were convinced that the aim of removing
sexism from the curriculum, while
desirable, was in itself, inadequate. We
believed that if every possible
recommendation for the avoidance of
sexism in education were to be carried
out by the letter,the position of women
would not necessarily change.

This identifies their contrasting position to Byrne

£1978] discussed previously. Whilst accepting the

desirability of reform they do not share Byrne's

optimism that such reforms will necessarily produce

fundamental change in women's position. They identify

power relations between men and women as the fundamental

explanation for women's oppression and explain that

inequalities have been constructed during the

development of education as 'models of education were

encoded by a select group of males (white, upper and

middle-class)' [ ibid. : 1]. Consequently schools today

are seen to play a significant role in constructing male

supremacy and in perpetuating male dominance and

control [Spender 1982]. As Mahony E198: 74] explains

with clarity, the 'problem' girls experience in

schooling -

is not girls or 'the system' or
capitalism but what I have called, for
want of a better expression, 'social
maleness'

Literature	 identifying	 the	 'social	 maleness' of
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schooling has concentrated on various factors including

the control and definition of what constitutes

"knowledg&' (Spender 1982] and classroom interaction

studies in mixed—group settings (Sarah 1980; Stanworth

1981; Clarricoates 1982; Spender 1982; Mahony 1983;

1985]. Smith (1978] identifies the male construction of

knowledge which is discussed in more detail by Spender

(1982: 18]:

When we examine what is presented to us
as ir cultural heritage and traditions,
there can be no disagreement about the
role played by women within it, for they
are simply not there. It is their very
absence from the record that is so
obvious..... That these women are not
mentioned within our own education does
not prove to us that they do not exist,
instead it begins to suggest there is
something wrong with our education and
the knowledge that is transmitted within
it.

The identification of the 'maleness' 	 of knowledge

continues throughout many sub.ject areas; science and

biology [Kelly 1985]; .history C Rowbotham 1975];

language (Spender 1980]; mathematics [Burton 1986] etc.

Similarly classroom interaction studies identify the

dominance of boys in classroom practice. Boys are seen

to monopolize teacher attention [Clarricoates 1978;

Spender 1982], linguistic space (Spender 1978] Gubb

1980; Harrocks 1984] and physical space [Mahony 1985].

Furthermore,	 teachers are shown to have different

attitudes	 towards	 girlls'	 work	 EStanworth	 1981;

Clarricoates 1978, 1980] and frequently use girls'
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appearance and sexuality for disciplinary purposes

[Davies 1979; Llewlyn 1980; Griffin 1985].

This work is an important contribution for it has

emphasized the 'social maleness' of classroom knowledge

and practice. However, it must be acknowledged that,

much of this research is small-scale and specific to one

or two establishments (i.e. ethnographic). In agreement

with Acker [1985] it must be recognized, also, that

there are no clear means of identifying to what extent

girls and young women internalize and believe the

messages that are transmitted in the classroom. Care

must be taken not to accept girls and young women as

passive recipients of their "inferiority".

The work of radical feminists in education, by using a

theoretical	 framework	 which places patriarchy and

male-female power relations as central to their

analysis, have identified a male establishment and power

stucture as the primary oppressor of girls and young

women in schooling ERich 1980]. Their recipe for change,

therefore, involves a total restructuring of schooling

placing women's history, knowledge and experience at the

centre of the curriculum [Spender 1982, 1981; Beecham

1983]., This is a radical change involving far more than

educational reform. As Spender [1982: 37] states:
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What we need to appreciate Is that the.
problem of sexism and education will not
be overcome by inserting some positive
images of women in the ' curriculum, by
appointing a few more women to senior
posts or even by encouraging girls to
stay longer at school and reach the
relatively	 higher standards of their
brothers so that they no longer
'underachieve'... Sexism is no bias which
can be eliminated but the foundation
st':'ne of learning and education in our
male controlled society.

An initial step towards this 	 change must involve

'girl-centred organization' [Weiner 1985: 11]°. Mahony

[1985] maintains that it is the relationship between men

and women that b. to be changed if women are to move
out of an oppressed situation. The implication for

girls' schooling is that:

co-education as things stand is not more
socially desirable for girls because it
is more normal. Rather it is because it
is more normal it is, for girls highly
undesi r ab 1 e.

[Mahony 1985: 93]

The re-establishment of single-sex schooling or, at the

very least, single-sex grouping for girls is seen as

essential in providing space, freedom, and opportunity

for girls to begin to realize their full potential.' As

Spender [1982: 41] argues, a radical feminist position

on schooling recognizes above all else that:

Currently education and s':hools play a
significant role in constructing male
supremacy and in perpetuating male
dominance and control.
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Marxist Feminist Theory

Classical Marxist feminist theory draws most extensively

on the work of Engels rather than on Marx himself. In

'The Origin of the Family, Private Property and the

State' [1968 edn.], Engels suggests that with the

development of private property, class structures 2 are

created through the unequal ownership of property.

Women, within the family unit, are part of this private

property, tied through monogamous marriage to men in

order to ensure paternity for inheritance. Marriage is

based on economic convenience and thus there develops a

monogamous, patriarchal family form. Engels [1968:66]

states:

The first class opposition that appears
in history coincides with the development
of the antagonism between man and woman
in monogamous marriage, and the first
class opposition coincides with that of
the female sex by the male.

Married women are excluded from participation in social

production and become "the first domestic servant"

[p73]. Indeed,	 within the family, Engelsdescribes man

as the 'bourgeois' with woman representing the

'proletariat' tp74]. The conclusion to his thesis with

respect to the emancipation of women is clear:

It will then become evident that the
first premise for the emancipation of
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women is the re-introduction of the
entire female sex into public industry;
and that this again demands that the
quality possessed by the individual
family of being the economic unit of
society be abolished.

EEngels 1968: 74]

Women are oppressed because of their role within the

family.. Marxist feminists identify the relationship of

the family to the capitalist mode of production as

central to their theses. The oppression of women is a

product of the class system and the private ownership of

property. Thus the primary battle must be that waged

against an oppressive economic class system. Change in

the lives and experiences of women will result only from

a radical change in the economic structure of society.

Women must work alongside the working class as a whole,

'if fundamental change is to be achieved.

A classical Marxist position puts stress on the need for

capitalism to structure the population to function

efficiently.. Work is separated into a private domestic

sphere and a public sphere of paid work.. Paid work is

segmented further to create both a primary and secondary

labour market. Women are located, primarily, within the

private domestic sphere and, if entering paid work,

within the secondary job sector. These divisions are

functional to capital.

Within this thesis education is seen as an important
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site for the institutional maintenance of social

divisions in the labour market. The schooling system

functions to produce and reproduce the social relations

of capitalist production. Analyses concerned with the

relationship of gender education to the labour process

have been dominated by the Aithusserian notiu:'n of social

reproduction [Barrett 1980; Arnot 1381]. The primary

work in this area has been concerned with modifying

reproduction theories to explain 'the processes of the

reproduction of the sexual division of labour in the

waged and domestic labour forces, the patterns of sex

segregation in types of work and the division between

the public/male world of the economy and the

private/female sphere of domestic life' [Arnot 1981:

• 112]. Wolpe's [1977] early work in this area provides

an important step beyond a class analysis in its attempt

to ini:orps:rate gender. She identifies two major

divisions of labour for women; within the family and

within the labour market. Both are linked and:

Essentially the education system
functions to satisfy the requirements of
both the domestic and the labour markets

[Wolpe 1377: 2]

This is achieved through the curriculum, the school

organization and the teachers as agents [David 1980;

Deem 1978, 1980; MacDonald 1980; Arnot 1981; Wu:ilpe

1975]. Wolpe [1978] and Deem [1978] both explored the

relationship between Marxist and feminist analyses in
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their pioneering work on education's contribution to the

maintenance and reproduction of the sexual division of

labour -

The main critics of this work draw on the well-rehearsed

arguments relating to Althusser' theory of social

reproduction [previously discussed above]. It is

considered highly deterministic tBarratt 1980], a point

seemingly accepted by Wolpe in her later paper

'Education and the Sexual Division of Labour' [1978]. In

this she specifies the importance of struggle and argues

that the educational system has a "relative autonomy vis

a vis the capitalist mode of production" EWolpe 1978:

313], mediating between the pupils and their allocation

into the labour process..	 However the major criticism

of a Marxist feminist analysis (including that

pertaining to schooling) is that it tends to ignore or

undertheorize the concept of patriarchal dc:mination and

control EArnot 1981; Nava 1980]. It fails to explain why

gender divisions benefit capital, why divisions have to

be sexual divisions or why women need to be subordinate

to men. Mahony [1985: 66] argues this point with

clarity:

Capitalism, to put it crudely, may need
someone to scrub the toilet for free so
that the worker is kept healthy, but why
should that someone be a woman?

In relation to schooling an example of this is.seen as
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the failure to explain why there are sexual divisions

within the teaching staff. Why is it men rather than

women that occupy the majority of highly paid, power

positions within the educational system?

Indeed it could be argued that it is difficult to

sustain a Marxist 'feminist' position for this

perspective fails to satisfy the criteria established

earlier as constituting a 'feminist perspective'. If a

major factor in establishing a feminist theoretical

position is the acknowledgement of the importance of

'sisterhood' - the shared experience of oppression

between women - then the primacy of economic class over

all other social relations fails to give credence to

other material aspects of oppression e.g. physical,

cultural, psychological, ideological. Women share

certain experiences eg. the fear and reality of rape,

sexual harassment, which cannot be reduced to economic

explanations. This oppression cuts across class

divisions and potentially affects j women. Hartmann

t1981: 7] argues:

The marriage of Marxism and feminism has
been like the marriage of husband and
wife depicted in English common law:
Marxism and feminism are one and that one
is Marxism.

As she goes on to argue, the problem with any attempt to

find a Marxist feminist theory is that the central

question relates women's oppression to the economic
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system subsuming the feminist struggle in the struggle

against capital without adequately considering the

relationship of women to men.. Within education omn'

struggle is viewed as part of the working class struggle

against an oppressive capitalist system.. Change can be

brought about only by revolutionary economic change

since schools are part of the overall structure of

capitalist oppression and exploitation.. As Wolpe [1977:

18] explains:

Nor can it be anticipated that dramatic
change will come about simply through the
curriculum change.. The education system
is too closely linked with the division
of	 labour in sociaty, as are the
ideologies which legitimate this
structure.. As long as the labour of women
is required in the open market at low
wage rates and as long as the labour of
women contributes to the economic role of
their husbands, there is little chance of
change..

Many feminists working from a Marxist perspective,

however, have begun to question whether gender can

simp l y be fitted into a class analysis. There has

developed a growing concern to develop a more adequate

theoretical relationship between class and gender. In

relation to schooling MacDonald [1980: 30] highlights

this concern:

I am interested in the ways schooling may
be involved in the processes of
legitimation and hence of reproduction of
class	 and	 gender	 relations under
capitalism.
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The resultant debates continue to. be waged and are

considered in the following section categorized as

socialist feminist perspectives for the purpose of this

di scussi on7.

Socialist Feminist Theory

Socialist feminists attempt to combine elements of a

Marxist feminist	 approach with a radical feminist

approach, thus arguing for an understanding of both

patriarchal oppression and class oppression. The

relationship between patriarchy and capitalism is the

crucial issue. Some theorists argue that the most

useful theoretical framework is a unified system which

comprehends •capit.alist patriarchi as one system, with

the oppression of women an essential and fundamental

characteristic of that system. LEisenstein 1979; Young

19813. Others favour a 'dual systems' theory which

acknowledges th existence of two systems which exist

separately but re in continual interaction EHartmann

1981; Cockburn 19833. However the relationship between

sex and class is theoretically argued the understanding

of gender relatios within capitalist class society is

drawn	 from neo-Marxist approaches rather than the

economic	 determinism	 of	 classical Marxism. These

analyses stress the importance of the role of ideology

and	 social	 reproduction	 rather	 than economic

e
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reductionism [Aithusser 1971; foulantzas 1973]. More

emphasis is placed on the 'superstructures' i.e. social,

cultural, political and ideological, leveLs, in providing

the conditions for capitalist production to proceed. As

Cockburn [1983: 195] comments:

There have been periods when Marxist
thought has been narrowly economistic.
Today, the totality of the capitalist
relation has been rediscovered. Marxism
at its best is a world view. It takes the
world as its subject and writes an
account of it from one perspective: a
theory	 of	 classes defined by their
relation to the means of production.

Cockburn argues that a class perspective can be used to

explain all 'events' even those relating to gender.

However she moves beyond a Marxist feminist position

because she recognizes, alsO, that those same 'events'

can be read from a different perspective. She calls this

a 'sex-gender' perspective°. We need an understanding

of both perspectives if we are to fully understand all

'events'. She continues [ibid.: 195]:

To	 say	 that	 patriarchal	 power is
exercised only in the family or in
directly sexual relations is as blinkered
as to suppose that capitalist power is
exercised only in the factory. The
sex/gender system is to be found in all
the same practices and processes in which
the mode of production and its class
relations are to be found. We don't live
two lives, one as a member of a class,
the other as a man or a woman. Everything
we do	 .kes	 its	 meaning from our
membership of	 both	 systems.
Feminism, like Marxism, is a world view
and its subject is the world itself: a
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totality.. The two systems are, at bottom,
conceptual models, each explaining
different phenomena.. We need them both..

The problem with this 'dual system' approach is

discussed by Young [1981:433. She argues that this

framework still encouraqes class relations to take

precedence over gender relations. 	 Her	 suggestion,

therefore, is to provide:

a theory which regards the conditions of
women's oppression as located in one
system in which that oppression is a core
element...

It is only by providing a theory of capitalist

patriarchy that women's oppression can be situated

centrally. This then avoids the problems that she

identifies as inherent within much of the socialist

movement whereby:

women's issues remain segregated,
generally dealt with cunly by women, and
the mixed socialist movement as a whole
fails to take issues related to women's
oppression as seriously as others.

[ibid.: 64]

The relationship between sex and class remains an

ongoing debate within the socialist feminist movement.

Within education these issues remain controversial also..

The work of Madelaine Arnot in the early 1980s was

important in addressing this debate [MacDonald 1980;

Arnot 1981a, Arnot 1981b]. She was interested 'in the
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ways schooling may be involved in the processes of

legitimation and hence of reproduction of class and

gender relations under capitalism' (MacDonald 1980 p30]..

Arnot (1981a] provides a useful critique of social

reproduction theories in their application to gender,

utilizing Johnson's (1981] major criticisms of the

social reproduction model. Arnot E1981a: 21] suggests a

way forward by adapting Bernstein's [1977, 1980]

research in order:

to develop a theory of qender codes which
is class based and which can expose the
structural and interactional features of
gender reproduction and conflict in
families, in schools and in work places.

Within this work Arnot attempts to take an important

step forward from the Marxist feminist theories of

education which tend simply to subsume women within an

analysis of the reproduction of class relations through

the institution of schooling. In doing so she highlights

the fact that there are points within schooling where

girls across social class boundaries experience the same

oppression which cannot be explained totally in class

terms. She concludes [ibid.: 29]

in neither the dominant 	 or the
dominated gender codes do women escape
from their inferior and subordinate
position. There is nothing romantic about
resisting school through a male defined
working class culture. It is at this
point that women across social class
boundaries have much in common.'
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While this is a positive attempt to combine class and

gender within educational analysis, Mahony E198: 69]

criticizes the work of Arnot for continuing to relate

the maintenance of patriarchy to the sexual division of

labour and ultimately to its benefit to capitalism..

Class relations remain the central characteristic in

understanding women's position both within the schooling

system and within the family - work situation.. For the

reasons cited earlier in criticism of a Marxist feminist

approach, Mahony finds this position untenable. As she

argues, there is little analysis of the material base of

patriarchy and how this contributes to girls'

experiences of schooling. However Arnot £1981: 113] does

alert socialist feminists to the importance of an

'analysis of conflict between classes and gender as two

structures of control'. Nava £1980: Th] elaborates on

this point by considering the 'mutual but contradictory

and incoherent determinacy' between the two structures

of capitalism and patriarchy. She goes on to argue:

Sometimes their interests have coincided
and combined to reinforce each other, at
other times they have been antagonistic.
Schooling has been an important site for
the enactment of these struggles and
alliar.ces. In my opinion, it is by
conceptualizing patriarchy and capitalism
in this way that it becomes possible to
make	 sense	 of	 the	 extensive
contradictions	 that	 exist	 within
educ at i on.

By adopting such a theoretical approach Nava argues that

political	 action becomes more possible and more
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important. By identifying both patriarchy arid capitalism

as distinct systems of oppression both with connections

and antagonisms, Nava argues that considerable insight

can be gained into the conditions necessary for change.

Alliances between women teachers and girls could be

formed through a recognition of the relevance of gender

which would cut across class boundaries. These reforms

would be important for they would widen the field of

struggle but without losing sight of the broader

structural issues.

Conclusion

Theorizing the relationship between gender and class

continues as a central concern within feminist analysis.

Socialist feminist theory, as discussed above,

highlights the complexities involved in feminist

theory. In terms of how the position of women is

improved, Marxist feminism and radical feminism are more

easily interpreted. If the 'problem' is capitalism, then

it must be overthrown or if the 'problem' is men then

they must be removed or radically changed.. Both these

positions are ultimately deterministic and for many

women unsatisfactory in the final instance.. What becomes

clear is that the categorization of feminist theory into

neat sections labelled liberal, radical, socialist,

Marxist becomes more difficult as relationships and

interconnections are made. For example many feminists
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who wc'uld adopt a socialist political position now

recognize the importance of sexuality and the work done

in this area by radical feminists.

The research project on gender and physical education

starts from a theoretical position which acknowledges

both patriarchy and capitalism as dual systems of

oppression. The importance of power relations, both

between women and men and between women of di fferent

class locations, is acknowledged although the pointsof

interconnection, conflict and contradiction remain

problematic. Schools as important institutions in our

society serve to reproduce the status quo in relation to

the capitalist mode of production and male-female power

relations, albeit within a complex and often contested

situation. Physical education as an aspect of schooling

fits into this process both in terms of its relationship

to a sexual division of leisure in our sciciety and the

reinforcement of patriarchal power relations. These

power relations need to be considered in terms of their

economic, social, political, ideological and physical

aspects. The empirical case work material is approached

from this dual position and the implications that this

material has for developing	 a	 fuller theoretical

framework form the discussion in Chapter Nine. The

emphases and complexities identified by detailed

empirical investigation provide the cornerstone for the

development of greater understanding of the position of
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women in physical education and,	 ultimately,	 the

relationship of this to the overall position of women

within	 a	 society	 which is both patriarchal and

capitalist..
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CHAPTER TWO

WOMEN IN LEISURE. SPORT AND PHYSICAL EDUCATION -

REVIEW OF THE LITERATURE (2)
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Leisure - a male preserve?

The sociology of leisure became important in Britain in

the early 1970s as a specific area of study alongside

the sociology of work, family, religion etc.. With this

fragmentation of sociological analysis into discrete

areas, the primary feature of the early work on leisure

was the attempt to provide a definition of 'leisure'

which separates it out from other spheres of study

[Clarke and Critcher 198]. Parker [1971, 1976, 1983]

provides an initial definition by stressing the

connection between work and leisure. His statement that

'the problem of leisure is also the problem of work'

[1983: xii] was reiterated in the work of Roberts [1970,

1976] who argues [1976: 3] that:

to understand leisure in modern sc'cieties
it must be seen, in part at least, as the
c'bverse of work.

This work-leisure dichotomy provides an analysis which

is largely pluralist in its framework in that leisure is

viewed as 'free time' which can be 'filled' throLtgn

individual choice, and is 'functional' to the

requirements of both the individual and society. As

Clarke and Critcher [1985] point out, there is little

critical appraisal of human agency within this

analysis, nor is there much recognition of constraints

on choice or decision-making which mi ght impinge on an

individual's freedom to utilize their 'leisure' times
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YounQ and Wilmott [1973] added a further dimension to the

work-leisure relationship by placing the family

centrally within their analysis. Their findings lead

them to conclude that leisure is on the whole

family-centred, although there are some indications of

gender	 and	 class	 variations.	 Whilst their work

contributed considerable empirical detail to the

sociology of leisure, a ma.jor weakness lay in their

non-problematic usage of the 'family', with little

consideration of the many households that exist outside

the conventional family form. As Clarke and Critcher

[198:29] argue:

family life is understood neither as a
structural set of relations within
contemporary. society nor as a set of
cultural relationships which each family
makes anew in its own image.

However this emphasis on the family did encourage

women's leisure to receive some attention. Youn g and

Wilmott. recognize, from their survey of 2,000 adults in

and around London, that gender does influence the type

of 'leisure' undertaken and the amount of 'leisure' time

available. However their analysis of gender remains at a

descriptive	 level with women's position	 seen as

unproblematic and implicitly tied to the family

situation. Indeed their conclusion that housewives have

more 'leisure' than men in paid employment provided an

obvious platform f or the feminist response!
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This view of women's leisure as a part of the family

form is a small step forward from women's appearances

(or lack of them) in the early work of Parker (1972] and

Roberts	 (1970].	 These writings	 reflect	 the

marginalization or invisibility of women that was

prevalent (and to some extent remains so) in the

sociological discourse of the early 1970s. As Deem

t1981a: 1] explains:

For many years the study of leisure was
dominated by the study of male leisure.
This was not only because most leisure
reseachers were men, nor was it solely
because the widespread influence of
gender to social life remained largely
undiscovered. It was also because the
most empirically visible leisure was that
enjoyed by men, and as all researchers
know, it's easier to study activities
which take place in public spaces than it
is to investigate those which are private
or hidden from view.

Women, therefore, are largely missing from these

analyses except as appendages to men [Deem 1982].

Analysis centres around male work and male leisure which

are seen as separate although related categories. By

relating work and leisure to the family, Young and

Wilmot incorporate gender divisions but these remain

marginal to the primary analysis. The Rapoports' (1975]

work however, gives more weighting to women's

experiences of leisure as they attempt to relate work,

leisure and the family, to change during the life cycle..

Their analysis of the family recognizes the complexities
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and problems associated with family life, thLts the

constraints imposed on women receive far more attention

than had been the case previously. Yet within this work,

women's position is seen largely as a problem to be

solved by the individual at different stages in her

lifecyc].e. There. is no structural analysis nor

recognition of the existence of a power structure within

gender relations. In many ways their work in relation to

women can be criticized on similar lines to those

advanced for liberal feminist theory as discussed in the

previous chapter. Although it constitutes an important

advance in recognizing and describing women's

experiences of leisure, it fails to provide a more in

depth theoretical questioning of 'why' women should be

in that situation. As Griffin et al [1982:96] note:

So the Rapoports can provide a limited
descriptive account of women's leisure,
with no theoretical means of analysing
the material and cultural/ideological
forms of patriarchal relations.

The main advance in the Rapc'ports' work is that women, as

over half the population are accorded equal attention

to men - a situation rare in much of the work in the

sociology of leisure even in the 1980s EClarke and

Critcher 1985].

As with other areas of sociological analysis (e.g.

education. work) the mid 1970s witnessed, also, a

growing body of literature offering a Marxist framework
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of analysis. Clarke and Critcher [1985:45] critique

Parker [1971]; Young and Wilmott.. [1973]; the Rapoports

[1975] and Roberts [1970, 1978] as exanples of the

sociology of leisure in the 1970s and suggest that:

work, the family and leisure are
constantly invoked as the cornerstones of
modern society. In this shrinking vision
of society, any analysis of the totality
of economic, social, political and
ideological patterns and processes has
been lost.

Marxist analyses, in contrast to functionalist accounts,

stress the importance of structural determinants upon

leisure, with leisure examined as a form of social

control [Rojek 1984]. Within this framework there is an

emphasis on sport as social control EBrohm 1978; Hoch

1972]; neo-Marxist analyses of sport and heuemc'ny

tGruneau 1983; Hargreaves 1982] and youth cultural

analysis [Brake 1980, 1983; Hall and Jefferson 1975;

Willis 19783. These areas of work are concerned to look

more critically at the relationship of class to aspects

of leisure. However, women fare little better in this

'critical' work than they have in the mainstream

sociology of leisure epitomised by Parker [1971, 1976]

and Roberts [1981]. The contribution of sport tc' the

reproduction of the social relations of production is

concerned essentially with 'male' sport [Clarke; 1978;

Taylor 1982]. The work on youth culture almost without

exception presents 'youth' as being white working-class

and male with studies of 'the lads' dominatin g the
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literature [Cohen 1974; Parker 1974; Brake 1974; Willis

1977; Corri qan 1978; Robins and Cohen 1978]. Young women

are defined either	 as extensions of 'the lads'

experiences or as direct inhibitions on these

experiences. To reiterate Deems' [1982] previous point,

young women in youth culture analysis are viewed through

the eyes of the lads and this vision is sharpened by the

assumptions of male researchers [McRobbie and Garber

1976]. It is a vision which marginalizes young women's

experiences and condemns them to the periphery of youth

culture, leaving the centre stage to 'the lads'.

Whilst Marxist approaches to the sociology of leisure

develop a more critical consideration of leisure in

relation to economic, political and social processes, it

remains, primarily, the sociology of male leisure.

However, as feminist theory and analysis developed

throughout the 1970s (as discussed in Chapter One), this

'male-orientation' of leisure research was challenged

and there developed a growing feminist response which

now attempts to redefine and re-examine 'leisure',

placing women's lives and experiences centrally within

the analysis [Deem 1982, 1984; Green et al 1985; Griffin

et al 1982; Hobson 1976; Stanley 1980; Talbot 1979].

Leisure - the Feminist Response

Griffin et al [1982:89] argue:
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women's position in waged and unwaged
work in relation to the family means the
existence of 'leisure' as a pure category
for women is questionable.

This statement highlights the problem of looking at the

work-leisure dichotomy in relation to women EDeem 1981;

Stanley 1980; Dixey and Talbot 1982]. Work in

mainstream leisure texts discussed in the previous

section inevitably refers to paid labour. Leisure is

seen in relation with, and in contrast to, this paid

work; when the day's work is over, leisure time can

begin. Immediately this raises questions for women.

First the definition of work as confined to 'paid' work

negates the experiences of many women in the household

situation. Luxton [1980: 11/12 suggests:

Domestic labour seems to be invisible. It
is neither understood nor recognized as
work. For example, women are asked: "Do
you work, or are you a housewi fe?". Women
who do both wage labour and domestic
labour are described as "working wives"
or "working mothers", as if to deny that
what they do in the home is also work.

The existence of a sexual divisic 'n of labour and women's

major responsibility for childcare and domestic labour

places women's experiences of leisure immediately in a

different category to that of men EHobson 1976; Parry

and Johnson 1974; Talbot 1979], resulting in women

being named as a 'target' group for policy initiatives.

However, feminist critics of this literature argue that
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this material tends to cctnsider leisure 'activities' -

the public face of leisure - which, as discussed

previously, for many women may not constitute their

primary 'leisure' experience. As Deem [1983:12] argues:

Leisure is. not necessarily an activity;
doing nothing, 'starin g out of the
window' or just sitting down, can all be
construed	 as leisure, especially for
housewor kers.

The importance of 'leisure', particularly for women, is

that, often, it is a personal, private matter [Stanley

1980] and thus activity-based definitions of leisure are

not sufficient to understand and explain women's

experi ences.

The feminist response to the sociology of leisure has

been to problematize the concept f or women and to

identify the many constraints on women's lives which are

seen to influence women's freedom and opportunity to

participate in 'leisure'. However not all the literature

recognizes the fragmentation of women's lives, nor their

domestic/child care responsibilities as problematic in

terms of 'leisure'.

Gregory [1981:6], in contrast to much of the work cm

women's	 leisure, celebrates women's activities and

ii festyles:

What is known of women's pleasure in
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reproduction and child-rearing; in
creating the home environment; in being
at the centre of the intricate social web
of a community; in changing and
developing within a less fixed programme
of life than many others? The starting
point should be the collective
achievement and enjoyment of women to
date rather than their failure to slip
from under the yoke of male oppression.

While not denying that some women may gain 'achievement

and enjoyment' from their domestic child-care roles and

experience a pleasurable 'leisure' time through local

community activity, the wealth of material on women's

experiences in the home environment [Corner 1978; Oakley

1974] recognizes that the sexual division of labour and

.women's reproductive role can and does have serious

social and psychological implications for many women..

Not least it restricts their freedom to enjoy 'leisure'

both in the public sphere of leisure activities and on

their own terms in the private sphere of the home [Deem

1984; Hobson 1976].

The recognition that some women's lives cannot be

compartmentalized neatly into areas such as work,

leisure, family etc. has led feminist perspectives on

leisure to adopt a more holistic approach involving:

investigating particular aspects of
women's experience in relation to the
structure of their lives as a whole.

[Green et al 1985:13

Deem (1982:4] identifies:

page 66



a nLlmber of elements in women's general
situation in our society which contribute
towards not only their general oppression
but also their specific oppression in
relation to leisure

These include domestic labour, childcare, the sexual

division of labour, education, state instituticins and

social policy, cultures of masculinity and femininity

and sexuality. The following section on young women and

leisure will look in more detail at these constraints

particularly as they relate to yciung women who are the

subject	 of	 this particular research project. The

literature dealing with the constraints women

experience, which influence their 'leisure', importantly

questions how and why women experience such constraints.

Women's experiences in relation to 'leisure' are located

in the wider structural issues of patriarchy and/c'r

capitalism.

Deem E19B4:133 refers to women's experience in many

situations when she says:

few women, of whatever social class
or employment status would find
themselves at ease on the rugby field, in
a pub otherwise full of men, or jogging
late at ni qht on dark streets; nor are
many likely to return from Sunday morning
sport to find their lunch waitin g on the
table, and an offer from their partner to
wash their sports gear.

This quote highlights several issues relating to the
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restriction on wc'men's access to both time and space for

leisure, cultures of masculinity/femininity, domestic

divisicin of laboLir and the social control of women's

sexuality. Green et al [1985] identify similar

constraints on wc'men's 'leisure' and clearly situate

their explanation. for such experiences within an

analysis of patriarchy la . Although both Deem and Green

et al recognize that class position can influence the

experience	 women	 have	 of	 'leisLire'	 with	 some

restrictions felt less by those in a materially

advantaged position, they both emphasize the importance

of male-female power relations 11 . Green et al [1985:10]

state with clarity:

we have attempted to identify hc'w
women's access to and use of free time
are policed by men. The primary site for
this policing is within the household: in
order to enjoy leisure activities,
particularly those located outside the
home, women have to negotiate with male
partners for their consent, perhaps also
for a share of the household purse to
spend on leisure, for childminding
services or even for use of the family
car. Ideologies about women's entitlement
to personal leisure exist within a wider
context of patriarchal norms about
appropriate and legitimate behaviour for
women which constrain their movements
outside the home. These norms are, we
would argue, enforced b y men and/or by
other women in the interest of men in
general .

[emphases added]

Within this analysis the central explanatory factor

relating to women's experiences of leisure is their
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oppression by, and subordination to, This

perspective, shared by Griffin et al [1982] and Stanley

[1980], presents a radical feminist analysis which sees

women's oppression to be primarily based on the control

of women's sexuality and fertility and the sexual

division of labour which Griffin et al [1982:90] view as

"the allocation of women to a primarily reproductive

role, through which all their other roles are mediated't.

The argument introduced by Green et al [1985] that the

male sc'cial control c' f women both as individuals and as

a group results in the control of time and space for

women and the regulatic'n cif their sexuality, is a

development within the literature which now attempts to

situate women's leisure within the more general

literature on male social control of women's sexuality

and more specifically male violence against women

[Coveney at al 1984; Coward 1984; Dworkin 1981; Radford

and Laffy 1985; Stanko 198]. This will be discussed

more fully in the following section on 'Women and Sport'

where male-female physical power relations will be

considered.

From a Marxist feminist position Clarke and Critcher

[1985] draw on the work of Barrett [1980] to help extend

their understanding of women and leisure. They situate

their analysis of leisure firmly within a class analysis

and argue that the sexual division of leisure reflects

the sexual division of labc'ur
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The cc'mmonpla':e observation that the
experience 0f leisure cannot be div':'rced
from the experience of work is as central
fcir d':'mestic work as it is for the more
visible case i:tf paid labour. The
qualitative and quantitative inferiority
cf women's leisure sharpens with the
entry into the roles of wife and mother.
Leisure has tn be sa':rificed in order to
carry cut these roles within existing
social arran gements. Far fr':'m bein g the
way in whi':h women realise their leisure
potential,	 the family curtails their
leisure c'pp':irtunities.

[ibid. :225]

The problems associated with trying to incorporate

women's pc'sitic'n into a Marxist framework, (as discussed

in Chapter One) are re ':ognized by Clarke and Crit':her

and they sugg est that perhaps the theoretical framework

might need more revision before a satisfactory

incorporation can be achieved. As with more general

socialist feminist literature, Deem [1984] argues for

the need to lc'c' k at women's position in the family,

wider social and economic determinants and the effects

of male dominance. In this way she is attempting to look

at women's position in relation to the labt:'ur market

in':ludin g employment, unemployment and redundancy and to

the structures cit male-female power relations. This

perspective on 'leisure' as it relates	 to women,

attempts ti: situate leisure within both capitalism and

patriarchy and reflects the debates around the

integratic'n or dual nature of sex and class found in the

more general socialist feminist ii terature [Cockburn
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1983; Eisenstein 1979; Hartmann 1981; Young 1981].

Likewise Dixey and Talbot [1982], in their thorough and

interesting stLdy of women and bingo, suggest that the

women involved in their research 'operate under a dual

set of constraints of class and sex - which limit their

access in a particular way, so that their range of

leisure choices is especially narrow'. This is a

theoretical development from Talbot's [1979] earlier

work which tended to be more descriptive rather than

analytically developed. In many ways this reflects the

fact that the literature on women and leisure is

relatively recent and it is becoming more theoretically

developed as feminist theory in general cc'ntinues to

progress. At present the literature on women and leisure

remains relatively 'narrow' although the more speci fic

area of women and sport (discussed in the next section)

is an expanding area drawing extensively on work

undertaken in Nc'rth America.

Before moving on to consider the literature on women and

sport it is necessary, first, to look at the literature

on young women and leisure. This is relevant

particularly to this thesis as it deals with young women

of secondary school age. It is important, also, because

it is an extension of the youth culture literature which

forms a considerable amount of the male oriented

sociolc'gy of leisure material discussed previously.

Although this is a brief review of this literature it is
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important in that it looks not only at young women's

lives in general but also to their resistances which are

experienced often within the school environment.

Young women, leisure and schooling

Within the work on subcultures the invisibility of young

women's lives and experiences does not reflect a simple

marcjinalization to the main action of 'the lads'. Rather

it represents an absence informed directly by

patriarchal power relations. Recent work has attempted

to redress the balance in providing a feminist

perspective on subcultures which starts from the

experiences of young women (McRobbie 197Gb; Griffin

1981, 1985; McRobbie and McCabe 1981; Nava and McRobbie

1984]. An initial consideration in the analysis of young

women's experiences is that collectivity (i.e. the

'gang' or group), which is integral to the definition of

male subcultures cannot be taken for granted for young

women [Griffin 1981].1a McRobbie [1978] and Griffin

(1981] in two separate projects with white working class

women, found that they tend to form small but intense

friendship groups with a 'best friend' central to their

experiences. However, as young women begin relationships

with boys, feminine cultures based on supportive

friendships begin a gradual process of breaking up

[Griffin 1981]. This does not occur to the same extent

for 'the lads' who usually retain their male group
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membership. Parker C1974:95], in his research on male

working class youth, notes:

So the conversation went on, with Joey
suggesting that the girlfriends should be
kept in their place and not allowed to
interfere with 'the boys' who if they
were real mates would see to it. At this
time Joey practised what he preached. He
had being 'going with his tart' for six
months and although he obviously liked
her he would not allow his affection to
change his relationship with the Boys.

This quote confirms the si gnificance of male group

membership even when girlfriends have arrived on the

scene. However, before heterosexual relationships begin

to fragment the supportive feminine cultures, various

constraints work tct discourage or to restrict the

possibilities for young women to form large groups or

gangs. These constraints also inhibit alternative

expressions of women's sexuality and in this way young

women's sexuality becomes regulated and controlled

[Coveney et al 1984; Coward 1984].

First women, especially young working class women, have

little access to vpac ? . Social and sporting facilities

are dominated by men and male groups with the pub,

working men's clubs, snooker halls, rugby/cricket clubs

clearly male domains. Often the street corner where 'the

lads' can be found is unsafe territory for young women

as they regularly face harassment ranging from verbal

abuse or put-downs to actual physical violence EHanmer
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and Saunders 1984; Radfc'rd and Laffy 1985; Stanko 19853.

This du:'es not mean that young women are totally excluded

from the street. Research by Cc'wie and Lees [1981]

suggests that young working class w ':'men ':an be found in

groups hanging around shopping centres or street

corners. They acknowledge, however, that "the extent of

girls' participaticin or exclusion on the street would

seem to be less than boys, but remains to be fully

investigated." They cc'n':lude that 'girls' appearance on

the street is always ':onstrained by their subordination.

It would seem that for many young women the answer is,

as Mu:Ri:'bbie C1978a] suggests, to retreat to a 'hu:'me

base' where best friends can meet, chat and negotiate

their existence. For many yi:iung women the 'private'

sphere of the home remains the primary territory for

their

Working class young women als':' experieni:e material

constraints which, together with a lack of access to

private transport, further inhibits their movements.

Middle class young women have greater opp':.rtunity for

participation in social and sporting activities. Not

only di:' they have economic support, but also parental

help to transport them to the gym club, swimming pool,

youth ':entre etc. Despite increased access, h': 'wever, the

very real threat of violence on the streets exists for

all women [Hanmer and Saunders 1984; Radford and Laffy

1985; Stanko 1985]. Facilities remain dominated by men
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and within families 'free-time' is defined differently

for young women than for young men. This raises the

issue of domestic and childcare responsibilities which

many young women, unlike young men, experience from an

early age. Young women are expected to help with

housework and the care of younger siblings' The

strength of the ideol':'gy of domesticity emphasizes

women's 'natural' domestic and childcare role. Young

women also have a realistic view of their future which

they see as involving dc'mesti.:/':hildcare

responsibilities. They re':':'gnise this as preparati': 'n for

their future role as wife and mother, and although not

always accepting it unquestioningly, it is regarded

generally as inevitable EGriffin 1985L The extent of

expectations of dcmestic/child':are responsibility is

related also to class. Working class young women are

expected to take on these responsibilities to a greater

extent EDorn 1983] although middle class young women

often still have their share of washing up and cleaning

to do!

Young women's sLtbcultLtres then, do not correspond to

male subcultures in any simplistic way and an

understanding of gender, class, race and age constraints

is important. Indeed the term 'subculture' takes on

'masculine' connotations. It is more useful perhaps to

consider y.:iung women's 'cultures' whi ':h are structurally

separate and distinct from those u:'f male youth.1
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McRobbie [1978a] identifies 'romance' and.the 'culture

of femininity' to be central to the daily lives of

adolescent young women. Her research highlights the

importance for young women of talking and planning

around fashions, make-up and boyfriends. The culture

revolves around the intense task of 'getting a man' but

always within the constraints of 'keeping a good

reputation' [Cowie and Lees 1981] which is by no means

easy or unambiguous. Young women are well aware of the

inevitable future, influenced by political, economic and

ideological constraints, in which a heterosexual

relationship leading to marriage, home and family is the

expected outcome [Griffin 1985]. Within this 'culture of

femininity' there are obvious class and race

differences. Just as 'mascctlinity' cannot be viewed as a

static, universal concept so 'femininity' demonstrates

marked variation across class and ethnicity. As Griffin

[1981] rightly asserts:

There are some parallels with the
positic!n of young black and middle class
women, but it is crucial to understand
the ways in which young white women
benefit from cultural, ideolo gical and
institutional racisms; how race and
racism affect and are affected by the
experiences of young black women; and how
young middle class women negotiate their
relatively	 privileged	 position	 in
education and waged work.

McRc'bbie [1977,1978] and McRobbie and Garber [1975]

provide n important analysis of young women's leisure

in relation to 'youth culture' work, being at the
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forefrcunt of the literature that demonstrates the male

bias of mLtch c'f the yoL(th culture and sub-cultural field

of stLldy [Griffin et al 1982]. However, Griffin et al

[ibid.] argue that this work, which concenrates on the

complex relationship of gender and class, fails to

radically rethink young women's position, which they

view as resting ultimately on male-female power

relations. This is emphasized by Griffin [1981:2] in her

application of the analysis to a discussion of white

middle class girls in school.

Whilst some of these young women clearly
realised the extent of their privileges
as white and middle class,as women they
will always have to play second fiddle to
men, denied full access to the spheres of
power in which they have apparently been
granted 'equal opportunities'.

Turning to young women in the schooling process, the

literature identifies female counter-school cultures

just as there have been shown to be male counter-school

cultures [Willis 1977]. Whereas the class significance

of male counter-school culture has been stressed tWillis

1977], female counter school cultures are seen to

involve negcitiation around age, race, class and gender

relations. Resistances to schooling for young women are

not solely about gender or class but are bound up with

the complex development towards adulthood. Indeed

age-based resistances have been part cii strugles by

young women and young men within schooling since formal

schooling began. It is likely that this has been further
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intensified with the raising of the school leaving age

which leaves young adults in a system geared to

childhood and based on a clear age related authority

structure EJc'hnson 1981].

Young women's resistances within school, however, do

take on a specifically female form and cannot simply be

equated to those of male youth Young women who are

considered 'non-academic' are in conflict with a school

system geared to examination results. However, as

research into girls' schooling has shown, schools are

concerned also with producing young women who will fit

into our society as wives and mothers EDeem 1980; Sharpe

19Th;	 Sanworth	 1981; Spender and Sarah 1980].tG

Resistance here is gender-based and cuts across class

considerations for it is challenging the school

definition of a 'nice' girl (seen to emphasise neatness,

passivity, hard work, politeness etc.) which will result

in a 'good', 'suitable' job i.e. nursery nurse, infant

teacher etc. It is important here to see resistance not

necessarily as a 'problem' (as viewed by the school) but

perhaps a 'legitimate source of pressure' Ejohnson

1981]. Young women in this situation could be seen to be

challenging the 'culture of femininity' and reasserting

their right tc' define their own existence. This becomes

dependent on the form of resistance taken. McRobbie

E1973a] stresses the importance of 'appearance' as a

form of resistance for adolescent young women. By
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wearing make-up, jewel].ery, altering the school uniform,

young wc'men c' ften use overtly sexual modes of expression

which demonstrates quite clearly that they are

overstepping the boundaries of girlhood (as demanded by

the school) into womanhood. As young women constantly

are judged by their sexuality, be it by the 'lads' in

Willis' study or the teachers in their classrooms, it is

a pc'werful means of challenging 'the system'. However,

McRobbie argues that young own culture then

becomes the most efficient agent of social control for

by resisting, they reaffirm and reinforce patriarchal

power relations:

they are both saved by and locked within
the culture of femininity.

[ibid..: 14]

Clearly, by asserting a more sexually orientated

appearance young women run the risk of being labelled as

a 'slag' 'tart' etc. [Cowie and LeeE 1981]. However, by

rejecting the image of the 'nice' acquiescent girl, a

more positive assertion of femininity possible such

that resistances can be used to challenge the dominant

culture of femininity. Griffin [1981] discusses this

positive assertion of femininity which:

Partly rejects the idealised notions of
the 'nice' girl in a very direct manner,
undermines images of the passive asexual
young woman waiting for her 'feHa' found
in teenage magazines and romantic
fiction; and serves as a partial attempt
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to reappropriate	 femininity by young
•	 women, and for young women.

Young women's resistances are not restricted to those

involving appearance. Griffin E1981) discusses a further

strategy that young women use to negotiate their

existence in schocils. Most teachers would recc'gnise her

description of young women's silence and the 'sullen

stare'. For many young women this is a more subtle and

acceptable challenge which does not rely on the more

extrovert use of appearance. This, too, cuts across

class and cannot be seen only as a working class

resistance to schooling EGriffin 1981).

What becomes clear is that young women's cultures exist

in specific structural forms and cannot be equated

simplistically with those of young men. Within school

young women's counter-schocil culture is complex and

again cannot be viewed only in relation to issues around

class location. Certainly forms of 'femininity' are used

by working class young women as class based resistances.

However, as in middle class schools, notions of 'ideal'

femininity, i.e. the 'nice' girl are also challenged and

can be seen not as 'locking' them within the 'culture of

femininity' but indeed forming a challenge to that

culture in an attempt to redefine 'femininity' for

themselves. The complexities are such that

counter-school resistances by young women serve to

reinforce, negctiat	 challenge the 'culture of
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femininity'. There is no clear cut line that can

differentiate between these outcomes. Cultural analysis

which recognises these complexities and acknowledges the

importance of gender, class, race and age considerations

remains at an innovatory stage.

It is important to consider this literature cm female

cultures and school-based resistances particularly in

relaticun to the teaching of physical education in

secondary schools. This issue will be taken up in detail

in Chapter Eight when the empirical material from the

interviews and case studies will be analysed in relation

to the theoretical debates around yciung women's cultures

and especially their resistances.

The next section of this chapter overviews the

literature on women and sport which, in the past decade,

has develciped in both quantity and analytical ualit.

The Sociology of Sport: a 'male enterprise'

The structural functionalist analysis of much mainstream

sociology of sport views sport as performing a positive

function of social integration within a pluralist

society CLoy and FCenyon 1969; Dunning 1971; Edwards

1973; Mangan 1973].' Within this analysis sport is

seen as divorced from and independent of societal

processes and, most importantly, from structures cml
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power. In tension with this work have developed

interactionist analyses which, while accepting a more

critical analysis of the social wc'rld, relate sp':srt to

the f.:'rmatic'n of individual or group identity within an

increasingly restricting and alienating world [Stone

1971; Goffman 1972; Marsh et al 1978]. Their emphasis cm

the dynamics of social behaviour, 	 with aggression

understood and a':cepted as a universal and inevitable

feature of modern industrial societies. Both

perspectives emphasize the p ositive fLtnctic'ns of spu:mrt,

the satisfaction and enjoyment of both being a player

and/or spectator and the value of spu:mrt as an

harmonising influence within an increasingly complex and

diverse society.

The main critiques cf these perspectives argue that they

lack analytical attention ti: the power struu:tures of

su:uciety and cc'nsequently they fail to situate sp':'rt

within a critical structural framewcirk.la MUCh of this

s:riti':al work has been informed by the emergence and

consolidation of neo-marxist analysis. Writers, such as

Hoch (1972], Brc'hm (1978] and Rigauer [1981] emphasize

the need to theorize the relationship between sport and

the political-e':.:unc'mic relations of advanced capitalism.

Their argument centres on spu:urt being re.:ognised as a

direct refle':tion of modern ':apitalist so.:iety, an

institutionalized social practice mirroring the social

and political world in which it is lc":ated. In this
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world sport plays a crucial role in the reproduction of

the labour force required for capitalist production, a

wcrkforce imbued with the values and dominant ideology

of advanced, capitalist society (competition,

individualism,survival of the fittest).

This deterministic analysis, however, has its critics

both from within mainstream structural functionalism and

from within the developing body of neo-rnarxist work.

While acknowledging the contribution of theorists such

as Brohm and Hoch and their work on class relations and

sport, Hargreaves [1982, 19863 in England and Gruneau

[1980, 1983] in Canada have been at the forefront of

developing analyses which critique the overdeterministi':

position of social control explanations of the

sport-power relationship £Hargreaves 19863= Harqreaves

[1985:3] argues:

Sporting	 activity. -	 can	 never	 be
adequately explained purely as an
instrument of social harmony or as a
means of self expression, or as a vehicle
for satisfying individual needs; for this
ignores the divisions and conflicts, and
the inequalities of power in societies,
which if we care to look more closely,
register themselves in sports. Nor can
their social role be explained simply as
a	 means whereby the masses are
manipulated into conformity with the
social order, capitalist or otherwise,
for to. o sc is to regard people as
passive dupes, and it ignores their
capacitS' to resist control and to stamp
sports with their own culture.

In avoiding crltde analyses of sc'cial control, Hargreaves
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emphasizes the importance of 'culture', 'ideology' and

history for theoretical approaches which seek to

understand sport in industrial capitalist societies.

Sport not only contributes to the reproduction of class

relations but also forms part of the struggle and

resistance of subordinate groups. As he argues:

Just	 as bourgeois hegemciny over the
social formation, as such, is never
guaranteed, so it is not guaranteed over
any specific realm, like sport either.
Rather, it is a matter of continuous
achievement, of work and practice at the
structural,	 institutional	 and
discursive/ideological levels.

£Hargreaves, 1986:203]

In addition Gruneau £1983] develops his analysis using

the work of Giddens £1971] on the 'structLtration' of

social life and Williams t1976,1977] on the need for a

concrete, historical concept of cultures. Sport, in

Gruneau's analysis, is understood as a dialectical

relationship between structure and agency; not only does

sport reproduce class relations and inequality in

capitalist society but through sport there can be

resistance and the potential both for cultural formation

and the transformation of socio-econcimic structures.

Although Gruneau and Hargreaves do not develop identical

analyses, as Critcher £1984] recognizes, the

trajectory of their argument is remarkably similar. In

attempting	 to	 resolve structural determinism the

importance	 of	 people as active social beings is
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stressed. However, class remains the central structural

relation theorized both by Hargreaves and Gruneau.

Although non-class elements, such as gender and race,

are discussed they remain secondary to the main emphasis

i.e. the understanding of sport-class relations.

The development of critical approaches to sport

continues as an on-going debate in the sociology of

sport [Beamish 1982, 1985; Ingham and Hardy 1984;

Whitson 1984; Morgan 1983]. While these informative and

important discussions have developed around hegemony and

sport, and sport-power relationships, however, one

glaring weakness in these analyses is that women's

position in relation to sport has remained

under-theorized and usually marginal to the 'main'

debates. Certainly this is not a total omission. For

example: Whannel (1983] considers the position of women

in sport; Beamish [1984] attempts to apply his analysis,

albeit limited, to an understanding of 'gender-related

issues' in sport; Critcher (1984] challenges the radical

critiques of Hargreaves and Gruneau for their lack of

consideration of gender; and Kidd [1978] attempts to

include women within his political-economic analysis of

sport. However, while male theorists of sport have begun

to acknowledge the impact of feminist theories and

understanding, Hall [1985: 14] succinctly argues:

all this work, useful as it is, still
sees class struggle as the motor of
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histu:.ry. . - .	 In short Beamish,	 like all
prcldLlction-biased materialists, fails to
see that an analysis of the
patriarchy/capitalist relationship goes
far beyond merely encompassing gender
issues within a fundamentally unchanged
materialism.

The main criticism of the sociology of sport literature

remains clear; it is di:iminated by male theorists

concerned with experiences and issues around male sport.

Wu:'men remain either invisible or simply an addendum, an

afterthought, in both structural functionalist and

Marxist/neo Marxist analyses. As Hall [1986] argues, it

remains an 'add women and stir' analysis. Where wcumen

are cc'nsidered it is largely within a separate arena

designated 'women and sport'. The next secticun will

consider how the impa ':t of feminism and feminist

analysis has, slowly but surely, begun tu:' make inroads

into the male world of sport sou:iol ':igy This has been

due largely to wc'men insisting that their relationship

to sport as active	 participants,	 spectators	 and

supporters needs to be	 recognized, understood and

theoretically examined.

T':'wards a Feminist Anal ysis of Sport

The 'women and sport' debate has developed within the

different strands of feminist theoretical analysis

disu:ussed in Chapter 1. As Chapter 1 concluded, there is

no	 one	 feminist theoretical positicun but several
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the':'reti ':al dimensions which have develciped within a

broader feminist framewu:urk Thus feminist analyses of

sport can be bri:.adly cateq':'rized into Liberal, Marxist,

Radical and Socialist theoretical p.:isiticins.

(i) Liberal Fe,,irist Theories of Sport

Alth':'ug h situated more ':entrally within a s':'cial

psychc'li:uqii:al paradigm the 'sp ':'rt-femininity conflict'

debate has dominated the explanations develi:'ped for

women's position in and with sport. This debate is

concerned	 with	 the	 c':'nflict female athletes are

perceived as having between their role as athletes and

their role as women. Much of this work stems from the

early and influential w.:' rk cu	 Metheny	 [1965] who

identified and described a 'feminine image' in spi:urt,

defining	 clear	 boundaries	 of	 ac':eptable	 sports

participation.	 The research that followed fo':used cm

differing peru:eptic'ns of athletes and non-athletes on

spu:urt; dilemmas fau:ing women athletes in relation ti:'

other su:um:ial roles; attitudes to the ' female sex-role'

[Fisher et al 1971; Hall, M.A. 1974; Kingsley et al

1977]. Hall [1987] provides the most extensive critique

':uf	 this	 essentially functi ':mnalist	 research.	 She

describes the work as:

essentialist,	 athec'retical	 and
harmful because it continued t':u
perpetuate the very stereotype we wished
to eradicate.

[Hall 1987:3]
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By focusing ':'n a peri:eived conflict between femininity

and sport, research in this perspective reinforces an

ideculcugy of femininity with sport seen as a problem in

that it is in conflict with the 'normal' female sex

rcule/behaviu:uur. The emphasis is on the 'individual' with

no attempt for a contextual analysis situating the

individual sportsperscun within the scu:ial, p ':ulitical and

eccunc'mi': struu:tures of s':uciety. There is n': questioning

of	 the stereu:'type •:'f femininity c':'ntinues to exist.

It is functicunalist	 in	 its analysis,	 failing to

recognise the scuu:ial construction u:uf gender, the

imp.:'rtance of an historically specific understanding or

the interactions between other power relatiu:uns SUCh as

class and/cur ra.:e [Hall 187].

These critiu:isms levelled at sex-r': ' le theory are alsu:'

the criticisms cf much liberal-feminist analysis.

Explanatiu:uns for women's position in sport have tended

t':u remain predominantly within this framewu:urk u:'f

sex-ru:ule stercuetyping c'r socialization the ':ury. This is

n':ut to argue that this research has not been important

in describing and drawing attention to sex inequalities

in	 spcurt.Hcuwever, 	 with	 explanations	 centred	 on

stereotyping c'r socializatiu:un the prblm? fu:r w':umen

tends tcu be situated c'nce again with the individual20.

E'c'sl':":uper and Hayes, whu:u made an early contribution to
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the 'women and sport' debate, put forward such a

position:

The physical image of women has remained
the same fc'r thousands of years. Women
have succeeded in liberating their
intellects, but their bodies are still in
corsets. They still think 0f themselves
as passive0 non-apgressive and
supportive. And that's why no matter how
intellectually or sexually liberated they
are, women continue to lose.

[Boslooper and Hayes, 1974:2. Emphases added]

This position tends to 'blame the victim' with

liberation seen to rest in the hands and heads of women

themselves. Yet women who seek this 'liberation' must be

careful	 to	 remain within certain clearly defined

boundaries of behaviour and appearance.Observaticn of

female athletes especially the 1988 sprinting 'stars' c:f

the USA Un particular Florence Joyner), demonstrate

this 'emphasized	 femininity'	 EConnell	 1987] with

fashion, make-up and jewellery attracting as much

attention as sporting prc'wess. Their 'image' is as

likely to appear on the features pago of Playboy as

those of Sportsworld Magazine.

Liberal feminist analysis is static as a social theory

in that it is largely descriptive, ahistorical and fails

to explain either the importance of strucual power

relations or the resistances and conflicts which have

developed within the areas of women and sport. It

becomes an addendum to structural functionalist theory
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in that it •:an be 'added on' to theorize women's

position in and with sport but it is subject to similar

criticisms for its inadequacy in the':irizing sport within

advanced capitalist su:uciety.

Parallel to these appr':taches, concentrating on equal

opportunities and access for women in sport, there has

developed	 considerable	 material	 ':c'ncerned	 with

physiological sex differen ':es Although this is not

sciciolc'gi':al resear':h,this wu:'rk has had a profc'und

influence on the area. The main two researchers who have

attempted	 to dispel the myths surrounding women's

physi':al abilities and capabilities are Ferris

C1978,1980] and DyerCl982]. They draw on a number of

rese.vch projects throughout the world which measure

such physiological features as maximal .:.xygen uptake,

stamina, strength, hormonal differences etc. 21 However

there has been justified ':riticism of this physiological

concentration on sex differen':es. Willis argued against

a sex difference appr':'a':h as early as 1974:

The analytic socio-cultural task is, not
to measure these differen':es precisely
and explain them physically, but to ask

some differences, and not others, are
taken as so important, become so
exaggerated, are used to buttress social
attitudes or prejudice.

[Willis 1974:3]

However, whilst totally agreeing with this point,it must

be acknowledged that . it	 been impc'rtant to dispel
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some of the physic'lcugical and medical myths surroundjnq

women's physiu:al abilities and capacities. In dealing

with spu:urt which centres on physical activity it has

been important to challenge the biological arguments

which have dominated the debates around women's

parti':ipatic'n in sport. On':e it is a ':knowledged that it

is the social construction of gender that is important,

not bi':'lc'g ical physi':al differenu:es, there can develop a

more critical and adequate understanding of inequalities

in sport between women and men which situates the debate

in the wider power structures of society.

(ii) Marxist Fe,Di)ist Theories of Sport

Marxist feminist theoretical explanations are part of

the broader Marxist framework which situates sport

within the context of the sou:ial reproduction of class

relations. Within this analysis relaticins between men

and wc'men stem directly from the exploitative relations

of capitalist wage lab':'ur.The sexual division of labour

is crucial for explaining women's subordinate positi.:n

in that women are concerned with the reprc'du':ticin cif

labour power both by servicing and supp.:'rting the male

breadwinner and by producing the next generation of

w.:'rkers [Barrett 1980; Gardiner 1975]. Within sport the

sexual division of labour is seen to be a major

constraint on women's ability to be involved in sport,

both in terms of their economic dependence on men, their
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pYimary ru:'le as wives and mothers in the private sphere

o 1 the hc'me, and their seccindary place in the lab':'ur

market. Therberge (1984], a Canadian feminist, provides

a Marxist theoretical explanation for women and sport.

si,e traces the 'problems' of spu:irt (e.g. cu:'mmercialism,

e>ploitaticmn, the reproduction cuf specific capitalist

va lues) and argues that eau:h can be icicated within a

Marxist theoretical framework. Women's invu:ulvement in

sport is - recog nized as stemming direu:tly fru:um these

ec u:'n I:Imic relations. H':uwever Therberge [1984:14] is

uneasy with this analysis:

My own analysis leaves me somewhat
unsettled. I am quite persuaded by the
features of economic analysis, and the
feminist in me is a little troubled by
that	 because I don't have	 a	 well
developed	 analysis which goes beyond
econc.mi.: interpretation.

This analysis remains situated within Hartmann's [1981]

'Unhappy Marriage of Marxism and Feminism' in that the

explanatii:un cc'nu:entrates cm the contribution of sport to

the 5c'cial reproduction of class relations through

commer':ialism, professionalizati':'n and spons ':'rship and

subsumes women's experiences of sport within this

e u:cm n u:i m iu: analysis. What is ignored is that it is not

only	 Capital	 which	 benefits	 but alsu:i men. The

publi' pr ivate division in whiu:h women have major

responsibility for childcare and housework, is in the

interests cuf men as well as capitalism; The sexual

divi 5 jon of labour is a very real constraint on the
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spc'rting lives of many women and needs to be theorized

adequately rather than simply described. Marxist

feminist analysis, however, cannot explain fLI11Y the

lived c':'nstraints experienced by jj women, regardless

of age or class location. These include; the fear of

violence/sexual attack on t}e streets travelling to and

from their chosen activity dr harrassment/attaCk dLtring

the sp':rt itself.

Willis £1974] contributes to the 'women and sp:'rt'

debate by utilizing the ':c'n':ept of ideology to avoid the

economic determinism of much Marxist sport sc i icilOgy. He

argues that the main concern for feminist sport

sociology should be that:

It a':cepts the obvious difference in
sports performance between men and women,
accepts that cultural factors may well
enlarge the gap, but is most interested
in the manner in whi':h this gap is
understood and taken up in the popular
':':ns':ic.usness of our scu:iety.

[Willis 1974:2]

Therefore, the emphasis is cm	 the development of a

critical understanding of ideology and how sport is part

of the idec'lcmgi.:al process of reprctduu:ing female

inferiority. This was an important early development

be ':ause it identified spm:mrt as a vehicle of gender

idecilcigy, seeing women in sport as a:

particularly ri':h and appropriate
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area for idecilogical penetration.

EWillis ibid.:22]

Yet, in the final instance, Willis looks to capitalist

economic relations as his major explanatory category and

once more women's position is 'added on' to what is

recognized to be the central economic determination.

(iii) Radical Fe yy i,,ist Theories of Sport

Radical feminists are unified in their concentration on

the relations between women and men as fundamental to

the oppression of women ESmith 1980]. They utilize the

concept of 'patriarchy' (see Chapter One) tc help

explain the system of oppression whereby men dominate

women in a complex area of power relations. As noted,

there is no single radical feminist theory and it is a

complex area with continual theoretical developments.

Within radical feminism there is a separatist strand

which, in sport, has argued for the importance of female

sporting values and the redefini!ion and development of

separate sport centred n and r women EBirrelIl934;

Fasting and Paderson 1987]. Probably the most

influential wor! from a radical feminist perspective on

women and sport is that which has focused c'n sexuality

as of fundamental importance in the subordir.aticun and

oppression of women. tlacKunnc:n makes the pcint
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Sexuality is a form of power. Gender as
socially constructed embodies it, not the
reverse Women and men are divided by
gender, made intci the sexes as we know
them, by the social requirements of
heterosexuality, which institutionalizes
male sexual dominance and female sexual
submission. If this is true, sexuality is
the linchpin of gender inequality.

tMacKinncn 1932:5333

Lenskyj C19873 provides the most detailed examination of

the relationship between women, sport and sexuality. In

her extensive historical research she focuses

specifically on male ccintrcil of sexuality by and through

sport,	 the	 importance of the female reproductive

function in its use in the medical restrictions on

girls'	 and women's sporting participation arid the

emphasis on complusory heterosexuality in the

legitimization of women's subordinate sporting position.

Lenskyj £19873 argues in her conclusion that:

It is hoped that by understanding women's
sporting heritage and by becoming alert
to the ways in which sport has been and
continues to be,co-opted fc:r the purpose
of male control over female sexuality and
the female reproductive function, women
wi l l be strengthened in the strule for
autonc:my in sport.

The contribution of radical	 feminism	 to the

understanding of women and sport	 is considerable,

particularly	 te importance ;:ven so	 a	 crtxca

understanding of sexuality and physicality Esee also

craton 1987; i iircy 1988	 The stress wiin radical

fenilnist perspectives is on:
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• the social contrücticmfl of masculinity
or social maleness central to which is
the constrLtcitofl of a particular form of
male sexuality which contributes to the
cc'ntinLted oppression of women to the
material benefit of men.

EMahCny, 1985:71]

Coveney et al [1984) emphasize the ways that male

sexuality (heterosexuality) functions to control women.

They cite restrictions on space, work, leisure - tO

which can be added sport - and definitions of appearance

as important instances where male sexuality is exercised

as a form of control. These issues are central to the

analysis developed in Chapter Eight.

Feminists involved in sport are beginning to make vital

ccinnecticns between sport, sexuality, physicality and

women's oppression and inequality in many sporting

arenas EScraton 1997p Gilroy 19583. This is an area

which needs to be developed and where sociology must

both utilize the feminist work developed in areas other

than spc:rt and rec:::gniz 5 also that feminist anal yses of

sport, physical power and sexuality can contribute to

wider feminist debateS and struggles.

Weaknesses and nadequace5 c:f this theoretical

perspective must be recognized, however,if a move to a

comprehensive theoretical acçour.t of women and sport is

to be achieved. While it theorizes gender as the primary
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s ':uu:ial division it dries ignore cur marginalie other

social divisions (e.g. class, race). Research into women

and leisure has shown that sporting partiu:ipatic'n is

dependent not only cm gender but alsu:u run class location.

A woman's áu:u:ess tm: transpu:urt, sports facilities,time

and money are all mediated by their economic and sou:ial

position. These differen':es cannu:ut be igni:sred when

attempting	 to	 provide	 a	 coherent, comprehensive

thecuret i cal expl anat i run. Furthermore, al thcuugh ra':e

remains marginalized in much white ethnocentric feminist

literature, black wcumen's relatic'nship to sport is

influenced not only by their gender but also their class

and ra.:e. Although there remains little w':'rk in the area

of black women and sport, general accounts of black

women's experiences in British society suggest that

racism and rau:ial divisions must be central tn spu:irts

theory EWilscmn 1978; Bryan et al 1382).

Furthermore there is a major problem with the separatist

analysis which looks to the development of a separate

female sports culture and the move to develop women's

sport in a totally separate sphere defined by and for

women EBirrell 1984; Fasting and Pederscmn 1987]. While

this is a realisti': and perhaps inevitable short-term

political strategy fc'r women and spcmrt there is a danger

that at a theoretical level it reinfu:'rces unwittingly a

biological redui:ticmnist explanation for gender

divisions. It sugg ests that there is a separate w':'men's
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culture and specific female values. With such an

analysis it is difficult to divorce the debate from

arguments of biological differences between women and

men and at a political level provides pessimistic

forecasts for the future of sport in a world which is

separatist in most spheres. Put another way, the

question arises as to whether the masculine values,

behaviours and definitions attributed to sport and much

criticised by feminism are an inevitab feature of

aness. The implication of some radical feminist

writing is that this is the case, which leaves feminist

theory back once more in the entrenched commonsense

views of inherent physical and psychological sex

differences. This area of analysis is difficult to

negotiate. The experiences of women suggests a real need

for space and separate provision in sport but there is a

real necessity to avoid biological reductionism for the

progression of feminist social theory which can account

for the social construction of gender. (See Chapter

Nine) -

(iv.) Social	 Fe.i.',i.t Theories of Sper

Socialist feminist theory attempts to	 provide an

inteqrated or dual analysis which	 identifies	 the

importance of both capitalist socal relations and

pat-iarchy	 as	 structural	 determinants of women's

oppression LEisenstein 1'379, 1984; Hartmann 1931; Young
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1981; Cockburn 1983, 1986].

The work of Canadian sociologist M. Ann Hal]. has been

most influential in the feminist debates around women

and sport tHall 1984, 198a, 198Th, 1987]. She has moved

the debates forward beyond liberal feminist analysis in

an attempt to:

lift the discussions of women and
sport out of descriptive, jc:Ltrnalistic,
atheoreti::al,	 reportorial	 stages and
produce a tru ly sociological and
feminist analysis of gender relations in
sport.

Much of Hall's work is at the level of critique and she

provides the most extensive feminist anal yses of

mainstream sports sociology and sex role theory E1984,

198a] Although she recognizes that feminist analyses

of sport remain in their initial stages, she moves the

debate on by insisting that sports theory must be

situated within an understanding of both capitalist and

patriarchal social relations.

Although the feminist theorists discussed	 in this

section may differ in their ma.jor explanations for

women's inequalities in sport, they are united in their

concern for the relationship between theory and

practice. Indeed this relationship is fundamental to all

feminist analysis. Research and analysis must be both

theciretical and political. The continuing search for an
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adequate feminist theory cf sport is grounded in a

belief in the need for, and the possibilities of, social

chanqe both in and through sport. It is recognized,

also, that this change in sport will not involve the

alteration and improvement of women's experiences and

practices alone.

Hall [1987:123 argues:

There is also a slowly growing interest
in how the patriarchal and gendered
practice of modern sport has shaped men's
lives as well. (See Sabo, 192; Messner
198; Carrigan, Connell and Lees; and
Kidd, 19873. Slowly but surely, the
discourse of gender and sport is finally
moving away from an exclusive and
restrictive focus of womeii and femininity
to the nature of gendered social
behaviour and the impact of gendered
social structures on both sexes.

It is important to situate the research project on

gender and girls' P.E. within the debates identified in

this literature review on women and sport. Although

sport and PE. are not synonymous, sport in the form of

team games remains dominant within the curr±culum.

Thus this research project aims to continue the debates

reviewed in this chapter in relation to an understanthng

of how P.E. contributes to gender relations and how

gender informs P.E. The theoretical framework for this

investigation	 being	 situated	 firnly	 within	 the

structures of capitalist patriarchy 	 Esee Chapter OneJ,

with historical analysis and empirical investigation
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helping to provide the links between theoretical

understanding and future political action of policy

direction.

Girls' Physical Education - the neglect of gender

Chapter One identified the ma.jor developments in the

sociology of eduction focusing on the impact of the 'new

sociology of education' and the influential work of

Young [19713 and YoLing and Whitty [1977]. This

development in the 'new sociology of education' was

paralleled by a concern for more in-depth analyses of

the organizational and internal processes of schooling

[Lacey 1970; Hargreaves 1967] and followed by the

instigation of ethnographical investigation in the

classroom. tHammersley 1980; Hammersley and Hargreaves,

1983; Hargreaves 1978; Har qreaves and Woods 1984).

However, as Evans and Davies (19863 point out these

developments in educational research and theory have

gone largely unnoticed by the world of physical

education. Although Hendry's [1975, 1978, 1981] work has

attempted to investigate the content of P.E. and the

internal processes of P.E. teaching , Evans and Davies

[1986:25] argue:

Studies such as those of Hargreaves,
Hendry and Lacey, then, provided complex
descriptions of the outcomes of
schooling, they raised questions about
the nature of society being reproduced
through the processes of schooling and
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sport, ab':'ut the cultural c'riins of P.E.
teachers, about ci ass interests, power
and ':ontrol. However, the : pleth':'ra of
more detailed ci assroom studies
enqenderd in their wake once more hardly
touched the P E. scene.

Where the scu:i ':'lcigy of PE. has atteiTipted t ':s pull itself

out	 from	 its	 dominant	 structural	 functionalist

theoreticai	 base	 it	 has	 foil':'wed	 a	 Marxist

deterministi': framework:

One can argue that there is a closer and
more material link between F.E. and the
':a p i t a 1 1 st mod e c' f pr .:'d u': t i on . sp or t
and F.E. are bi:'th aspects of sou:iety
which can be seen as instrumental in
helping to support ideological hegemony.

EHarreaves 1977: 14J

Consequently the few critical analyses of P.E. have

centred their attenti':'n cm the role played by P.E. in

the reproduction of the social relations •:'f produ':tion

[Hargreaves 1982, 1987; Tcmlins':mn 1982L As has been

identi fied throughout the literature •:tn education,

leisure, sport and now P.E., the importan':e of gender

for a critical thei:'reticai understandin g of all these

areas has largely g ':'ne unnc'ti.:ed until re':ently. P.E i

probably the most extreme example of this neglect of

critical feminit analysis. The reasc'ns f.:'r this are

':cmmplex and were discussed in the introduction which set

the background and ':i:mntext to this resear':h into gender

and girls' F. E. This section intended as a review of the

page 102



literature on gender and girls' P.E. cc'nfirm the dearth

of di ':ussiu:'n/analysis in this field of study.

FE. hardly features in the literature on gender and

si:ho':'ling. An ex':eption to this is Browne t al [1984]

which appears in a cc'llertiu:n of articles considering

sexism in the secondary school curriculum Brc'wne et

al fcuu:us on P.E. and ':hart varic'us aspects ':'f sex

discrimination in staffing and P.E. practice, while

concentrating most attention on a discussion of

practical strategies to be adopted in order to combat

and ':hallenge sexism. Within this there is i:onsiderable

support given to the adc'pti ':'n of mixed P.E. tea:hing.

This is an area that will be dis.:ussed thrciugh.:iLtt this

research project and is an important ci:.nsideration

developing ':'ut of the research [see Chapter Ei ght]. One

of the weaknesses ':'f Browne et al's article is not cunly

that some of their suggestions appear rather difficult

to imagine in practice:

If	 any	 (male)	 students	 are	 too
uncc'ntrol 1 able ':'r boi stercius at the
beginning of a dance sesion, they could
always be invited to demc'nstrate their
virility with a little cossack or morris
dancing.(!) A good way to end a lesson is
with a quick dance, scu that everyone
leaves feeling all warm and puffed cut.

[Browne et al 1984:2]

More importantly there is no thecureti':al qLtestiu:'ning as

to the underlying root causes of sexism in P.E. and thus
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little critical anal ysi of the area. The strategies

discussed remain at the level of reforms within the

present contexb of F.E with no structural analysis of

P.E. within a broader social, political, e ':onomic and

ideological ccintext.Ccinsequently conclusions are reached

such as:

An imaginative P.E. curriculum would aim
to show students that it is possible to
keep fit without taking hours off from
family responsibilities to attend distant
ci ubs.

Eibid.:74]	 4

This suggestion stands in isolation with no critical

questioning of	 gender	 roles	 in the family, the

family-school relationship or whether such an

'imaginative P.E. curriculum' would be the same for

girls and boys. Perhaps women would like to keep fit by

taking hciurs off from family responsibilities! The

important issue is that gender roles within the family

have direct implications for the lives and leisure of

women and men. Women's physical leisure opportunities

are directly (and disproporticunately in comparison to

men) influen ':ed and constrained by their family and

childcare responsibilities . Sexism in P.E. must be

situated within structural power relations whereby women

are recognised as being in a subordinate and oppressed

position throughcuut society and not simply in an unequal

or different position within PE.
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This article by Brc'wne et . al t1984J epitomizes the

liberal feminist approach which dominates the limited

literature on gender and P.E. The literature that is

available concentrates on -the identification of sex

differentiation within the P.E. curriculum and the

adoption of strategic reforms in order to 'equalize'

provision and opportunity. LI.L.EA. 1984; Leaman 1984;

Vertinsky 1933]. The emphasis is on differentiation

between girls and boys and the part P.E. plays in the

socialization process of girls into 'femininity' and

boys into 'masculinity''.

North America has provided the beginnings of a more

critical awareness of gender and P.E. An early paper in

1976, under the interesting title of 'Women in Physical

Education: the Dribble Index 0f Liberation', is part of

a	 collectic:n of articles providing 	 an	 important

contribution to feminist analysis in the	 id 1?7Os.

It, too, emphasized the socialization prc'ces but with a

critical edge that placed women's position within an

analysis of male—female power relations.

American society is thought to have
formalized	 puberty	 rituals,	 no

organized ceremonies of separation. But
are there institutionalized 	 rites of
passage?.., the earliest and most lasting
memories	 of	 female	 separaticzn	 and
exclusion are thos associated with
physical education ir schools... It now
appears that games in the upper grades in
elementary schools and gym classes in
junior hih schools are the situations in
which girls and boys go through the
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American version of puberty rights.

CBrc'wn 1976: 41]

The article tra':es male contr ':' l and the resultant
responses fr':'m women in the worlds c'f sport and P.E. The

analysis uses basketball as an example cif this control

and adaptatii:in.

Over time, this game mirrors in miniature
the status of women in so':iety. With a
stron g women's movement, there was
freed.:'m ti:' play full j:ourt and unlimited
physical movement. In decades in which
the fight for women's rights was subdued
restri':tions on time and space were
imposed. Although the parallels are not'
exact, the number of dribbles allowed is,
indeed, an interestin g index of ':hanginq
attitudes toward liberation.

EBrown 1976: 43]

Although this artiu:le is situated in North Ameri':an

society and uses the U. S. educational system for its

research, it does raise a number of issues that are

applicable to reseach into British P.E. First it uses

hist':irical	 analysis
	

to in form current theoretical

debates Csee Chapter FOUr - Methodi:ilogy]. Se':ond it

recognizes the importance of sport and physical activity

for an understanding of feminist theory. Sport and P. E.

are identified as being very much a part of women's

overall oppressi.:'n. Finally, and most importantly, it

identifies sport and F.E as havin g an important part to

play in women's ':ultural resistances and respi:inses to

their oppression. Unlike feminist material which largely
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icinc'res P.E. in its analysis of schc'olin q and thus, by

default places P.E. in a position of minor importance in

the feminist s':h':'oling stru gg le, this arti':le suggests:

As the surprised high priestesses of
':eremc'nial c':'ming ':'f age, women in
physical educati on have a partii:ularly
heavy responsibility to help scirt out the
cultural mythculogy that limits the lives
':'f all.

CF:':'berts 1976:573

This research cm gender and girls' F. E in the British

secondary scho.:l system suggests, also, that the

importance ':'f P.E. within feminist analysis needs tm: be

recognized, by both feminists and physical

educational i sts ':on':erned to challenge patr i archal pc'wer

relati.:'ns both in and through P.E. teaching.

Duquin E19813 cc'ntinues the debate by pla':ing P.E.

within the context of patriarchal power relaticuns,

drawing upon "both socialist and radical feminist

thei:'ry". She concentrates an identi fying and examining

men's eccu n m:imi i: and physical power in the P.E. profession

and:

the	 ways	 our prc'fession impacts on
beliefs	 pertaining	 tc' sexuality and
sexual fun ':tic'n includin g the role of
h ':'m op Ii ob I a I n I n f 1 uen c i n g b ':'t h t he
material and psychcmlcigical reality ':'f
women's liv.s.

[Duquin, ibid. : 1683
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Again this is an important contribution ti:. a feminist

understanding f P.E. especially in that it identifies

sexuality as of central importance. However sexuality is

': ':'nsidered cinly in relati':'n ti:' hc'mu:phobia within the

F'. E.	 tea':hing pr':'fession and the analysis is not

extended to consider P.E. in relation to y':'ung women's

developing sexuality etc. The article, although

concentrating on teachers and the P.E. pri:' fession is

unique in that it does provide a ':ritical analysis which

looks at the structures of capitalism and patriarchy as

central to the control over	 lives.

Hall does n ':' t limit her writing and influence to the

field of spi:'rt sociology but also contributes to the

debates about sexism in P.E. Her major u:c 'ntributi.:'n is

in a paper entitled 'Intellectual Sexism in Physical

Edu':ation'. This paper does not approach sexism in P.E

at the level cuf differentiation and practice but instead

sets out tc' discuss 'identifying and cc 'unteracting the

blatantly sexist bias within the knowledge base which

constitutes our discipline'. In her paper she

acknowled g es that P.E. is a multidisi:iplinary field of

study drawing on such diverse fields 	 as anatomy,

physi cs, physic*lcigy, history, sociology, psychcili:'qy

etc.° In ':'verviewing literature from each of these

fields she concludes:

ThUS far in the a:ademic discipline of
physit:al	 education,	 we	 have	 seen
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virtually no recognition that the diverse
fields which constitute it are themselves
based : cm and':":entrir assumpticuns and
resultant biases. In other words, there
has been little cur nd u:I:uqnizance ':'f the
growing feminist perspeu:tive particularly
within	 the	 social	 sciences	 and
humanities, and more importantly, no
sensitivity t':u how a feminist analysis
thrcuws new liciht on traditional i:i:mncepts,
theories and paradims.

[Hall 1979:11]

Harqreaves £1982] argues that the P.E 	 pru:ufession in

Britain, also, has been traditionally entrenched in the

'su:ientifiu: and pc'sitivisti': 	 bias	 of much spctrts

theory'. Saunders £1976] identifies the knowledge base

cuf P.E. as being the physical, biological and

behavioural sciences thus leadinq to a situation in

wh i c h:

As a result ':uf the emphasis placed upon
the measurable, the observable and the
quantifiable, we t.::nu:iw very little indeed
about	 the	 prcuu:esses of teaching in
physical education or of their
consequences fu:mr children's scicial and
physical identities.

[Evans and Davies 1986:12]

These	 ':ritiques,	 which	 identify the traditional,

positivistic, scientifiu: , sexist knu:'wled ge base to

P.E. are important for they identify a major fact ':ur in

the explanation of why P.E has remained resistant to

feminist approaches and why feminist analysis has

largely ign ':'red PE. Yet the limited literature on

gender and P.E. suggests that it is impm:mrtant i) to
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identify the teaching and processes of P.E. which

potentially reinf':'rce gender divisions and ii) the need

to develop a feminist analysis of F.E. which situates it

within the power relations of a capitalist, patriarchal

su:iciety. It is an awareness of the limited critical

research and literature in the field cuf gender and

girls' P.E. that has instigated and informed the current

research project.
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CHAPTER THREE

H I STOR I CAL C:ONTEXT
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Intr':sdu':t ion

The questions we have to ask then are how
and wF are gender cateqories c':'nstru':ted
in the way they are? We obviously need an
historical analysis to sort s:'ut the
specificity of cur particular version of
t h i s d i ': h ':'t ':umy, our pr i n c i p 1 e ci f
classificatic'n,so that we can seek the
source of that prinu:iple in the u:hanged
class	 relations	 contained	 within
educational history.

EArnc't 198264]

Physical education in sei:s:undary schc": ' ls t.:.day has its

roots in the secondary su:hoc.ls c'f the nineteenth

century. If the relationship of P.E. ti:' the ':onstrui:ticun

of gender is to be investigated then it seems pertinent

to offer a perspective s:'n w and wh y P.E. has developed

as it has and thus locate the source and traditions from

which this subje.:t has arisen. Yet the history of P.E.

cannot be concerned solely with its relationship to

gender divisions within an introspective, insular

context. In order to understand the development of F.E.

an examination and understanding of the brc'ader changing

social, political and economic contexts is necessary.

The ':csnstru':tic'n of gender must be viewed alcsngside

class relaticuns, for girls' experiences of schooling were

and are dependent cm their class position in a

developing capitalist society, as well as their position

as y':'ung women in a patriar.:hal society.

This chapter sets out to consider the rc'ots of P.E.,
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qLlesticufliflg not only what took place throughout its

historical develu:upment but certain developments

':sccurred at specific points in time. To answer this

latter question it is ne':essary to pla ':e P. E. in the

sc":i al ,	 p.:ul i tical	 and ecc'nomic ci irnate of the per i.:id

while considering its relatiu:'nship ti:' w ':.men's leisure

and sportin g pursuits, and the chan g es influencing

women's educational opportunities in general. In order

tu:' accommodate this br':uad intention the chapter

c':'n':entrates on the years of innovation when P.E. first

entered the formal institutions of schc'oling. For it is

here that traditis:'ns and ide':'lo g ies fundamental to the

ethos and emphases of P.E. found rocut and grew as the

sub.ject became consolidated as an integral part of the

schooling system. Yet history is a process and thus the

final section cuf the chapter briefly updates the

develcupments in P.E., partirLilarly within the context of

ideu:ulog ies about women in the scho':ulin q system.

Thrcuughout the chapter emphasis is	 placed on the

identification of gender ideologies 1 which have become

an integral part cuf the pu:uliu:ies and practices of PE

More general work on women and schooling has identi fied

the significance of ideologies s:if femininity, mcutherhu:'c'd

and sexuality within the schc'olin g system both at the

level of pcullcies and prau:tiu:es. It is these u:ategories

which	 are considered in relaticunship to P. E. The

relationship	 between	 femininity,	 motherhood	 and
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sexuality are ci:'mpi ex and are u: ':' n ':erned with assumptions

which have been est abl j shed and are held ar ourid women' s

'natural vole, abilities, behaviour and attitudes.

Any historical account is frauqht with difficulty. The

relati':'nship between official ideu:ulc'qy, as stated in

laws, documents, texts and pra ':tical c'utcc'mes, cannot be

taken at fau:e value. An i:'verly deterministi': analysis

does n':ut ail':'w for individual responses and negotiations

between s':hc'ols, teachers and pupils. The outcomes of

stated policy dci n':it ne':essarily match the prescribed

intentions. As Deem [1381: 132] ':c'mments:

It should also be remembered in
ccinne':tic'n with ideolc'ciies abs: 'ut women,
that •just as p ':' l i ci es st i 1 1 have to be
interpreted by l':":al authorities, and
individual s ':hcu.:uls,	 so ideolog ies still
have to be translated int':' spe':ifi':
p.:siicies and practices and this may lead
to inconsistencies. Hence, for example,
in the case of the educatic'nal system, we
sh ':iuld n':'t assume that dominant
ideolog ies about wc'men necessarily give
r i s e t ci u n i f fir m pr a': t i c es i n s': hoc' 1 s arid
amon g st teachers.

It is important, h':'wever, to identify ideologies about

wc'men	 and	 consider	 whether such ideologies have

c':'nsequen':es f':'r sc":iai pra':tice. While a':kn':uwledging

that there is no easy relationship between intentions

and outcomes, it is reasonable ti: assume that ideas and

images, which are inherent in the structure and

development cif a sub.je':t, have the pc'tential tci exert

real influen':e cm thc'se who experience its pu:'l i ':ies and
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pra.:tices	 while	 retaining	 an cWarPflPSS	 of	 the

p.:.ssibi 1 ity i:'f c':'ntestatic'n.

13 j rls' Schc'i:'l ing - Nineteenth Century Beginnings

The impetus for ini:reased se.:cindary school in g for girls

took place in the second half .:if the nineteenth century

The term 'secondary schu:ui:iling' did not apply, as tu:'day,

to universal provision as a progression from primary

si:hcsoling after the age ':' f eleven years	 As Brehcuny

(1984:2] recognizes:

In essence, secondary edu':atic.n was a
social u:ategciry, which was cuften used
interchangeably with the phrase,
'middle-':lass eduu:atic'n'

Even fc' lli:iwing the 1870 Education Act, which prcivided

mc'st children with some kind ':'f free elementary

schc'c'lin g , the opportunities fcir pcist primary schooling

beycund the age ':uf eleven years were very restricted.

'Tops' and 'hi gher grade' schcu:ils provided an education

beyond the normal elementary years fc'r 'mcure able'

workin g class children, but this was limited and more

usually taken up by the sons rather than the daughters

cf wcurking u:lass families [Hadc'w Report 1926]. The Hadc'w

Fepcurt [1926:15] u:ites twc' schools as examples throwing

Sian interesting light cm the general character and aim

uf the curriculum" c'f hi gher grade schcuc'ls in the iBBOs

nd 1890s and indicates that there was an absenu:e of
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girls fr':'m these establishments. Lancaster S ':h':":' l was

"c':'mpi:'sed ':'f b':ys drawn from miles around" and from it

"boys, usually between 1 and 16 years cf acie, were

appointed to va.:ant clerkships at industrial wc'rks which

frequently led t':' partnership in the firms later ':'n in

1 i fe". Si mi 1 ar 1 y, Oswest r y School was "largely cc'mpc'sed

cf farmers' s':'ns" ':'f whom many "went afterwards i ntc'

merchants' offices in Liverpool and elsewhere" [Had.:'w

Report 1926:21]. Where girls did attend these s':hc'ols,

the numbers were very restricted and by the turn c'f the

century the ma.j ':' rity c'f w':'rkin q class girls received

little schoolin g beyond basic elementary instru':tic'n

(Archer 1921].

By ':c'ntrast, the 'middle class' nature of secc'ndary

sch':'c'ling had remained inta':t thr':'ughc.ut the century.

During the first half, middle and upper ':lass girls were

edu':ated at hc'me by gc'vernesses c'r in small private

schc'c'ls. Their curriculum was geared ti: the acquisitic'n

of manners and sc'cial skills cc'nsidered appropriate and

necessary fc'r 'ladylike' behaviour (Borer 1976; F(amm

1964; Delamont and Duffin 1978]. Fran ':is Cc'bbe, wh':'

experienced such a s':hc'c'l in the 1830s and later was to

be':ome an ardent feminist and supporter of higher

edu':atic'n for women, wrote in 1904:

The educatis:'n c'f wc'men was probably at
its lowest ebb abc'ut half a century agc'

It is at that per ic'd more pretenti':'us
than it had	 ever	 been	 befc're and
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infinitely more costly;	 and	 it wa
likewise more shall ow and senseless thai,
can easily be believed.

Iqucuted in Archer, R.L., 1921:31O

The emphasis in these schools was to produce an

"Ornament of So':iety" [f:,:ubbe:1894] with little regard

for developing any c'ther ':apabilities. The 'revolution'

in seccundary sch':'c'linq whi':h occurred from the middle of

the nineteenth century was the result of the work and

commitment of su':h wc'men as Francis C':'bbe, Emily Davies,

Dcurc'thea Beale and Frances Mary Buss. These women

challenged the limited c'pp.:'rtunities for wcumen in

educaticsn and pioneered a new cuutic'ok, stressin g the

'intellectual' and 'a':ademic' pcutential which they saw

as dormant within female capacity. It was in 1864 that

the S':hc":uls Inquiry I::cirnrnissii:r, included a review c'f

girls'	 seccundary	 schc'c.ling	 and	 recommended that

endowment mi:ney be made available to girls' schools cm

the same basis as boys' schools. It suggested, alsc', the

upgrading cuf girls' schc'culs tu:' the standards being ,met

by those headed by Miss BUSS [North Lcmndc'n Ccullegiate]

and Miss Beale [ I::heltenharn Ladies Cc.11ege]. It was these

twc' schc'c'ls that became the forerunners of the new day

'hi gh' s':hc'ols for girls, established during the second

half cuf the century and resulting in the fc'uriding of the

I3irls' Public Day Schcmc.ls Cc'mpany in 1872. By the turn

of the century there were 33 new 'hi gh schc'c'ls' f.:'r

middle class girls which c'ffered a cc'mprehensive

':urriculum including lan guages, mathematics, science,
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qe':'graphy,	 hist':.ry, english, divinity and P.E.	 CKainm

1971]. Parallel ti:. this development was the f.: ' unding ':uf

the girls' pi.tbl ii: su:hc'ols (e. g . St Lecunards 1977;

1cuedean 1985; Wy':c'mbe Abbey 1899] which aimed to provide

an education f':'r upper ':1 ass girls simi 1 ar ti:' that

prc'vided by the boys' public s.:hc":'ls.

During the nineteenth u:entury s:h':'c'ling was divided by

class and g ender. The secondary schooling available

remained within the fee-paying sector with little free

state provision beyi:.nd the age of eleven years. Working

class c'pportunity and experien':e was restricted in terms

both of	 access and the u:c.ntent ':uf the s':hc'c'ling

offered. Yet the s.:h.:.c'ling cuf girls, while separated cm

class lines, also remained infericur and distinct from

that experienced by their brothers. Middle ':lass girls

benefitted 'frcum the new opportunities won in the battles

fought by the pioneering women of the nineteenth century

but the cc'ncessi':sns achieved were based ':'n an acceptan':e

that girls and women required separate and distinct

schc'c'l ing frc'm boys. In order to understand the basis cuf

this decision, there must be some consideration of the

social, ec:'nc'mic and pc.litical climate cif the periu:'d.

The ni neteenth century Vi ':tu:sr i an Engl arid that witnessed

the fi ght for girls' seu:cmndary and higher eduu:atic'n had

undergcine •:cmnsiderable res:':mnstru':tic'n in a peric'd of

cingoing chan g e and the emergence	 of	 the	 state.
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lirbarii zat i. on and i ndust r ± al expansi on had cont i nL(Ed

throughout the century pri:iduu:in a newly emercient

bourqeoisie which provided an expanded and u:c 'nsol idated

middle class group [Banks 1968; Best 1971]. Just as

su:iciety was differentiated by class, so the differeni:es

between the sexes were maximised durinci this period. The

separate spheres u:.f men's	 and wc.mers	 lives became

clearly demar':ated with w.:urk bein g divided between

wc'merfs domestic work in the home and mers wc'rk in the

labour market (Hall 1979]. Yet, working class women's

lives revolved around the physically arduous toil cif

wu:urk in fa ':tories cur in paid dcumesti': labour, while aiscu

bearin g the responsibility fcur their c'wn home and

family. This was in sharp contrast tu:' the leisured

lifestyle of the middle u:lass Victorian 'lady' whiz' was

c ':'n ± ned t ci her h cume ": u t ci f f f r ci m pr cud uc t i ci n and

eccuncurnically dependent on a man 11 ERowbcutham 1973:55].

While patriarchy had been strengthened by the increased

eccunomiu: dependence c'f women on men, arising out u:u f the

separaticun cuf the private home sphere from the publi':

wcirk place, it remained experientially distinct for

women in different u:lass lcui:ations. It was the daughters

of	 the	 newly emerging middle class families who

experienced new i:upp.:.rtunities fcur girls' sec.:'ndary

schcuculing. The recc' gniticun that girls might benefit from

a broader, more 'academic' curriu:ulum reflected not cinly

the	 inu:reasing	 interest of the emerging feminist

mcuvement ts:u women' s emanciion, but also the allied
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':c.ncern that many women in the middle classes wu:uuld need

to support themselves and theref':'re required improved

empl':'yment possibilities. C:ertainly, an expanding and

more complex e':onc'my in the nineteenth century created

an i n':reased demand for 1 abour which ':oul d be pr t 1 y

supplied by the newly 'educated' middle class woman.

Edu':ati':'nal reforms thus ran parallel to these economic

changes with the arrival •:'f the 'new' woman by the turn

of the century who was prepared for both work and

marriage [Delamont and Duffin 1978]. This 'new' woman

while benefitting from increased edu.:ational

cuppcirtuni ties did not fundamentally ':hal 1 enge many of

the values and ideals of womanhc'c'd espoused thrc.ughc'ut

the	 previous	 Viu:tc'rian	 era. As I3raharn [198274]

ref 1 e': t s:

She can benefit from the new
opportunities: she can receive a modern
education and pursue a profession; she
can cycle and play tennis; bLtt she will
always remain feminine,bc'th in physical
manner and mental c'utlu:'cuk.

I3ender ideologies may have shi fted and adapted to

encompass 'new' images u:'f womanhood but they remained

powerful constructs c.:'ntinuing to delineate class

bcuundar i es for wc' men' s behavi ':.ur, attitudes and rc'l es.

These constructs centred ':'n women's appeal to men

(femininity),	 her	 role	 in	 the	 family

(mc'therh':'od/domesti city) and her sexuality.
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The definition of middle class 	 w':'manhou:'d	 in the

nineteenth century emphasized qualities of passivity,

g ent 1 eness, modesty, dppenden':e and sd f"-sacr i fi cc

Cl3curham 1982]. The movement for secu:undary si:hi:iol i nu fu:'r

girls was located within the middle classes and these

pioneers were enthusiastic to u:hallen g c the image ':'f the

nineteenth century 'lady' as a 'symb':'l c'f conspicu.:ius

leisure and the agent of cc.nspi cuous consumption'

EDuffin 1978:26]. However, while wanting to present an

image that in':c'rp.:'rated the ability tc' undertake and

sustain sericrus academic endeavu:'LIr,the pioneers cuf

girls' se':':'ndary s':hcu':uling did nc't challenge the central

image cuf ' femininity' but rather s':'ught to adapt it to

inc':'rp':'rate this more a ':adernic role [Dradbr ':uc' k 1969].

The reascun f':'r adaptatiu:'n rather than radical change

rested c'n the general acceptan':e ':'f a 'natural',

biolog ical femininity. Frances Ccubbe, herself an ardent

feminist invc'lved in women's eman':ipatic'n typi fies this

attitude:

The idea that there is a natural
inu:i:umpatibility between u:iassi':al studies
and feminine duties, is indeed an idea
venerable fc'r its antiquity and wide
di ffusicun. - - Our affair is to give
nature its fullest, healthiest play and
richest ':ulture, and then the result will
be what the L':urd of Nature has designed -
true Woman: a being nc't artificially
different from a man, but radically and
essentially, beu:ause naturally different,
his complement in the great sum of human
nat u r c.
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[Quoted in F:i .:hardson, 1974:22]

Thus, the curriculum for the new secondary schc'c ' i s

sc'uciht to establish ai:ademic	 schc'l arshi p within a

framew':'rk ci f f cmi ni ne behavi cur The i dccii ogy u:'f

femininity for middle ':1 aSs women was not radi u:al ly

challenged in the new schooling c'ppc'rtunities, rather it

was adapted [Delamc'nt and DLlffin 1978]. Indeed, as the

twentieth u:entury arrived, cc'nu:erns ab':'ut the damaging

effe':ts s:'f certain academic sub.je':ts gathered momentum.

Girls ':':'uld receive edu.:atic'n but only throug h the study

of suitable 'feminine' subjects [Atkinson 1978].

Mcuunting pressure frc'm both within education and, more

signi ficantly, the predominantly male medi':ai profession

raised dc'ubts about the studying ':.f such 'masu:ul me'

sub.jects as science and mathemati':s. Sara Burstali, an

early student from the piu: 'neering s ':hcn:' ls, and later the

headteacher cif Manchester High School, wrc'te in 1907

that the study c'f mathematics should be:

kept t u:' a minimum for girls because of
the hardenin g influence cm femininity.

EDyhc'use 1978: 25)

Thus, althoug h great strides f':ur women's edu':atim:'n were

made in the latter part ':'f the nineteenth century with

the opening cuf the Girls Fublic S ':hcucul Trust su:hoc'ls and

sc'me girls' publi.: su:hu:' c' ls, ideculogies of femininity

were n u:m t seriu:iusly challenged by these inncivatim:mns;

rather they were adapted tc' incu:irpu:urate an image of the
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new 'edu':ated' w':'man. This irnacie int:c'rporated, als ':' , an

ideal ':':'ncernin the rc.le of women. As Duffin [1978:58]

states:

This new ideal fs:.r women lay in their
role as mothers. The Edwardian imae of
the per f.:t mu:' ther replaced the Victorian
image of the perfe':t lady.

The primary motivators fc'r this chan g e fr':'m the emphasis

':.n 'ladylike' qualities ti:' the imp.:irtance of m':stherh':":'d,

were the disastrous effects of the Boer War toqether

with a decliniriq birth rate and high infant mortality

rate EDyhciuse 1981]. The assumption that motherhood

required regulati':in became established as women were

seen to be responsible f ':'r the future health, well-being

and su':cess cif the British race [Davin 1978:13]. The

emphasis cm women as acceptable wives and companions

shifted to stress their function as m':' thers of the

future generation. The emphasis on race regeneration

added fuel to the already influential movement c'ppc'sing

the new academic schooling c'f the middle class ycuLing

woman. A theciry ':'f 'conservation of energy' developed as

an extension of Spencer's [1861:170] ar gLments in the

nineteenth century:

Fu:'r nature is a strict accountant and if
you demand cif her in one direction m':'re
than she is prepared ti:u lay c'ut,she
balances the ac.:c'unt by making a
deducti':'n elsewhere. ... Let it never be
forgcutten that the amount ':.f vital energy
which the bi:udy at any moment possesses is
limited,and that being limited it is
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i m p ':'s si b 1 e t ci ci e t 	 f r om i t m or e t han a
fixed quantity ':if results. By
subjecting their dauq hters to this high
pressure system, parents frequently ruin
their prcuspei:ts in life. Besides
inflicting on them enfeebled health, with
all its pains and disabilities aind glo':sm,
they	 n':'t	 infrequently dcicim them to
celibacy.

Thus there developed a p.:iwer ful ar g ument that academic

study and mental effu:.rt would produu:e undue and harmful

strain on a woman's natural functions - particularly her

reprcidui:tive capacity. The aims of schoolin g for working

i:lass girls in the elementary schcu.:'ls were clear:

The ultimate aim c'f a state system of
eduu:atic'n f.:ur girls in the public
elementary s.:hool s should be t ci equip
them in the best p.:issible way for the
duties which will fall to them in later
life. . .	 and that	 it	 b.:u':ik	 learning)
mi ght, especially in the i:ase of elder
g irls,	 be	 more	 definitely dire':ted
towards arousing interest in and
increasing the knowledge of, duDmestic
hygiene, including infant care.

[Lyster R.A. 1908:3J

The prcipcinents of se':ondary schci.:uling fcir middle class

girls were in a double bind. Althcuu g h they argued

vehemently against the civer-strain theciry, their belief

in the 'naturalness' cif wc'man's biolo g ical rc'le remained

unquestioned [Davin 1978; Dyh':'use 1977]. Newly acquired

intellectual skills weiLild contribute to a girl's future

role as wife and mother. As Ccinstance Maynard [1914],

founder cif West field C:ol leg e argued, women and men have

two distin':t roles:
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One half rif the human race are to be
fighters, rulers, explorers, discoverers
and builders, and the other half are to
make - body, mind and soul - those of the
coming generation who are to fight, rule,
explore, discover and build.

[Maynard 1914:161]

The ideology of motherhood transcended class boundaries

in the schooling of g irls in the early twentieth century

(although with different emphases) and the maternal

image of woman as 'Guardian of the Race' [Bland 1982]

remained an integral aspect of the value system, ethos

and, inevitably, the curricular priorities and practices

of the 'new' girls secondary high schools.. Inextricably

interwoven with girls' future role as 'Guardian of the

Race' was the underlying acceptance that women were

responsible, also, for men's sexual behaviour. Women,

owing to their weaker sex drive, were responsible for

morality through their behaviour and appearance. Thus

women required protection, not only from sexually

transmitted diseases, but also from potential damage to

her vulnerable and fragile body [Bland 19B2]. Thus the

overstrain theory was implicitly related to the "desire

for active supervision of women's sexuality" [Bland

1982:14]. During adolescence girls needed to develop a

'pure' attitude to her body and deportment. The dress of

the middle class lady in the latter part of the

nineteenth century, epitomized by constraining corsets

and stays, highlighted	 a woman's limited physical
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movement and sexuality as she reached adulthood.

The 'new' schools for middle class girls incorporated

this ideology. Women as 'moral regenerators of the

nation' needed to be taught to be responsible for their

sexuality and protected from harmful intrusions and

behaviours [Davin 1978:25L. Separate schooling for girls

and boys was important in order to keep the sexes

separate at the vulnerable stage of adolescence. Girls

were encouraged to be genteel and were carefully

chaperoned at all times [Kamm 1958; Dyhouse 1981].

Although Victorian dress regulations gradually were

eased, there remained an emphasis on neatness, modesty

and uniformity. Kamm [1971:79] reports newspaper

coverage of a prize giving at Norwich High School in

1896:

The sight which met their gaze was

exceedingly pretty. The children, dressed

uniformly in white,with tan shoes and

brown stockings were ranged on either

side of the room in rows rising one above

theother. The universe might safely be

challenged to show a more refreshing

vision of 'budding' womanhood.

The overriding emphasis was to encourage the development

of feminine women with high moral standards. Yet there

is little evidence of direct teaching on morality or sex
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education. Indeed, ignorance was the intended outcome:

innocence could be maintained most effectively through

ignorance. Developing sexuality in adolescent girls was

denied through the emphasis on asexual, uniform

clothing. Girls were to remain girls, shielded from

womanhood until ready to enter the adult world. The

'new' secondary institutions	 were primarily female

institutions with little overt male influence. The

emphasis was on femininity and motherhood, combined with

new ideals of intellectual endeavour. The ideology of

sexuality was most powerful in its denial of developing

sexuality.

Therefore, it would seem that the feminist cause of

improved and increased education for girls, while making

considerable progress through the development of day

high	 schools,	 remained	 limited	 by the powerful

construction of gender ideologies. Ideologies of

femininity, motherhood, domesticity and sexuality were

combined to structure the educational experience of

girls and young women. Considerable strides forward were

made towards more educational opportunities for middle

class girls; strides which throughout the twentieth

century extended towards working class girls. However,

the innovations remained within underlying commonsense

assumptions,supported by spurious physiological and

psychological evidence, of the biolcugical inevitability

of gender differences. It was assumed that girls and
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young women should be feminine (albeit that this was a

shifting and developing concept) and should be

adequately prepared for their 'natural' function as

'responsible' wife and mother. As Fletcher [1979:10]

concludes:

This dominant bourgeois ideology was
effective in sustaining existing power
and class relations but it was not a
fixed, abstracted system of beliefs and
values,as if contained in a sealed
package, but rather an intricate and
changing	 amalgam of conceptions and
meanings and ways of thinking.

Women's Sport and Physical Activity in the Nineteenth

Century

Women's involvement in physical activity and sport

during the nineteenth century mirrored their restricted

involvement in the public sphere.. Just as society in

general was divided by class and gender so too were

sporting activities. Yet it is difficult in retrospect

to determine the extent to which women participated in

physical exercise, for as in so many spheres, women's

lives have remained 'hidden from history' ERowbotham

1973]. The social,political and economic changes of the

nineteenth century, which resulted in the emergence of a

consolidated middle class, and the attendant

developments in women's social and economic position

(see previous section) encouraged parallel innovations

in women's participation in physical exercise.. For
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working class women the physically demanding, arduous

toil of paid and domestic labour left little time,

energy or opportunity to engage in formalised leisure

pursuits.. 9 It is the hislory of these working class

women, however, which has remained most hidden and

consequently it is difficult to	 discuss with any

certainty their lived experiences. Given their

subordinate position in both work and family situations

and the growing contemporary literature which describes

their conditions and experiences, particularly of

motherhood and childbirth, it seems likely that any

involvement in formal exercise or sport was seriously

restricted.

Their middle class sisters, however, enjoyed increased

opportunities for spc.rt and recreation throughout the

nineteenth century.. The 'cultured', 'ornamental'

activities of the early years gradually gave way to

increased freedot and physical competence tHargreaves

1979]. These early years show women aselegant ornaments

spectating and supporting the sporting gentry. Veblen,

writing in 1899, describes women as:

bound by a code of behaviour as tight
as the stays she was compelled to wear.

[cited in Hargreaves 1979:54]

They were expected to accompany thf?ir menfolk but could

not participate. Lowerson's E1983] description of golf

page 129



during the mid-nineteenth century demonstrates the male

attitude to women's participation in sport:

It was claimed that they (women) were too
weak and slow to play properly and that
their inevitable chatter would disturb
the seriousness of the men's game; in
addition the sway of the figure and the
sight of exposed ankles would put men off
their stroke.

(Similar arguments have been cited in the 1980s to

restrict women's participation in darts tournaments!)

Gentle games that would suit women's 'innate'

temperament (e. g . croquet) were encouraged and middle

class women could be seen as engaging in 'conspicuous

recreation' just as they were defined as 'conspicuous

consumptive' [Hargreaves 1979].

Hargreaves [1979:62] distinguishes two main forms for

middle class women's sport during the latter part of the

nineteenth century which 'co-existed and overlapped one

another': 'conspicuous recreation' for the 'ladylike,

fashionable and physically limited' (croquet being the

prime	 example) and	 'sporting	 elitism'	 for	 the

gentlewoman (hunting, shooting,	 riding	 etc.). The

rationalization of sporting activities into more

organized, competitive forms took place towards the end

of the nineteenth century with the development of

activities such as hockey, lacrosse, golf, tennis etc.

The most noticeable feature of these developments was

that, just as women's place in society and education
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remained informed by commonsense assumptions around

women's	 'natural'	 abilities,	 so	 their	 sporting

activities, associatic'ns and championships remained

bound by the same powerful ideological constructs.These

images and ideas were not solely attitudes in the minds

of women and men but were experienced in the material

conditions of	 their existence. Women became more

physically	 active but their physical activity was

acceptable only if it did not challenge their

femininity, sexuality or motherhood role. In many ways

sport not only incorporated these images but became a

vehicle for their transmission.

This was exemplified most clearly in the development of

women's golf. 9 The first women's golf union was formed

in 1893, resulting in the first 'national ladies'

tournament that same year [Mason 1983]. However there

were strict rules for women playing golf in the newly

formed clubs. As Lowerson [1983: 22] reports:

They could only play at inconvenient
weekday times, rarely on Sundays and
never when male competitions were being
held; women playing had to give way to
men.

Central to women's primary 'feminine' qualities was

their subordination and, ultimately, their inferiority

to men. Women, therefore, were expected to 'give way' to

men at all times, implying that for them sport was of

only secondary importance. From the beginning, women
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played off nine-holes only and had a shortened tee.

Despite these restrictions on women's golf, some women

steadfastly refused to accept the limitations imposed on

them by the male sporting world. Certainly there is some

evidence of suffragette opposition to their treatment,

when in 1913 they attacked Lloyd George's golf course

and poured vitriol on to the greens! ELowerson 1983].

The development of restricted and adapted forms of

various sports,implicitly accepted that women were

physically inferior to men and thus needed their own

less demanding forms of organization. An equally

powerful argument for limited participation in sport was

that women's dress would not allow for anything but

restricted forms of physical activity. The desirable

body shape of a Victorian woman was achieved by

expanding the breasts and hips whilst constricting the

waist to its narrowest extreme. This shape was the

symbol of beauty and 'femininity' and was eagerly sought

by middle class and upper class women.. In order to

achieve this cc'ntortic'n, appropriate dress style was

invented. Thus women wore crinolines and bustles which

were •suppc'rted by corsets and tightly-laced stays. a

Such restricted garments did not allow for any freedom

of physical movement and created real problems for

women's health and body development. Initial entry of

women into the sporting world was made within the

context of such restraints and it is little wonder that
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they remained spectators or participated only in gentle

exercise. The influence of 'rational' dress reforms of

the late nineteenth century contributed to the

rationalization of sporting activities for women.t1

Feminists and suffragettes recognized dress restrictions

as a major block on women's social and political

emancipation. However it was the advent, of a new popular

sporting activity in the 1880s which "did more to

promote female dress reform than any other single

factor" [Hargreaves 1979:68] and consequently furthered

women's cause towards increased sex equality. The safety

bicycle provided the pioneering women of the nineteenth

century with the oppc.rtunity to reconstruct women's

dress and, ultimately, to allow women a new physical

freedom. As Frances Willard recollected in 1895:

If women ride they must, when riding,
dress more rationally than they have been
wont to do. If they do this many
prejudices as to what they may be allowed
to wear will melt away. Reason will gain
upc'n	 precedent,	 and ere	 long	 the
comfortable,	 sensible	 and	 artistic
wardrobe of the rider will make the
conventional style of women's dress
absurd to the eye and unendurable to the
understanding.

[cited in Twin S. 1979: 105]

Thus new forms of dress were necessary for the safE

riding of the bicycle. These included the adoption of

bifurcated garments such as bloomers, knickerbockers and

shorter divided skirts [Har greaves 1979 '; Pointon 1978].

This unprecedented freedom encouraged more rational
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dress for women in other sporting activities and other

spheres of their lives. Innovatory developments in

women's dress and activities, however, were opposed not

least because they challenged traditional modes of

behaviour which were implicitly linked with notions of

morality. Consequently, women accepted this change in

style of dress with caution and many became

'inconspicuous' cyclists, cycling as unobtrusively as

possible EHargreaves 1979: 70].

Dress reforms, then, provided a measure of liberation

for women yet they tended towards an adaptation and

accommodation of 'femininity' rather than a serious

challenge to it. Willard 11898: 618] had explained:

Ladies dress is always more or less of a
trial when taking exercise, and the
blessings of our sex would be heaped upon
anyone who could invent a practical
comfortable and withal becoming costume.
It must be becoming or very few of us
would wear it.

Women wanted greater freedom in mobility but were wary

of achieving this at the expense of their femininity. As

dress reforms became popularized women's position became

compromised. For if they engaged in new sporting

activities, adopting unconventional dress, they were

becoming, at best, de-feminized and, at worst, immoral.

Despite this real pressure more and more women responded

to the challen ge and, by the beginning of the twentieth

century, women were engaged in far	 more physical
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activity than they had been fifty years before. They did

so in new adapted forms and in new styles of dress but

within a 'feminine ideal' which gradually shifted to

accommodate such changes.. Pointon [1978:33) suggests

that a woman engaged in new physical activities "seemed

compelled to add a feminine artefact to her dress and

wear something on her head". Photographs of sportswomen

at the tLlrfl of the century support this view [Grenville

Lady 1894; Cunningham and Mansfield 1969).

So far the historical discussion has shown women's

increased involvement in both the secondary education

system and the world of physical exercise and sport. In

both spheres the gains made incorporated basic

commc'nsense assumptions based on biological explanations

of women's behaviour, attitudes, roles etc. supported by

'scientific' evidence. It is the fusion of these two

areas to which we must turn in order to consider the

development of physical activity within education and

the eventual establishment of physical education. For it

is in the climate of the nineteenth century, with its

social, political and economic changes, that

contemporary P.E.has its roots. The experiences of the

twentieth century were born in the pioneering schools of

the late nineteenth century and in the sporting world of

the middle class 'lady'.
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The Historical Development of Physical Education

The' Foundations of Girls' P.E

To the importance of bodily exercise most
people are in the same degree awake.
Perhaps less needs saying on this
requisite of physical education than on
most others; at any rate, in so far as
boys are concerned..

[Spencer 1861:151-152]

Spencer notes an 'astonishing difference' between the

'natural spontaneous activity' prevalent in boys'

education and the limited system of 'factitious exercise

- gymnastics' which appeared the sole provision in

female educational establishments. He argued that the

justification for physical education was for health and

happiness and considered that:

For girls, as well as boys, the sportive
activities to which the instincts impel,
are essential to bodily welfare.. Whoever
forbids	 them,	 forbids	 the
divinely-appointed 	 means	 to physical
development..

[Spencer ibid.: 155]

He considered the link between	 mind and body as

essential to the development of P..E. and argued that the

effects of intellectual study and over-cc.ncentration of

the mind, without similar commitment to the health of

the body, was extremely damaging.
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Being in great measure debarred frc'm
those vigorous and enjoyable exercises of
body by which boys mitigate the evils of
excessive study, girls feel these evils
in their full intensity. Hence, the much
smaller proportion of them who grow up
well made and healthy. In the pale,
angular, flat-chested young ladies, so
abundant in London drawing rooms, we see
the effect of merciless application,
unrelieved by youthful sports; ai-id this
physical degeneracy hinders their welfare
far more than their many accomplishments.

[Ibid.: 186-187]

Physical degeneracy and the importance of nature were

fundamental considerations in Spencer's writing. While a

major proclaimant of Social Darwinism and the theory of

conservation of energy, his emphasis on a healthy body

and a sound mind was in no way incompatible with his

desire to see an improved system of physical education

for g irls. As Hargreaves 11979] notes, these two issues

were complementary and by the 1860s such sentiments had

been established and accepted as a major educatic'nal

theme.

At the time Spencer was making his observations only

minimal physical exercise was provided in the limited

schooling available for older girls. The private schools

and establishments included little more than

callisthenics or gentle exercises.. This was borne out by

the Schools Inquiry Commission [1868], which examined

one hundred private schools for girls and disclosed

that,	 while	 thirty	 two	 provided	 nothing	 but

callisthenics,	 sixty offered only "walking abroad,
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croquet and dancing". During the 1850s the first two day

hi gh schools for girls were founded at Nc 'rth London

Collegiate [1850] and Cheltenham Ladies College [1853].

It was in the climate of such restricted appc'rtunities

for girls that P.E., was developed. The growth of P.E.

was paralleled and influenced by changes in the position

of women in society and the increased involvement of

women in physical exercise and sporting activity in

general (see previous sections). However, change did not

occur swiftly or without fierce opposition.. Battles over

physical activity for women were fought both in and

outside educational settings and, as the following

section will discuss, were implicitly linked to ideas

and commonsense assumptions held about women's 'natural'

and desirable characteristics.

Moreover, the fact that changes did occur was partly due

to the development of a newly devised system of Swedish

exercises t and the work of Martina Bergman-Osterberg.

In 1879 Concordia Lofving was invited by the London

School Board to introduce the Ling System into London

Schools. After one year, Martina Bergman [later

Bergman-Osterberg], replaced her in the post and began

to organize and train teachers in the Swedish system.

When she left this post in 1887 she had trained 1,312

teachers in this method and almost all the Board Schools

were familiar with the Ling system.
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However it was Bergman-Osterberq's opening of a training

college for teachers of physical education, in Hampstead

in 1885, (later to move to Dartford in 1895), which

exerted the greatest influence on the teaching of P.E.

in secondary schools. This was the forerunner of the

many specialist teacher training establishments [e.g.

1897 Anstey; 1903 Bedford; 1895 Chelsea; 1900 I.M.

Marsh] which provided teachers of P.E.. for the girls'

day high schools and girls' public schools.. t4 The

initial aim was to intrc.duce Ling's scientific movement

into the school curriculum and replace the callisthenics

and musical drill which remained the main exercise for

girls in most schools. In 1899 Bergman-Osterberg

extolled the virtues of a female physical education

teacher as follows:

Let us once and for all discard man as a
physical trainer of woman... let us send
the drill sargeant right-about-face to
his awkward squad. This work we women do
better, as our very success in training
depends upon our having felt like women,
able to calculate the possibilities of
our sex, knowing our weakness and our
strength.

[cited in Fletcher 1984:31]

The two year course at the college included gymnastics,

outdoor games, swimming, fencing, anatomy, physiology,

hygiene, medical gymnastics, theory of movement,

anthropometry and practical teaching of P..E. EHargreaves

1979: 156]. A comprehensive and balanced system of P.E.

had been devised and gradually its influence filtered

page 139



into the secondary schools.

From the outset the introduction of team games was

controversial. The first girls' High schools, at North

London Collegiate and Cheltenham Ladies College and

headed by the Misses Buss and Beale respectively, had

quickly adopted Swedish exercises into their curriculum

but were more reticent about the value .of team games. As

Burstall [1907] commented:

Organised games did not come at once;
that would have been too great a breach
of continuity with the past; but when,
about 1860 to 1890, college women began
to come into the schools as assistant and
head mistresses, they brought games with
them, the games they had learned to
appreciate at college.

[cited in Atkinson 1978:113]

The acceptance of team games in schools was linked with

developments in women's recreation and the organization

of outdoor sports throughout Britain. Miss Buss was more

enthusiastic about team games than her colleague at

Cheltenham, which reflected the different school

philosophies. She enthusiastically introduced a games

club during the dinner break and by the 1890s she

included several outdoor games - hockey, netball, tennis

- in the widening P.E. curriculum. Miss Beale was less

committed to team games and initially opposed their

inclusion in the curriculum. However, mounting pressure

eventually forced Miss Beale to concede and in 1896 she
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ordered the acquisition of land in order to develop

playing fields.. By the late 1890s the students were

playing rounders, cricket and hockey [Kamm 1958; McCrone

1982].

The new girls' public schools were more enthusiastic

about outdoor games and they adopted many features of

their male counterparts, including their emphasis on

team games with their esprit de corps, morality and

character building potential [Mangan 1982]. Penelope

Lawrence (1898:145], headmistress of Roedean, saw the

"close connection	 between	 a strong,	 vigorous,

well-balanced body with a strong, vigorous and

well-balanced mind". She considered games to be "more

satisfactory than any other exercise" and were very

important in "training character".. Cricket, hockey,

tennis, fives and rounders were all played at Roedean by

the turn of the century (ibid. 1898:146]. Whilst Roedean

placed most emphasis on games and physical activity,

similar developments were taking place at other boarding

schools e.g. St Leonards; Wycombe Abbey and St. Andrews

[McCrone 1978]..

By the early years of the twentieth century a

comprehensive system of P.E. involving organized games

and Swedish gymnastics was accepted gradually by the

girl's secondary schools EHargreaves 1979]. It was the

middle class establishments which •were the prime
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recipients of these innovations. Older girls in the

elementary system did benefit from the initial work of

Bergman-Osterberg in the London Board of Schools and

eventually the Ling system of exercises was established

throughout most elementary schools in England and Wales

[McIntosh 1952]. However, facilities for outdoor games,

plus expertise in teaching, were lacking in most of the

schools for working class girls and it took many years

before they could benefit from a more thorough system of

P. E.

The development of women's P.E. was associated with

various factors; the changing economic system; increased

opportunities in women's sporting activities; the

innovations of the Swedish system of exercise and later

the	 devlopment	 of	 specialist	 teacher	 training

establishments. The ethos around games-playing

transferred from the male public boarding schools to the

new girls' public schools with a general commitment to

and concern for health and physical welfare of the body.

This final association was fundamental in the

introduction of P.E. to secondary schools and was to

continue throughout its future development. Just as

Spencer [1896] had emphasized the importance of health

and the relationship between a healthy mind and a

healthy body,so the early physical educationalists

related their work to scientific principles of medicine.

From the beginning they incorporated remedial and
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therapeutic work into their programmes of physical

exercise. Teachrs of P.E., leaving the newly formed

teacher training colleges, were qualified to teach P.E.

in schools and to undertake work in remedial gymnastics,

massage and therapeutic activities in private clinics or

hospitals. In schools this association with medicine

encouraged regular physical examinations and medical

inspections both by school doctors and P.E. staff. As

Hargreaves (1979:175] argues:

good health was the conditional
starting	 point for the education of
girls,	 and	 the	 physical	 education
mistress became established as the
schools'	 supreme caretaker of girls'
bodies.

The influence of the predominantly male medical

profession continued into the twentieth century. The

formal links between medical practitioners and physical

education in the girls' high schools were somewhat

tenuous. However as P.E. slowly filtered into the state

system, the influence of the medical department of the

Board of Education, set up in 1900 under Sir George

Newman, became far more important. From this time the

supervision of physical training was in the hands of the

medical department, which became responsible for

recommendations and the establishment of syllabuses

which directed the teaching in the schools1.

By 1914 and the outbreak of the Great War, P.E. was
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established formally within the secondary school system

for girls. It was a relatively coruj!rehensive system

including gymnastics, swimming, outdoo games and some

dancing. In the elementary system, older girls were less

fortunate, although many received instruction in the

Swedish system and there were similar emphases on the

therapeutic nature of such exercise [McIntosh 1952].

These were the foundations from which the comprehensive

system of physical education emerged in the post 1944

'secondary education for all' era. Before considering

what changes occurred in P.E. during this gradual

increase in provision of secondary schooling, it is

necessary to look a little more critically at these

foundations as they have been described. As with the

emergence	 of opportunities	 fc'r	 girls'	 secondary

schooling in general, it is important to consider the

ideological framework which incorporated these

developments. P.E. did not enter the schooling system in

a vacuum. Its entrance was affected by, and dependent

upon, gender and class ideologies whitch influenced the

material	 outcomes	 of	 its	 development.	 Class

differentiation resulted in a privileged school

situation where the daughters of the middle and the

upper classes were the first to obtain the opportunities

to exercise and develop their bodies in a way that

previously would have been impossible. Yet ideologies

about	 gender cut across class boundaries. Whereas

working class girls were restricted due to their class
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location, all girls experienced a system of physical

activity developed according to ideas and images held

about desirable and acceptable gender specific

behaviour, role and characteristics. These gender images

were defined differently according to specific class

locations but	 it	 is	 the	 gender	 ideologies of

middle-class femininity, motherhood and sexuality which

underpinned the foundation 	 and	 development	 of a

comprehensive system of girls' physical education.

Femininity

This priority of bodily training is
common to both sexes but it is directed
to a different object. In the case of
boys the object is to develop strength,
in the case of girls to bring aboLt their
charms... Women need enou gh strength to
act gracefully, men enough skill to act
easily.

(Rousseau (quoted in Archer 1964: 221)]

As previous sections of this chapter have shown, - the

image of the Victorian 'lady' was that of a weak

helpless creature who "was incapable and ultimately

disabled such that she must be protected and prohibited

from serious participation in society" EDuffin 1978:26].

It was the myth of 'woman as invalid' (Ehrenrich and

English 19Th] which was challenged by the early

feminists in order to establish access to schooling,

higher	 education	 and, ultimately, the social and

economic	 liberation of women's. Women's 'physical'
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liberation was an important aspect of the feminist

cause, for some of the key characteristics of

'femininity', which needed to be challenged, related to

women's supposed 'natural' physical inferiority,

weakness and passivity. The demand for educational

opportunities for women attempted to negate the notion

of iricompatability between femininity and learning.

Indeed, women needed to be shown as physically fit

enough to undertake sustained mental work. The

philosophy of a 'fit mind in a fit body' was fundamental

to the beginnings of middle class girls' secondary

schooling. Yet it remains in doLlbt just how far the

development of P.E. challenged the views of Rousseau,

that bc.dily training needed to be quite different for

girls than for boys. This philosophy was based on

biological explanations of sex differences, with the

emphasis for girls on developing 'charm' and 'grace' -

attributes essential for a 'feminine' woman. The

'establishments' for young ladies in the early years of

the nineteenth century certainly used physical exercise

to this end. Ladylike accomplishments, so much the

purpose of this limited schooling, emphasized physical

exercise for young women to develop the grace and beauty

befitting a lady [Fletcher 1984; Har greaves 1979]. Cobbe

E1894] recalls:

Beside the dancing we had 'callisthenic'
lessons every week from a "Capitaine".
Somebody, who puts us through manifold
exercises with poles and dumbbells. How
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much better a few country scrambles wc'uld
have been than all these callisthenics it
is needless to say, but cur dismal walks
were confined to parading the esplanade
and neighbouring terraces....

[quoted in Murray 1982:201-202]

This was the accepted physical	 exercise	 for all

middle/upper class women, as reflected in Donald

Walker's [1834] treatise 'Exercises for Ladies'. This

encouraged. 'ladies' to use their recreation to develop

'ladylike' qualities of beauty and deportment, using

wands and dumb-bells in gentle swinging movements.

These then were the limitations on physical exercise for

women as the new secondary day schools became

established from the mid-nineteenth century. Indeed

Dorothea Beale, giving evidence to the Schools Inquiry

Commission in 1868, suggested that:

the vigorous exercise which boys get from
cricket must be supplied in the case of
girls by walking and callisthenic
exercises.

[1868:740 emphasis added..]
[School Inquiry Commission]

During the late nineteenth century, the introduction of

Swedish gymnastics became an integral part of P..E.

programmes for girls in secondary schooling. While this

represented a shift towards a more energetic system of

movements than previously promoted by callisthenics, it

retained a commitment to the ideology of women's
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'natural', biologically-determined abilities. Ling, who

introduced and developed the Swedish system, emphasized

the importance of maintaining the 'natural' abilities of

women without inducing undue strain or unwelcome

physical changes.. Central to his system was the

assumption that women's:

physiological predisposition demands
less vigorous treatment. The law of
beauty is based purely on the conception
of line and must not be abused. The
rounded fc.rms of women must not be
transformed into angularity or nodosity
such as in man.

[quoted in Webb 1967:49; emphasis added]

The pre-set, presumably biological, 'law of beauty',

together with women's 'natural' predisposition to

'rounded forms' were the taken-for-granted assumptions

held by those in the development, and which lay at the

heart of, the ideology of biology underpinning the

institutionalization of P.E. for girls.

Towards the end of the nineteenth century, the

introduction of team games into girls' public schooling,

as we have seen initiated by the developing public

schools (Roedean, Wykeham Abbey, St.. Leonards) offered a

much stronger challenge to assumptions and images of

femininity. Indeed the vigorous physical activity needed

for team games was the antithesis of femininity.. Yet

while imitating the boys' public schools, the inclusion

of team games was premised on the assumption that girls
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needed to be given different experiences. At no time was

there a consideration of providing the same physical

activities as those enjoyed by their public school

brothers. The games of the girls' public schools

remained within the boundaries of acceptable 'feminine'

behaviour. This does not deny that changes in the

definition of 'femininity'	 were	 taking place. As

discussed earlier, by the late nineteenth century the

new 'hi gh schools' and the girls' public schools

represented a real challenge to the Victorian ideal of

the 'feminine' woman. Yet,as has been shown, Lawrence

(1898) stressed that they must "rigorously exclude games

with vulgar and vicious associations" and whilst the

'new' woman engaged in games these were adapted or

foreshortened. Ultimately there was an acceptance of

innate physical differences between men and women, thus

limiting girls' access to sports which stressed

endurance, strength or physical contact (McCrone 1982).

Consequently, 'male' sports were adapted to accommodate

women's 'innate' abilities and new sports were

introduced, such as netball, lacrosse and hockey, which

"did not carry the stigma of overt masculinity" (McCrone

ibid. :28].

These developments to incorporate team games into the

school curriculum received opposition from both within

and outside the school system. Dorothea Beale, while

encouraging the development of girls'opportunities in
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schooling, was vehemently opposed to outdoor games and

competition in general. She "grudgingly allowed for the

introduction of team games but would not allow

inter-school competition't [Atkinson 1978]. Her position

was clear:

I am most anxious the girls should
not	 over-exert themselves, or become
absorbed in athletic rivalries, and
therefore we do not play against other
schools.

[quoted in Kamm 1958:223]

Her dislike for games and competition reflected her view

that they were incompatible with womanliness. Gentility

and dignity were hi gh priorities throughout all aspects

of girls' schooling at Cheltenham and these, it was

feared, wc'uld be challenged by competitive physical

exercise. Games were equated with masculinity and were

antithetical to desirable female characteristics.

In contrast, at St. Leonards, games were seen to

encourage beauty, grace and gocid health. Indeed it was

asserted that girls could play very rough games without

becoming unwomanly [Macaulay J. (ed.) 1977]. Thus, the

issue was not concerned with the desirability of

reinforcing or encouraging 'femininity' or 'womanly

qualities', rather the arguments focused on whether

games playing could occur without serious challenge of

incompatiblity towards femininity.

page 150



As the twentieth century arrived team games had become

accepted into many 'high' schools and most girls' public

schools. Their acceptance was counterbalanced by an

emphasis on 'ladylike' qualities when off the playing

field. The histories of the training of women P.E..

teachers illustrate this point most effectively

[Fletcher 1984; Crunden 1974]. As Miss Dove, who was

headmistress of both St. Leonards School and Wykeham

Abbey School stated to a colleague:

Your	 girls play like gentlemen, and
behave like ladies.

[quoted in Hargreaves 1979:138]

Therefore, it can be seen that the system of P.E.

incorporating games and gymnastics, accommodated

commonsense assumptions about femininity by offering

different opportunities to girls for physical exercise.

These opportunities involved negotiation and compromise

but, ultimately, adapted to, rather than fundamentally

challenged, biolcigically determined arguments relating

to women's physical ability and capacity. The ethos of

'different' P.E. for girls was firmly established during

the early years of P.E. development.

Motherhocud

As has been shown, the ideology of motherhood, with its

central image of woman as 'Guardian of the Race', was an
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integral part of the ethos of the development of girls'

secondary schooling. The concern was for the

encouragement of healthy growth in mind and body in

order to ensure the health and well-being of the future

generation. As discussed earlier, the relationship

between physical education and health was emphasized

from its inception.. Bergmann-Osterberg was committed to

stressing the Laws of Health and this became central to

the training of P..E. teachers in the new teacher

training	 colleges founded around the turn of the

century. She is quoted as saying:

If every mother and every teacher had a
rational understanding of the value of
physical exercise, based on anatomical
and physiological laws; if to this was
added a practical knowled ge of personal
hygiene, a long step would be taken to
solve some of our present difficulties
and problems.

[Fletcher 1984:35]

Miss Anstey at Anstey college had similar objectiveS, as

Crunden [1974:7] notes:

Her aims were strongly vocational and her
belief that the value of gymnastics was
as a means to influence standards of
health through the country led to a
strong remedial bias in her approach. To
train students to improve the quality of
health in girls' schools throughout the
country was of supreme importance, as
these girls were to be the future mothers
of the race.

Most people concerned with the schooling of girls
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welcomed this concern for health and hygiene.. The

critics of and opponents to many of the new initiatives

in girls' schools stressed, primarily, the problem of

overstrain. Initially the introduction of Swedish

gymnastics did little to present opposition to this

view. The Ling system emphasized the scientific basis c.f'

exercise, with its overriding emphasis on remedial and

therapeutic exercise. Herbert Spencer [1861:169]

bemoaned the fact that girls received little effective

physical activity in their schooling. He asked:

Is it that the constitution of a girl
differs so entirely from a boy as to not
need these active exercises?

Yet, it became apparent that Spencer's concern was

primarily for girls to receive P.E. to ensure the

production of a healthy woman for the reproduction of

healthy children and thus the maintenance of the race.

The Ling system did not challenge these views, rather it

actually promoted qualities of caring and helping others

through the remedial aspects of physical education.

These were qualities directly associated with the ideal

of 'perfect' motherhood.

Bergmann-Osterberg herself, while a prouressive pioneer

of increased female c.pportunity, left no doubt as to her

own eugenic sympathies. Her primary concern for the

future teaching of P.E. reiterated eugenic arguments

about race regeneration:
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I try to train my girls to help raise
their own sex, and so to accelerate the
progress of the race; for unless the
women are strong, healthy, pure and true,
how can the race progress.

[quoted in May 1969:52]

McCrone [1982:7] argues that these first initiatives in

P.E. had as their main intention:

to preserve and improve women's health
and thus heighten their	 chances of
producing	 healthy	 children:	 it had
nothing to do with freeing women from
traditional	 restrictions	 on	 bodily
movement.

Yet the future developments in P..E. were a more complex

interaction between the encouragement of vigorous

sporting exercise, hitherto unacceptable behaviour for

'young ladies', and the continuing emphasis on its

relationship to health and future motherhood. It was

these initiatives which created a more serious backlash

from the opponents of girls' secondary and higher

education. They challenged the claim that girls could

undertake such energetic exercise without overstrain

and serious bodily damage. Dr Mary Scarlieb writing in

1911, summed up this opinion:

Doctors and schoolmistresses observe that
excessive devotion to athletics and
gymnastics tends to produce what may
perhaps be called the 'neuter' type of
girl... Her fi gure, instead of de'eloping
to	 full	 feminine	 grace,	 remains
childish.., she is flat-chested, with a
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badly developed bust, her hips are narrow
and in too many instances, there is a
corresponding failure of function.

(quoted in Dyhouse 1981:130]
(emphasis added]

This view was supported by Dr Murray Leslie who

suggested that hockey playing might result in the

inability to breastfeed in later life (Dyhouse 1976:46]

and Arabella Kenealy who argued strongly against the

physical and mental exercise of girls, which she

professed would result in 'sex extinction' (Kenealy

1920]. Even some of the original supporters of secondary

schooling for	 girls expressed concern about these

developments in physical activity. Sara Burstall,

herself a product of the 'new' high schools and later to

become headmistress of Manchester High School, wrote:

Important as are bodily vigour and active
strength..,. in the men of a country who
may have to endure the supreme test of
physical fitness in war the vitality and
passive strength - potential energy - of
its women are even more important, since
Nature has ordained women to be the
mothers of the race.

[Burstall 1907:90]

The relationship between P.E. and health, and the

continuous concern for the development of healthy

womanhood [i .e healthy mc'therhoc.d] was fundamental to

the development of a systematic, comprehensive physical

education programme.	 The	 opposition	 to physical

education, primarily from the medical profession, did
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not remain at the level of attitudes. It was recognized

as legitimate, by the incorporation of medical

supervision and medical inspection into the everyday

organization of P.E. in the schools. 17 Thus, it became

institutionalized. While on the one hand P.E. developed

as a progressive movement, increasing women's physical

opportunities, it did so within the boundaries of

medical concern for women's future health. Girls were

encouraged to become more physically active in order to

promote good health and remedy weakness or physical

deformity. However, behind these progressive moves was

the concern not to cause damage to their reproductive

organs and to protect and guarantee their future role as

mothers..The adoption of limited and adapted games not

only reinforced an ideology of femininity but was

premised also on an ideology of motherhood.. The pioneers

of P.E	 were careful to tread a fine line between

gradually increasing physical freedom without

challenging the biologically determined assumptions of

women's primary function in life - motherhood.

Woman as mother was fundamental, also, within the ethos

of physical edLication training in the new teacher

training colleges. The P.E. colleges encouraged an

atmosphere of family life with the principal as 'mother

shepherding her flock. As Fletcher E1984:59] discovered,

when researching the history of Bedford College:
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the family spirit, even at the start with
only thirteen students, was at least as
much a reflection of attitudes as it was
of numbers.

A system of college 'mothers' was instigated throughout

all the colleges, whereby older students 'mothered' the

new intake of first year students EHargreaves 1979]. As

Fletcher [1984:69] so aptly states:

Generations of students were lapped in
this warm amniotic fluid.

Thus the ideology of motherhood was as deeply rooted in

the ethos of P.E. training as it was in the development

of physical activity for girls. The combination of these

two factors resulted in secondary school girls receiving

a	 P.E..	 curriculum	 that	 was	 underpinned	 by

institutionalized	 assumptions	 as to their primary

function and future role as mothers.

Sexuality

From the earliest years of physical education in high

schools there was a general commitment to the moral

connotations of physical education. The emphasis on

morality as an aim of P.E. teaching was generally

recognized. Woodhouse, headmistress of Sheffield High

School reported in 1898 that:

moral effects are of greater importance
than any increase of measurement or of
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muscular vigour.

[Special Reports on EdLIC. Subj. 1898:133]

This was reiterated by her colleague Penelope Lawrence

at Roedean who considered that Ihe "moral influence [of

P..E.) for girls is of greatest value" [ibid.: 145).. What

was meant by morality encompassed all forms of exemplary

behaviour and standards concerned with appearance,

discipline, conduct, clothing, social graces etc. Above

all	 else	 they	 were expected	 to demonstrate

respectability through their behaviour and general

demeanour. As noted previously, female sexuality during

the period when physical education laid its foundations

was seen to require 'responsibility' and 'prc'tection'.

Women's sexuality needed regulation if women were to

fulfil successfully their future female adult role.

Fletcher [1984) describes the training of P..E. teachers

in the early colleges as a 'peter pan world' that was

both long and sexless. This supposedly 'sexless' world

is significant for it was the values developed through

teacher training which filtered into the teaching of

P.E. in the secondary schools.

Both Crunden [1974] and Fletcher [1984), in their

histories of Anstey College and Bedford College, report

an emphasis on 'petty' discipline in an atmosphere often

described by past students as a convent or a nunnery.

The 'sexless' world of P.E. training in the early years

involved no contact with the opposite sex, no male
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visitors and a general emphasis on morality and modesty..

Modesty was an essential aspect of femininity - the

desirable behaviour and attitude of 'young ladies'.

Ideal femininity at the turn of	 the century was

synonymous with female sexuality [Jackson 1982].

Ideally, women's sexuality was hidden or denied and the

training of P.E. teachers stressed a particular ideology

of female sexuality in both its 'formal' curriculum and

the 'hidden', underlying ethos of the courses.. This

latter ideological role of the training was stressed by

Bergman-Osterberg:

The girls when they leave me are entirely
different creatures. Their physical
capacity has developed surprisingly; but
what is	 far	 more striking, is the
improvement in mind and character..

[cited in May 1969:110-111]

An improvement in 'mind and character' was developed

through the encouragement of 'standards' of discipline,

neatness, self-control, respect for authority,

dedication and service to others. In 1905 the Anstey

College of Physical Training Magazine reported that the

main aims of physical training included:

Regular	 attendance,	 good	 behaviour
throughout	 the year,	 and	 general
improvement	 in	 all	 respects..
Smart personal appearance shown by
general care of the body as regards hair,
teeth, skin, nails, clothing. and good
health.
Good posture when standing and sitting
and good carriage in walking.
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Attention to wc'rd of command, absence of
mistakes	 and	 vigorous work in the
gymnasium. General forms and style of
movement, sense of time, self-control and
power of relaxation.

[Crundon 1974:19]

Swedish gymnastics, with its emphasis on "precision and

smartness" [Lawrence 1898], provided the perfect

activity to encourage these 'standards'. Gymnastics

encouraged increased moral consciousness and health

through its emphasis on remedial and therapeutic work. A

notion of 'service' to others was implicit and training

involved work in local clinics, orphanages and, at

Anstey, the taking of classes at Public Elementary

Schools. Future teachers of P.E., therefc're, were

encouraged into a role of 'helper'. They were learning

to service others, just as in later life they would

service husband and children. Interestingly games

playing, both in the colleges and in the hi gh schools,

encouraged a similar servicing role. Whereas the boys of

the public schools and grammar schools were being taught

leadership	 qualities	 through	 character	 building

exercises on the playing fields, their sisters were

encouraged	 into team games to develop a moral

consciousness relating to the unquestioned discipline of

rules arid regulations.. Penelope Lawrence [1895]

considered games as "more satisfactory than any other

exercise". Their importance lay in their ability to

train character and thus involved an educaticin "in.

obedience to law and in acting together to a common

page 160



end". Young men were encouraged into games "to make a

man of you" Espringhall 1985]. Leadership, dominance,

decision-making were promoted on the rugby pitch and

cricket field. Games playing developed their masculinity

and adult masculinity was intrinsically associated with

mature male sexuality. Boys needed to develop a form of

sexuality involving activity, initiative and control in

order to develop into acceptable manhood. For girls

sexually appropriate behaviour involved modesty,

passivity and responsibility. While team games allowed

for energetic activity, they 	 were	 controlled	 by

restricted direct contact with other players or the

hockey/lacrosse ball. These games were acceptable

because there was an implement between the ball and the

player. Physical contact was tabboo on the playing field

and within the gymnasium. Netball, while allowing

contact with the ball, was adapted for girls in its

restriction of space, reduction in speed and avoidance

of physical contact.. "In all activities girls' bodies

are extended and constrained in this choreography of

their future which they learn unconsciously in legs,

arms, hands, feet and torso" [Okeley 1979:132]. Women

needed 'protection', not only for their future

reproductive function, but from any hint of sexual

contact or sexual awareness. They were responsible for

maintaining modesty and the connections between

childhood, femininity and asexuality were supported by

physical education. The opposition to girls playing team
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games was linked clearly to the concern that it woLtid

affect their development into ideal femininity and moral

womanhood. The image of women faced two directions - the

virgin or the whore [Jackson 1992].. 8y undertaking

'masculine' pursuits young women would be in danger of

developing 'masculinity'. Thus, the pioneers of physical

education trod the new path to physical activity with

restraint. They, at no time, challenged the ideology of

women's sexuality arid were careful to adapt and

encourage new physical pursuits which could incorporate

this ideology and thus contribute to its continuation.

The existence of limitations to the new found freedom of

physical exercise, imposed by assumptions around young

women's developing sexuality, was most apparent in the

reforms in women's dress and clothing which, as

discussed earlier, took place at the turn of the

century. P.E contributed to these innovations by the

development of the gymslip and tunic which allowed for

greater freedom of movement than previously had been

considered socially acceptable or sexually appropriate.

Yet these changes retained an emphasis on modesty and

carefully masked any hint of the developing sexuality of

young women. As Okeley [1979:131] reports:

our bodies were invisible,
anaesthetised and protected for one man's
intrusion later. As female flesh and
curves,we were concealed by the uniform.
Take the traditional gymslip - a barrel
shape with deep pleats designed to hide
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breasts, waist,hips and buttocks, giving
freedom of movement without contour..

Morality and modesty - sexually appropriate behaviour -

remained the firm responsibility of girls and young

women through their appearance and behaviour. Physical

education, although liberating women from many bodily

restrictions and conventions of dress, was careful to

protect the sexuality of young women with a

reaffirmation of 'feminine' modesty and 'desirable'

dignity.

From this excursion into the history of the origins of

P.E. it is apparent that ideolc'gies of femininity,

motherhood and sexuality underly the development of P.E..

and have become inte grated into its traditions and

practice. It is important to recognize that the

develc.pment of P.E. in secondary schools for girls was

not simply a progressive movement which contributed to

women's increased access to physical activity and the

experience of freedom of movement. The development of

P.E.. did not occur in isolation but reflected the

social, political and economic position of women in the

late nineteenth and early twentieth centuries. It was

part	 of	 the move towards increased educational

opportunities for women and the demand for more sport

and leisure activities.. Ideologies about women's

ability, rc.le and behaviour became institutionalized

within the P.E. profession such that secondary school
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girls experienced a subject which, on the one hand

contributed to their liberation in terms of dress,

opportunities for physical activity, and access to a

future profession, but, on the other hand, reaffirmed

clear physical sex differences, their future role as

mother and the boundaries and limitations of women's

sexuality. Furthermore, working class girls had to wait

many years before they could begin to experience similar

opportunities of physical activity.. It was the legacy

from the elitist, middle class schools of the nineteenth

century which provided the basis for the comprehensive

system of girls P.E. which eventually entered the

tripartite system of schooling in the post 1944 era..

The following section considers the extent of this

legacy, in relation to gender ideologies, by tracing the

developments in P.E. from those early beginnings through

to our more recent past. This section will provide only

a schematic insight into the more detailed history of

P.E. in the twentieth century. However, the major

developments in P.E. will be considered in relation to

the broader educational and social changes experienced

by women as the twentieth century progressed..

page 164



P.E. in the post 1918 era

Bets4een the I'!ars

By the end of the First World War P.E. in the new

secondary schools for middle class girls had undergone

approximately fifty years of development. It had reached

the stage where more and more secondary high schools

included a comprehensive system of P.E. in their

curricula and the P.E. teacher training colleges were

flourishing. The circle was reaching out further as more

trained teachers entered the schools,encoura ged P.E.

development and initiated the progression of more

secondary school pupils along the path towards teaching.

Vet this progression continued to experience opposition

and throughout the second decade of the twentieth

century opposition to women's sporting activity and

girls' schooling experiences c'f P.E. continued with

considerable fervour. Dr. Arabella Kenealy published her

book 'Feminism and Sex Extinction' in 1920 in which she

spelled out the damaging effects of strenuous pursuits

such as hockey cm	 the feminine image and on women's

capacity to feed their future offspring! The 1922

British Medical Journal Report of 'The Physical

Education of Girls' was not so heavily opposed to P.E.

for young women, but was careful to warn that:

games and sports tend to foster a love of
pleasure detrimental to home and other
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interests, and to lessen womanly
qualities... injurous effects may come
from injudicious exercising on gymnastic
apparatus.

The general mood amongst physical educationalists,

however, was positive and their developments continued

within a framework which was tempered so as not to

antagonize or challenge the 'medical' position too

directly. A new textbook on 'Gymnastics for Women'

written by Braae Hansen, a lecturer at the College of

Hygiene and P.E., Dunfermline, was reviewed in the

Journal of Scientific Physical Training at this

time..This text reflected the continuing acceptance of

inherent physical sex differences which must be heeded

in the teaching of girls:

- there are a fair number of teachers
who maintain that gymnastics for men and
gymnastics for women can and should be
conducted along the same lines, with the
modification,	 that	 as	 women	 are
muscularly	 weaker	 than	 men,	 their
exercises should be less vigorous. Such
teachers are far behind - many
differences are inborn.., any attempt to
minimize them, would not be beneficial to
the individual or the race.

[Journal of Scientific P.T.]
[Vol XI 1918-1919]

The suggestions for 'suitable' gymnastics for women

included the 'avoidance of too sudden vigorous

exertions' with gymnastics keeping 'the feminine form of

movement not sharp or	 marked'.	 This emphasis on

'suitable' exercises for women was reflected in a
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positive review for a new book in a later edition of the

Journal of Scientific Physical Training [1919-1920]. The

article praised a publication by Max Parnet [1929] -

Woman her Health and Beauty. Its main strength was seen

to be that it had:

drawn LI a series of movements easy to
understand, suitable for home performance
and aiming at the acquirement of health
and beauty.

Obviously	 these	 three	 attributes	 were extremely

desirable for women's physical leisure activities!

The 1920s continued to emphasize the therapeutic and

remedial nature of physical educaticin, which had gained

momentum from the war years, when the necessity for

massage and rehabilitation from the hospitals had

provided an obvious ojective for women's P.E. colleges.

The stress on medical gymnastics was obvic'us in an

advertisement for Liverpool Training College published

in 1927. The	 advertisement included the following

details:

- Provides a professional training for the education of
women in remedial and educational gymnastics.

- Games (hockey, lacrosse, tennis, badminton, rounders,
cricket)

- Recreational and Rhythmic Exercise
- Dancing (Rhythmical, Classical, Operatic, Folk and

Social)
- Swimming - Fencing - Rowing, Girl Guide Work
- Theory, Anatomy, Physiology, Hygiene - Massage -
Medical, Electrical, Anatomical

[Journal of Scientific P.T. Vol XIX 1926/1927]
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The major change in P.E.. in the late 1920s was the

gradual move away from the Ling system of exercise. This

development was largely through • the work of Eli

Bjorksten who encouraged more rhythmical gymnastics with

the use of music. Althou gh her main text 'Principles of

Gymnastics for Women and Girls' was originally published

in 1918 it was not until the translated, revised edition

appeared in 1932 that the true impact of her work was

felt. Advocates of this system had begun to develop work

in the colleges during the 1920s, but the developments

filtered through to the schools in the early years of

the 1930s. The most striking feature of this new

gymnastics was the continued concern for women's

'natural' predispositions. The book provides a wealth of

information concerning excessive strain or damaging

movement.. It warns against 'ungainly' movement and

suggests that "the wish for beauty in gymnastics is one

worth gratifying" tBjorksten, 1932:44]. It covers many

pages	 explaining	 the physical	 inferiorities	 and

weaknesses of women, finally concluding:

In a comprehensive review of the most
noticeable differences in physique
between men and women we find that women
are, in almost every respect inferior.
Disregarding the fact - which may be
taken for granted - that this difference
is in accordance with the purposes of
nature, we who have to develop women's
gymnastics	 must	 start frc'm existing
conditions. A woman's more delicate
physique requires appropriate exercises.
There must be no attempt at training a
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muscular	 power	 which	 is	 quite
disproportionate to her capacity, no
exercises which are harmful to her body
and alien to her mental tendancy.....
Womanliness in the real meaning of the
term must not be lost sight of in
gymnastics, the aim of which should be to
form a type of woman who, more than has
ever been the case, before in civilized
societies, is able to fulfil her c'wn
special function - motherhood.

EBjorksten 1932: 142]

The	 transition to a more	 rhythmical	 gymnastics,

therefore, did little to challenge assumptions around

gender. Indeed the main advocates of rhythmical

gymnastics, clearly followin g Bjorksten's directions,

basecJ their activities on an acceptance of biological

inferiority and difference, and on the need to protect

women for their future mothering role..

In the inter-war years P.E.. became consolidated as a

comprehensive subject including gymnastics (both Swedish

and rhythmical), outdoor games,some dance, and swimming.

Yet it remained predominantly a subject for, the

privileged schools of the middle classes. Educational

opportunities for the working classes, however, were

expanding slowly and although P.E. remained a 'two

nations' system [Fletcher 1984] some of the innovatory

work began to spread to the developing senior schools of

the elementary system.

This commitment to increased P.E. within state education

gained momentum immediately after the first world war
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when there was a naticunal concern for the physical

fitness of the younger generation [McIntosh et al 1957].

For girls the eugenic overtc 'nes of such concern remained

dominant, as their fitness was concerned primarily with

ensuring the health of the future generation. One of the

major practical effects of this concern was the forging

of more direct links between the medical profession and

school P.E. This took the form of medical inspection in

the schools with the Board of Education report on P.E.

each year coming from the Chief Medical Officer within

his overall report on 'The Health of the School Child'.

In addition, a system of P.E. organizers was introduced.

Their function was to liaise between schools and

L.E.A's and to organize courses, day schools and summer

camps in P.E. activities.By the end of 1936 organizers

were well established for P.E., with 222 employed to

cover 169 L.E.A.'s [Board of Education Report, 1936].

These organizers were drawn from the specialist teacher

training colleges and, in this way, the ethos and

teaching of P.E. developed in the privileged high

schools and public schools, was gradually extended to

the state system of education. However, the gap between

the 'two nations' remained quite wide for even with the

increased enthusiasm for secondary education for all

children [Board of Education Report 1926], cipportunities

for older girls remained limited and the P.E. within the

schools available, remained restricted by lack of

facilities and trained teachers [Board of Education
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Circular 1445 1936]. Furthermore, it was not until

the Circular 1450 on Clothing and Shoes for Physical

Training in 1936 that serious consideration was given to

wearing specific, suitable clothes for P..E. Prior to

this:

all that was required was that outer
garments should be discarded so as to
ensure that the ordinary clothes did not
hamper free movement.

[Board of Education Circular 1450]
[1936: 156 Item 3]

P.E. for workinci class children had been hampered by

these factors and did not receive the changes enjoyed by

their middle class sisters until after the second world

war.

Therefore, between the wars P.E. continued to be the

privilege of the middle classes. Steps were under way to

develop P.E. in the state schools but this was limited

by a number of circumstances. What is clear is that the

desired P.E. towards which these schools were moving,

was the system developed during the nineteenth century

and it was these traditions that were to be transferred

to the teaching of all girls in the post second world

war	 era, as 'Secondary Education for All' became

available.	 Where	 facilities remained limited, for

example in city schools where playing fields were

unavailable, the games adopted were thc.se requiring

playground space only. Therefore a 'two nations' system
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could be seen to continue with regard to some of the

activities pursued. However, the attitudes and ideas

underlying the formation of these activities remained

those behind the development of such sports for girls

and women. Ideologies of gender were integral in the

development of P.E. in the original high schools and

these ideologies were transferred through as P.E. became

a more acceptable and available subject for j girls in

secondary schooling.

Ph ysical Education in the Post P/ar Context

Post-war England and Wales experienced considerable

educational and social change, particularly in

relationship to women. The post war years saw a

"re-evaluation of the benefits of family life" with the

"central role of the mother as child-rearer and

housekeeper" [Smart 1984:49]. The idec'lc'gy of the family

brought with it an emphasis on the relationship between

mother and child ' and the importance of socializatic'n

and family life [Birmingham Feminist History Group 1979;

Wilson 1977]. The Beveridge Report [1942] and

Beveridge[1948] within the framework of the welfare

state, firmly reasserted women's role as voluntary

carers within the family [Wilson 1980]. The concern for

the family reflects the experiences of disruption caused

in the wartime period. The family as a unit was seen as

a vital stabilizing force on society. As with the years
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following the First World War, there was anxiety over a

falling birthrate and a need to replace the population

losses. As the baby boom of the late 1940s demonstrates,

many women returned to a motherin g role [Wilson 1980].

Wilson [1980:33] suggests:

Universal free education for the young
adolescent created an opportunity to
educate girls for their future role as
wives and mothers.

Newson [1948] epitomized the attitude that prevailed,

which viewed women as biologically different but equal

to men This ethos stressed the importance of 'feminine'

and motherly virtues which should be lauded and

encouraged as important values for our society:

The future of women's education lies not
in attempting to iron out their
differences from men,to reduce them to
neuters, but to teach girls how to grow
into women and to relearn the graces
which so many have forgotten in the last
thirty Years.

[Newson 1948: 109]

The 1950s and 1960s brought a continuing emphasis on

child-centred learning, which for girls meant the

centering of attention on their 'natural' attributes and

their future role as wife and mother. Where they were

prepared fc'r work it was for a female world reflecting

the clear sexual division of labour. Physical education

during the post-war period underwent several major

changes, including a major break with tradition as
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Ling's Swedish system was finally replaced by a new

approach to teaching gymnastics. Laban's movement

approach took the female RE. world by storm and by the

late 1950s modern educational gymnastics and modern

educational dance were well established in girls' P.E

departments throughout the country. No longer were these

initiatives directed solely towards a middle class

elite, as an expanded teacher training system, with the

introduction of 'wing' colleges, ensured more in-depth

P.E. training for teachers entering all sections of the

tripartite school system° This shift to a framework

incorporating Laban's techniques fitted perfectly into

the broader educational ideals of the time and the

assumptions that prevailed around girls' schooling. Just

as Ling had ideals of womanliness inherent in his system

of exercise so Laban stressed creativity, co-operation,

unity and aesthetic discovery. As male P.E. moved closer

towards scientific enquiry around anatomical and

physiological questions and an enthusiasm for circuit

training	 and	 competitive	 games'	 women's	 P.E.

re-emphasized and celebrated 'feminine' qualities.

Although competitive games remained at the forefront,

movement principles were used for skill learning in team

games based on learning by discovery with shared

experiences emphasizing the co-operative element in team

sports.

The 'different but equal' ethos prevalent in girls'
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schooling was reflected in the continued separation of

P.E. even in. mixed secondary school situations. Girls

were seen to require a different physical education to

boys based on• different 'natural' abilities and

interests. The developments in women's PE. reflected

a different attitude of the female P.E. profession

towards competition and a scientific	 approach	 to

movement. Whereas pre-war physical training had utilized

scientific elements to develop a therapeutic and

remedial approach, stressing posture and appearance

together with caring qualities, the post war scientific

enquiry was seen to be more 'masculine' in approach

concentrating cm tests, measurements, skill acquisition

etc. Sports science as a subject was to develop from

this scientific approach adcupted . by male P.E.	 Female

P.E	 distanced itself from these developments and

remained bound up within its movement principles.

The late 1960s and 1970s saw the move towards

comprehensivization spread throughout the country. A

policy of 'equality of opportunity' had been adopted in

the 1960s as concerns over class inequalities within

education drew from the academic debates of the new

sociology of education. Flexibility, variety, innovation

became the watchword of education with the launching of

the Nuf field Foundation (1962), The Schools Council

(1964) and numerous projects designed for mixed ability

teaching and more 'progressive' approaches to learning.
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The 'movement' approach to P.E. fitted into this

framework perfectly. As teaching methods were adapted,

organization of groups reorganized, curricula rewritten,

'movement education' encompassed this 'new' progressive

philosophy:

Movement is an activity of the whole
perscun, and not only is the physical side
important but also the intellectual,
emotional and intuitive aspects of the
personality are brouqht into play.. - The
inner experiences gained in the art cif
movement awaken vitality, creative
impulses and sensitive reaction to others
and encourage harmonious development..

ERussell J. 1958]

Yet 'equality of opportunity' throughout this period was

concerned primarily with issues of class, other groups

in society i.e. women, ethnic groups, were given little

at tent i cun.

In theoretical terms the 1970s brought a changing

emphasis, as ecc.nomic recession closed in on educational

expansion and the women's movement began to regroup. The

concept of patriarchy was developed to help

theoretically explain the recognised oppression of girls

and young women (see Chapter One). The 1975 Sex

Discrimination Act made it unlawful to discriminate in

terms of sex (although some areas were exempt from the

Act e.g. Sports Clubs) and women began to question the

school system in relation to gender differentiation and
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the reinforcement of ideologies of gender.The

transference of theory into practice, however, was less

obvious and by the 1980s studies relating to gender and

schooling continued to highlight the inadequacies and

inequalities in the education system.

Throughout this period the major development in physical

education was the introducticun of options. These

developed during the seventies for the upper years of

secondary schooling partly as a response to the raising

of the school leaving age to sixteen years and partly

due to a renewed interest in the connection between P.E.

and future leisure participation. PE. continued to be

taught, almost exclusively, to single sex groups and it

was riot until the 1980s that questions relating to mixed

versus single sex P. E. began to be seriously considered.

Conclusion

This chapter has traced the development of P.E.. from its

nineteenth century beginnings, in the 'new' girls high

schools, to the present situation in the 1980s.

Unfortunately space does not allow a more detailed

historical examination but the chapter has attempted to

place the develc'pment of girls' P.E. within its social

context and particularly in relation to the broader

developments in	 education and sport/recreation for

women. Many issues could have been discussed in more
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detail including the changes in teacher education to a

degree entry profession and the disbanding of the

pioneering specialist P.E. colleges throughout the 1970s

as all teacher education became reorganized. Fletcher

[1984] presents a thorough and detailed examination of

these events.

However it has been established that gender ideologies

relating to femininity, motherhood/domesticity and

sexuality have underpinned P.E. policies arid practices

throughout its development. These ideolo g ies are by no

means fixed but adapt according to the social, economic

and political climate. The following chapters will focus

more closely on contemporary P.E. in the 1980s in order

to determine whether similar ideologies can be

identified in the current policies, priorities arid

practices of P.E. teaching..
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HEPTER FOUR

THODOLOGY
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Introduction

The aim is not to prove absolute truth or
value freedom, but to observe, study,
record and analyse a group of people with
scholarly credibility, sociological
imagination and theoretical relevance, in
order to achieve a clearer understanding
of their	 experiences both	 as they
perceive them,	 we research them and
societal	 structures	 interact	 and
influence them.

EDuxbury 1984:32]

The above quotation introduces some of the debates which

have dominated social science methodology over the past

few	 decades: positivistic v naturalistic research;

objectivity	 v subjectivity; 'hard' v 'soft' data;

structuralism	 v ethnomethodology. Inherent in the

statement is the significance of both social structure

and the practices of	 agents within the research

Si tuat ion.

This research project, focusing on gender and girls'

P.E., starts from a similar premise. Before outlining

the actual techniques/methods adopted it is important to

examine some of the methodological issues raised by the

research and to consider why certain methods are

considered to be more relevant than others for the

investigation of gender relations and divisions in a

state institution (education).

In considering the research methodology it is important
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to return to the first seeds of interest from which the

research grew and developed. The research did not

develop from a desire to investigate a specific problem

that was 'out there' requiring explanation and proof. It

developed out of the personal experience of teaching

girls' P.E., work with adolescent girls and a growing

personal commitment to feminist politics. Immediately

this challenges the basis of positivistic methodology

which claims neutrality and 'hygienic' research [Stanley

and Wise 1983]. Feminist researchers [Graham 1983,

McRobbie 1962, Smith 1974, Stanley and Wise 1979, 1963]

have argued forcefully that sociological research, far

from being neutral,	 has reflected gender bias by

concentrating	 on man's	 social	 world,	 and	 male

definitions of knowledge and 'truth' which has been

validated	 by	 male researchers and	 theorists.

Positivistic research has consistently denied the

influence of both the researched and the researcher on

the research process [Cain and Finch 1980]. As Stanley

and Wise [1979] point out, however:

• -. the personal is not only the
political, it is also the frequently
invisible yet crucial variable present in
any attempt to 'do' research. We
emphasise that it should not be absent
from 'doing feminist research'.

Thus this research starts from the acceptance that all

research is 'grounded in consciousness' and that the

personal and political commitments and experience of the
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researcher inform and are integral to the research

methodology EStanley and Wise 1983]. This suggests that

research cannot be value-free and rather than denying

politics, experiences and consciousness, as has been the

tradition of masculinist sociological methodology, it

recognizes that all research involves a relationship

between researcher and researched. The research project

has developed out of a feminist theoretical position

which recognizes women's oppression and sees the need to

investigate an important aspect and experience of girls'

and young women's lives in order to challenge gender

divisions and inform future policy. Thus, as Harding

[1987:6] points oLit:

the researcher appears to us not as an
invisible, anonymous voice of authority,
but as a real, historical individual with
concrete,specific desires and interests.

Not only have feminist researchers criticized

positivistic (quantitative) methodology.. Naturalistic

research has its origins in the early work of the

Chicago School in the 1920s and 193Os. Although

sociology in the 1940s and 1950s attempted scientific

credibility through the adoption 	 of	 surveys and

statistics as the dominant research form, the 1960s saw

a return to the development of qualitative

methodologies (interactionism, ethnoqraphy) from broader

ethnographic work, at the basis of social interactionism
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to the micro-world of ethnomethodology. It was argued by

qualitative researchers [e.g. Schatzman and Strauss

1971; Lofland 1972; Johnson 1976] that:

in order to explain social acticuns we
must understand the perspectives - the
perceptions,interpretations, intentions
and motives - of the people involved....
quantitative methods, 	 by	 their very
nature impose the researcher's own
categories rather	 than exploring the
perspectives of the people in the study.

[Hammersley 1983:3]

The use of qualitative methods, such as participant

observation and ethnography, has become popular for

research in educational settings [Hammersley 1983;

Spindler 1982; Corrigan 1979; Willis 1978; Woods and

Hammersley 1977]. Yet, while the concern has been less

with 'objectivity' and 'hard' data, there often remains

a gender bias in relation to both researched and

researcher. 4 There has been also a tendency to

concentrate research attention on the investigation of

the 'powerless' in society. The world of the powerless

has provided the setting for in-depth micro-analysis,

with the criticism that while it provides detailed and

important evidence of experiences,it fails to locate

these experiences within their structural contexts. As

Smart [1984] argues:

in the context in which the powerful are
never, or rarely, studied, more research
on victims or powerless parties does
create an overall impression that these

page 183



are the people that need to be
researched, these are the ones that are
out of step with 'social norms' or who
are causing the problems. And we also
know from experience that
well-intentioned research which reveals
the extent of poverty or oppression
sexism or racism does not necessarily
have any effect on state policies. It is
discredited or ignored while generations
of sociologists go on rediscovering the
same or similar social conditions.

[Smart 1984:150]

Smart's argument is important, for while the debates

between structural Marxist analysis and micro,in-depth

investigation continue, particularly in educational

circles, feminist research has begun to recognize the

significance of practices, not just systems and

structures, to the question of power [Smart 1984]. Also

there is a direct link between feminist research and

political action. Research informs practice. As Stanley

and Wise [1983] state:

If we are to resist oppression, then we
need the means to do so. ... Withc'ut
knowing how oppression occurs we cannot
possibly know why it occurs; and without
knowing how and why it occurs we cannot
find out how to avoid its occurrence, how
it is that liberation might be achieved.

This research begins from an awareness and analysis of

gender power relations and identifies the need to look

at Physical Education both in its institutional,

structural form and in the practices of those who hold

power i.e. advisers, heads of department etc. Studying

the structures of P.E. alone would not necessarily
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reveal ideological positions and the aim of the research

is to examine structures and practices which may sustain

or reproduce gender inequalities,as well as the

ideological underpinnings of this institutional form.

As has been discussed, a major question for research

concerns the selection of apprc'priate methods of

enquiry. In their criticisms of sociological research,

feminists differ in their acceptance of traditional

methods.Roberts	 [1981]	 argues	 for	 a	 non-sexist

methodology which does not adopt sexist practices. Her

emphasis is not concerned with adopting either

quantitative or qualitative techniques but rather on the

intent, practice and language of research. This is in

agreement with Graham [1983] who criticizes work which

relates objectivity and the production of factual,

statistical data to research by and on men, with

qualitative research deemed	 more • suitable for the

experiences of women. This, Graham argues, simply

reinforces the divisions which feminist research sets

out to challenge and destroy. Kelly [1978] also makes

the point that 'feminism' can influence the choice and

analysis of research but must, for her, remain separate

from the research process. 	 Thus, in her opinion,

feminists	 can undertake quantitative 'traditionally

scientific' research whilst remaining politically

committed to feminism. Stanley and Wise [1983] emphasize

different aspects of feminist research. They are in
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agreement that there can be no simple relationship

between feminist research and particular methodologies

but stress that the research must be grounded in

feminist consciousness, researchers as women,and the

relationship between researched and:, researcher. This

would appear to challenge Kelly's standpoint and suggest

that feminist research cannot use conventional

quantitative techniques in their traditional form.

There are, however, no clear	 answers to these

methodological	 debates	 but	 the discussions which

continue to take place within feminist circles have

influenced and informed this research project. In

agreement with Stanley and Wise E1983] the research is

grounded in a feminist consciousness and is grounded in

feminist theory (see Chapter One). In order to

understand the structures, policies and practices of

P.E., research is necessary at a range of levels.. The

research is based on a critical understanding of gender

within capitalist patriarchy (see Chaper One) with the

primary aim being to investigate how Physical Education,

as a fundamental aspect of a state institution

(educatic'n), contributes to the maintenance, production

and reproduction of gender inequality. The adoption of

quantitative techniques which reduce the analysis to a

discussion of organisational 'facts' is inadequate and

inappropriate	 for critical feminist research which

situates gender inequalities in schooling in wider
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structural and ideological contexts. While it is

important to knc'w what is taught tc' girls in their P.E.

lessons, how often they have curricular and extra

curricular activities etc., this can only identify

inequality at an overt level. It is also necessary to

look more deeply and qualitatively, at the attitudes and

ideas of those who are the decision makers in the school

P.E. situation (i.e.. Advisers, Heads of Department) and

at their practices in the everyday situation of RE.

teaching.

Thus a number of research methods have been adopted in

order to obtain a full and complete 'picture' of girls'

P.E. These are:

1. Library Research.. To provide informed
historical and political contextualization for
the contemporary material. It involved searches
of primary and secondary source material
including	 Educational documents and reports,
original	 journals	 and	 autobiographical!
biographical accounts of those involved in the
picineering of girls schooling 	 and	 Physical
Education in secondary education.

2. Structured, open-ended interviews with key
decision-makers. These aimed to gather
information in two categories:

ci) General information about the
teaching of P.E. in each secondary school
of the research L..E.A. This included
statistical data and detailed information
on organisation, content,teaching
methods,staffing etc.

cii) Personal	 attitudes	 of	 the
interviewees towards girls' P.E..
including girls' physical abilities and
capacities, the suitability of girls for
specific activities, aims and objectives
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of their teaching, etc.

3. Observation in case study schools. This aspect
of the research aimed to look at how the stated
policies and perscinal attitudes of the key
personnel in P.E. are articulated in practice.
Thus the everyday practices of P.E. were observed
with the opportunity to conduct more informal
interviews and discussion with those involved in
the teaching and organisation of girls' P.E.. in
selected schools.

Therefore the research does not use a 'feminist method'

but is based on a feminist methc'dc.logy which

acknowledges the need for research on women and gender,

is grounded in the experiences of researched and

researcher, develops out of feminist theory and is

subject to 'ongoing attempts to understand, explain,

re-explain, what is going on.' [Stanley and Wise 1983].

Most importantly,throughout the research process there

is a continual link between theory, empirical research

and political response.

The following section will consider the research method

in more detail, particularly noting the techniques

adopted and the difficulties encountered during the

period of investigation.
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Research Techniques and Data Collection

fccess

Bell [1978] suggests that gaining access to 'powerful'

people for research interviews can be problematic..

Although teachers generally would not identify

themselves as hc.lding power, this research project

considers that teachers of Physical Education are in a

strong position in terms of policy decisions relating to

the teaching of P..E. [Evans 1986]. Thus, having selected

a research L.E.A., the first step in the research

process was to gain access to the heads of department of

girls' PE. It is at this initial stage that the past

experience of the researcher, rather than being ignored

or denied, became invaluable. Unlike Bell's findings,

this stage of the research, although time-consuming

presented few difficulties. The primary reason for this

was that the researcher had been a teacher of P..E.

within the research L..E.A. This confirmed the value of

selecting a locality for the research which was not only

known to the researcher but also where the researcher

was known to the L.E.A. There exists a well-established

suspicion within the teaching profession of researchers

who are seen to live in a privileged world, with little;

real understanding of the 'chalkface' reality of

everyday life in front of pupils. s the researcher was

a qualified teacher who had taught in city comprehensive
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schools, there develciped an immediate bond between

researcher and researched. This relationship existed

throughout all the stages of the research and was

important to the successful gathering of material.

Official access to educational research in schOols is

negotiated through the Local Authority Education Office

via the specialist advisory staff. At this stage of the

access procedure the P.E. Adviser was of central

significance to the teaching of PE throughout the

authority. Therefore, it was decided that an initial

strutured interview would be carried out with the female

P.E.	 adviser.	 This interview was conducted	 as

preliminary to the interviews with the heads of RE. and

the case study observations.

The Interviews

Before discussing in detail the different stages of

interviewing it is necessary to consider interviews as a

method of investigation and the particular issues that

arise when interviewing women.

Interviecli7p

Traditionally interviews have been seen as one. of the

most important methods of finding out about people. As

Shipman E1972:76] comments:
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The asking of questions is the main
source of social scientific information
about everyday behaviour.

The interview is scumething viewed as a one-way process,

where the interviewer gathers information but there is

limited personal interaction between interviewee and

interviewer [Goode and Hatt 1952; Benney and Hughes

1970]. The intention is to gain information from an

'objective' stance and the 'distance' established is

aimed to establish data collecton without the bias of

personal meaning or intervention. Within this process

there is a clear and intentional hierarchical

relationship between interviewer and interviewee, with

the former holding the experti5e and the latter being

the passive respondent.

Recent feminist work has developed a critique of this

traditional textbook approach to interviewing which

challenges many of these basic assumptions [Finch 1984;

Oakley 1981; Stanley and Wise 1984].

Oakley [1981] argues that when women interview women

they cannot	 stand 'outside' the research process,

particularly when	 that	 research	 is grounded in

consciousness and is attempting to: validate and

understand women's personal experiences. As Duxbury

[1986:37] points out:
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A	 feminist	 interviewing	 women	 is
partially	 inside the	 culture	 and
participating in what she is observing.

Oakley states that there can be no 'objective' stance

and is in agreement with Bell and Encel [1978] who argue

strongly that jj research is political, whether it is

investigating personal situations, state institutions or

is carried out by large scale research organisations..

Thus Oakley argues that in interviewing women she is

putting her feminist politics into practice which,

through necessity, must involve a two-way process. For

this two-way process to evolve there must be interaction

and response from the interviewer and a challenge to the

inevitable power balance between interviewer and the

women interviewed. In agreement, Stanley and Wise [1983]

suggest that the interviewer must attempt to make

herself 'more vulnerable' by responding to questions and

contributing her own personal experiences to the

interview - although Smart points out the limits of this

when interviewing the powerful. As can be seen this is

in direct contrast to the 'hygienic' research prescribed

in the classic methodology texts on interviewing

techniques.

This research pro.ject, as has been stated, is grounded

in feminist theory and recognizes the importance of

personal experience and politics to the research

process. The interviews were initiated, therefore, from

a position which was sympathetic to the critiques of
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Oakley [19813, Finch [1984] and Stanley and Wise [1983].

The following sections will cc'nsider the various stages

of interviewing and will identify the problems which

arose in attempting to apply a feminist methc.dc'lc'gy of

interviewing women to this particular research project.

The P..E Pdviser - the initial intervie

This initial interview took place at the education

offices and was arranged both to gain information from

the adviser and to secure her support for future

interviews	 in	 the	 schools of	 the L.E.A.	 A

semi-structured interview schedule was used [See

Appendix Four]. The introductory questions were aimed at

obtaining factual information involving straightforward

and direct responses. This was useful in that it

provided important background material on the teaching

of P.E. in the authority and provided a good

introduction to the interview allowing time for both the

interviewer and the adviser to relax into the interview

situation. The second part of the interview introduced

questicins which were constructed around more specific

issues but left more open-ended to encourage more

detailed in-depth responses. In order to discuss openly

her attitudes, ideas and values, the adviser had to feel

comfortable in the situation and be given the

opportunity to express herself freely. The open-ended

nature of the questions meant that the adviser could
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provide detail and discuss her attitudes and opinions

without being cut short in her reply or forced into an

immediate response which did not adequately reflect her

feelings and ideas. It was	 for this reason that

semi-structured	 interviews were considered more

appropriate for this research than fixed-choice

questionnaires. As Galtung [1967] points out, by using

techniques such as questionnaires, information is lost

by structuring the responses of the interviewee into

preconceived categories and, also, by structuring the

mind of the researcher into neat, distinct compartments

of required information. The interview was taped using a

small	 hand-held	 recorder,	 permission having been

obtained prior to the interview.

The success of this initial interview with the P.E.

adviser was evidenced not only by the material collected

but also by the access it gave to the other teachers in

the L.E..A. Following the interview the adviser invited

the researcher to attend her next meeting with the heads

of girls' P.E. throughout the authority. The researcher

was invited to give a talk to the heads of department on

the research and was provided with a forum to discuss

the topic of 'equal opportunities' in a group situation.

This meeting proved invaluable because it not only gave

the researcher the opportunity-to meet the P.E. staff

but it allowed contacts to be made,interviews arranged,
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and discussion initiateth Furthermore it confirmed the

support of the adviser fray the research in the eyes of

the teaching staff which ensured a positive response for

requests for interviews from the majority of the heads

of girls' P.E.

Pilot Tht€rviews

Having interviewed the adviser and gained permission to

approach each individual schcaol in the L.E.A.,, an

interview schedule was drawn up for the interviews with

the heads of department This was a similar format to

the interview conducted with the adviser and it included

some initial factual questions about RE. in the school

and then a series of open-ended questions probing, in

detail, attitudes and ideas about	 girls' physical

abilities, capacities; 'suitable' activities;

constraints on participation etc. The literature review

[Chapters One and Two] and most specifically the

historical research and analysis [Chapter Three]

informed the construction of the interview questions.

Once the traditions and ideological underpinnings of the

P.E. curriculum had been identified the main purpose of

the interviews was to discover whether similar ideas and

attitudes underpinned the policies of contemporary RE.

This interview schedule was used 	 in	 three pilot

interviews which were conducted with P.E. teachers who
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worked outside the research L.E.A. and were intended as

a trial to determine whether the interview as it had

been constructed achieved its aims. These pilot

interviews proved most useful. Although the cc'ntent was

not changed significantly it provided vital technical

and verbal experience of conducting the interviews.

Although the questions were open-ended it soon became

obvious that	 prompts were required to keep the

respondent in the area of questioning. If left

unstructured not only was there a considerable input of

material which had no bearing on the research project,

but it resulted, also, in over-long interviews. In

addition, the pilot interviews were useful in gaining

more experience of conducting interviews e.g. learning

to listen; knowing when to probe or develop further

questions; etc.

Following on from the adviser's interview, the

interviews were tape recorded with permission. This was

necessary as it would have been difficult to record in

writing the responses to the open-ended questions.

Although taping interviews involved lengthy

transcriptions it proved a more accurate and efficient

method of recording, collecting and comparing material

than note-taking.
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Interviews with the Heads of Depart,,ent

Interviews were carried out with heads of girls' P.E.

departments and with all peripatetic P.E. staff who

worked within the authority. The interview schedule

adapted from the pilot studies was used [See Appendix

Four]. The interviews lasted between 30 minutes and 80

minutes depending on the situatic'n and they were

conducted in school during the lunch break, a 'free'

teaching period, or immediately after school. Locating

the interviews within school settings provided the

cipportunity to visit each girls' P.E. department and

observe the facilities as they functioned. On the whole

the teachers were keen to be interviewed and it became

clear that the research credibility was enhanced by the

researcher's previous experiences teaching in the

authority. This created a relaxed rapport between

interviewer and the teachers, with the acceptance of the

researcher as 'one of them' rather than an 'outsider'.

This was of particular importance given the pressures

teachers were feeling, at the time of the research, over

accountability, reorganization plans,etc. Furthermore

it provided an open forum in which the teachers appeared

at ease, and willing to discuss personal attitudes and

views about policies and practices of P.E. teaching. It

was vital that the teachers did not feel threatened,

undermined or that their working constraints were

misunderstood. An 'outsider' could have had more
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difficulty breaking through the 'research barrier' to

reach the deeper, more personal attitudes and views held

by the interviewees towards their teaching and P.E. in

general -

Iggacs iPrising Froi the Interviews

The interviews raised a number of important issues

regarding their use as a research technique and, more

specifically, the feminist critiques of women

interviewing women. Smart [1984:153] identifies an area

which she found crucial to her research intc ' the law and

the practices	 of solicitors, magistrates, etc. She

comments:

One important element in all this vetting
was how the researcher presented herself
and a vital element of that was dress.
Discussions on doing research rarely
consider dress and yet this was
experienced as a subtle but important
aspect of doing the research.

In this quotation Smart identifies an aspect of resear':h

which was a constant consideration throughout this

project. As Chapter Three has discussed, the traditions

of P.E centre around the 'correct' appearance and

presentation of both pupils and teaching staff [Fletcher

1984]. Dress is a fundamental aspect of P.E. and is

emphasised throughout P.E. teacher education. In this

research situation, therefore, it was important that the

researcher dressed in what would be considered as
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an 'acceptable' style in curder to retain credibility

particularly with the P.E. adviser. In agreement with

McRobbie [1982:4]:

If research has to change the way that
people look at things, to challenge the
structures which determine the conditions
of existence, which in this case women
and girls inhabit, then it has to be
convincing.

This raises a further issue which creates problems with

Oakley's analysis of interviewing women. Oakley [1981]

considers that in her interviewing of women she is

putting her feminist politics into practice. In her

arguments there is an assumption that both the

interviewer and the interviewee share the same or

similar values [Smart 1984]. However, in this research

there was a clear discrepency between the feminist

politics of the researcher and many of the attitudes

held by the adviser and the heads of department. This

posed a dilemma for the researcher in that at times it

was necessary to listen to and record sexist comment and

cupinions. In this situation to respond as a 'feminist'

would suggest challenging these cipinicins rather than

sharing ideas in a two-way process. Smart [19843 found

when faced with a similar dilemma in her research:

This meant that in order to express a
dissenting view the interviewer not only
had to find an opportunity but would
have, in the process, shattered the
inferential structure within which the
interview was carried out. In other words
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the	 interview	 would have become
impossible.

This latter point of Smart's	 is	 crucial and is

applicable to any critical research which involves

research into state institutions. To place feminist

politics to the forefront in this research would have

created an immediate barrier and, potentially, distrust

between the interviewee and the interviewer. Therefore

feminism could provide the theoretical basis for the

research, influence the direction and methodology but

overtly could not be part of the practice of carrying

out the research [Smart 1984].

Oakley [1981] and Stanley and Wise [1983] discuss the

need to break down the power relation between

interviewer and interviewee with the assumption that the

researcher holds the power in this situation. Again

there are problems with this assumption when researching

key	 figures of authority, decision-makers or the

'locally	 powerful'	 [Bell	 1978]. Smart E1984:17]

comments:

But my experience of researching the
'locally powerful' does not fit with this
model at all and I suspect that their
assumptions	 about	 the hierarchical
structure of	 research derive	 from
sociology's	 traditional	 concern with
researching the underprivileged, the
powerless or the so-called deviant. Half
an hour spent with a bossy solicitor or
pompous magistrate was enough to disabuse
me of the belief, if I ever held it, that
I was in a relatively more powerful
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position than those I interviewed.

While the experience of being a former P. E. teacher

proved invaluable	 for	 access	 it	 influenced the

relationship between the researcher and the P.E.

adviser. In this situation it was the adviser who

perceived herself as being the 'expert' in relation to

the research focus and this placed the researcher in a

more vulnerable position. The researcher had to strive

continually to present an acceptable, inquiring yet

almost deferential manner in the interview situation.

With regard to conducting interviews with women who are

institutionally in a relatively powerful position the

issues raised suggest that feminist research techniques

involve a complex form dependent upon specific research

experiences. There is not one, universal femininist

interview technique to be adopted for every situation.

While feminist research acknowledges the centrality of

feminist politics, is grounded in experience and is

intent on using research to help create political action

and change, the methods of carrying out this research

are many and varied and must be adopted with regard to

each specific research need.

Critical research, by its definition represents

fundamentally a real challenge to the 'status quo' or

the established order and practices of a social system.

Therefore feminist research carries with it a political
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intent. The interviews were carried cut, 	 in this

research, within this context of feminism. IJnljke

traditional positivistic research there was no attempt

to guarantee a mythical 'neutrality' or 'objectivity'.

However in contrast to the arguments of Stanley and

Wise, there was no attempt to be 'open' or 'up front'

about feminist politics as this would have created a

barrier that would have at best inhibited and at worst

endangered the project. However, this did not mean that

the interviews were simply a one-way hierarchical

process in keeping with the methodological traditions.

The interviews were conducted with as much sensitivity

to the teachers' situation as possible. The researcher

responded to any questions asked and there was a

commitment to 'give back' to the research authority

rather than simply extract the information and data

required. This point will be considered further in the

conclusion to this chapter.

The Case Study Observations

The' Schools

Four schools were selected for intense periods of

observation. The case study schools were selected as

representative of the types of schools available in the

city and each offered contrasting and quite different

emphases in their approach to and practice of P.E
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teaching. Information gained from the first inteviewing

stage of the research informed this decisicin.

The schools selected were

SCHOOL 'A':	 Co-educational Multi-racial
Inner City	 Working Class
Comprehensive intake

SCHOOL 'B':	 Co-educational Working Class
Suburban	 Middle Class
Comprehensive intake

Pupils

1400

1400

SCHOOL 'C':

SCHOOL 'D':

Single sex
Inner City
Comprehensive

Single Sex
Church of
England
Comprehensive

Wh i t e
Working Class
intake

Middle Class
intake negot-
iated by
diocese

1200
girls

girls

Profiles of the schools can be seen in Appendix Three.

Participant Observation as a Research Technique

Participant observation emerged s a popular research

technique in the 1960s as qualitative methodology gained

credibility in social science research. Emphasis was on

research of the "in-group" which involved living with,

working amongst, and being an integral part of a

particular group that was being researched Ee.g. Matza

1969; Gill 1974; Parker 1974; Young 1971]. It was a

welcome challenge to quantitative, positivistic methods

of research and considered valuable because it did not
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work from preconceived ideas or strategies but allowed

continuous develc'pment and reformation of the research

project to ensure the researcher avoided misleading or

unnecessary information [Becker and Greer 19703.

Criticisms of this approach, , however, developed from a

number of sources [Dean, Eichorn and Dean 1969; Taylor,

Walton and Young 1975].. A major criticism was that close

observaticin of group interacticin often resulted in an

over-emphasis on the group with little or no analysis of

inter-group relations or social structures [Scraton

1976]. These critics saw the need for an analysis of

wider structural contexts in order to provide full

explanations of social action [Darner 1972; Gill 1974;

Pearson 1975].

This does not invalidate participant observation as

a useful method of gaining information and in-depth

insight into a situation. As Scraton [1976:62] points

out:

The researcher can never view the world
as the 'actor' views it. The researcher,
however, can gather and analyse the
common-sense meanings given by the
'actor'	 as he/she experiences	 and
internalises situations which	 happen
"before the eyes" of the researcher.
Careful	 analysis	 an explore the
experiences upon which the 'actors' base
their perceptions of, situations and
interpret their meaningfulness. In other
words, sociological research can and must
be reflexive in its analysis. Proximity
to the 'actc'r' be ':omes all-important.
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Thus this research used observation as part of a total

'package' of research methods. As Trow [1970:14]

suggests (although using masculinist language):

different •kinds of information about man
and society are gathered more fully and
economically in different ways, and that
the prciblem under investigation properly
dictates the methods of investigation.

Therefore, to return to the opening discussion of this

chapter, there is a need in the analysis of gender and

girls' P.E. to look at both social structure and the

practices of agents. The methodology reflects this in

that it utilizes historical evidence, statistical data,

interviews and observation. The period of observation in

four case study schools was necessary in order to

discover more about the practices of P.E.. in schools.

The research highlights the traditions and ideological

underpinnings of P..E. (Chapter Three) and researches the

organizational aspects of staffing, activities, etc. The

interviews provided the formal policies of the key

decision makers and the attitudes and ideas of the P.E.

staff. The next stage1 therefore, was to investigate how

these stated policies were articulated in practice and

whether attitudes and ideas held by the teachers could

be observed within their day to day practices of P.E.

teaching.

Various levels of Participant observation have been

identified and they are dependent on the research
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situation. bold E194] discusses the continuum between

complete participant and complete observer:

These range from the complete participant
at one extreme to the complete observer at
the other. Between these, but nearer tc'
the former is the participant-as-observer;
nearer	 the latter is the observer-as
-participant. . The true identity and
purposes of the complete participant.. are
not known to those whom he observes. He
interacts with	 them as naturally as
possible in whatever areas interest him
and	 are	 accessible	 to	 him...	 the
partidpant as observer role differs
significantly in that both field worker
and informant are aware that theirs is a
field	 relationship... the observer- as
participant role is used in studies
involved in on-visit interviews.., the
complete observer removes the fieldworker
completely from social interaction from
informants.., people need not take him
into account.

[cited in Scraton 1976]

During the case study visits several roles were occupied

by the researcher.

Complete Participant	 On	 a	 few occasions the
researcher	 took	 over	 the
teaching of some
extra-curricular activities. In
these instances the pupils
appeared to view the researcher
as 'their P.E.. staff' and the
teachers	 identified	 the
researcher as 'one of them'.

Partici pant-as-Observer In this situation the researcher
fully	 participated	 in
discussions and interactions
with the P.E. staff but did not
have the identity of a full
member of the team.

Observer-as-Partici pant Related	 to interaction with
other members of staff in the
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schools, informal interviews
etc. and interaction with pupils
during the school days

Complete Observer	 Related to situations were the
researcher observed formal
teaching situations but did not
contribute to the interaction
other than by 'being there'.

These levels of participant observation were seen to be

the most efficient means of gathering information about

the everyday world of P.E. teaching.

Participant Observation in Practice

Approximately half a term (six weeks) was spent full

time in each of the case study schools (a total of two

terms participant observation). The aim was to be

attached to the P.E. department and spend time in each

of	 the	 various	 roles described	 above	 as

observer/participant. 	 In	 each	 school,	 written

information was collected on the stated policy and

organization of both the school in general and P.E in

particular. Once again previous experience as a P.E

teacher made it easier for the researcher to 'fit' into

the department and a knowledge of P.E. conventions and

traditional ethos proved invaluable in many situations.

Being aware of the general routines of P.E. teaching

helped full use to be made of the period in each school

with little time needed to familiarize the researcher

with the research situaticin. p
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Apart frc'm ciatherin q written policy statements, daily

observations were recorded in a field diary. It was

essential that a "systematic reflection" EWright Mills

1970] was carried out by careful documentation of

events, discussion's and observations. It was dependent

on which role was occupied as to how the information was

recorded. As a 'complete observer', notes could be made

during	 the	 observation	 period with interactions,

comments,	 action	 recorded as they occurred. As

'observer-as-participant' either a tape recorder was

used	 for	 more	 formal	 and	 informal

interviews/discussions,	 or	 notes were written up

immediately	 after	 the	 interactions/meetings.	 As

participant-as-observer it was more difficult to

simultaneously record events, as in this situation the

researcher was accepted very much as 'one of the staff'.

Any attempt to tape or record events and conversations

would have proved inhibiting to the research and

resulted in less open interaction between the P.E. staff

and the researcher. Consequently full notes had to be

written as soon as was possible. A similar situation

occurred on the few occasions the researcher acted as

complete participant. Obviously it was impossible to

record events while involved in teaching in all

instances where note-taking or taping was prohibitive it

proved vital that observations were recorded as soon as

• possible to ensure a full recall 	 of events. The

fieldwork diary was completed at the , end of each day
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noting general observations and thou ghts together with

more specific comment.

Conclusions

The fieldwork involved a number of different techniques

and as has been shown was grounded in a feminist

methodology. A year was spent in the research L.E.A.

either interviewing or observing full time in schools.

Because the research was grounded in a feminist

consciousness and was undertaken in order to link theory

through to practical action and change, it was

considered important that the researcher should not only

'take' from the research situation. Thus, having made

contacts throughout the schools the researcher tried to

'pay back' by becoming involved in various

anti-sexist/equal opportunity initiatives that began to

develop in the following years in several of the L.E.A.

schools. This involved taking part in and contributing

to meetings arranged by working parties (equal

opportunities/anti-sexist) within some of the schools

and spending some time discussing policy initiatives

with equal opportunity co-ordinators who were appointed

in the authority following reorganization in the year

after the research had been completed.
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CHAPTER FIVE

PART I - THE LOCAL EDUCATION AUTHORITY

- social/political/economic context

PART II - PHYSICAL EDUCATION IN THE CITY:

- a descriptive introduction
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Iroduct ion

This chapter attempts to locate the research in th

scicial, pculitical and economic context of the research

L.E.A. Part I includes an introduction to the L.EA.

thus providinq the context in which tc. place the

descriptive account of P.E. within the authority. Part

II presents the empirical material cc'llected in the

interviews and visits to all the schools in the research

authority. This provides an overall picture of P.E.

across	 the authority in relation to orqanizatioi,

staffing, facilities, content and examinaticuns.

Throughout this section issues will be raised by this

descriptive material, many c'f which will be taken up and

considered in more detail in the future case study

chapters EChapters Six and Seven] and in the analysis of

the major issues arising from the research in Chapter

Eight.
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PART I - THE RESEARCH LOCAL EDUCATION AUTHORITY

IntrodLction

Research in schools needs to take account of the context

in which the schools are situated. L..E.A.s work with a

degree of discretion,although they are under financial

pressure and need to respond to curriculum issues raised

by the DES, HMI, MSC etc.. The research authority, as a

large industrial city, has a history of immigration with

a lar ge degree of unskilled, casual labour throughout

its workforce:

it has always been a city of
immigrants. In the nineteenth century
large numbers of Irish men and women
settled here, mainly Catholics from the
South, but also	 a	 fair	 number of
Prc'testants frc'm Ulster. Large numbers of
Scots, Welsh, Jewish, West African,
Carribean and Chinese people have also
put down roots in (......). All these
groups brought their own political
traditions and expectations and (..... )'s
politics have been moulded by them in
different ways.

[Merseyside Socialist Research Group 1980:75]

These communities settled within the inner city and

helped form a city based on cultural and religious

diversity. However, as with other cities, over the past

fifty years there has been experienced a gradual

breaking up of inner city communities and the extension

of the city out into suburban industrial estates and the

'new	 town' developments. 	 This movement	 outwards
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primarily consisted of white workina class families

moving to the 'new town' promise of jobs in the

developing manufacturing industries sited on the

periphery of the city. The Afro-Caribbean, Asian and

Chinese populations remained within the inner-city in

communities faced with rising unemployment, decaying

housing and in many situations, extreme poverty. In the

1980s socially and economically the city is in decline

with the population decreasin g , unemployment reaching

approximately 207., and certain areas experiencing

intense deprivaticin and poverty. The gap between the

workin g class inner city areas and the green, leafy

c'uter suburbs of the middle classes has becc'me more

obvious as the recession bites deep. It was in this

context that, in 1983, the Labour council reassessed and

ultimately introdLced plans for the reorganization of

the state seccindary schools of the authority. [See

Appendix One for more details of the social,economic arid

political history c'f the city.]

Secondary Schooling in the City

Various socio-economic issues were hi gh on the agenda

for discussion as Labour took control in 1933. Several

cif these had a direct relationship tci educational

concerns:

1) Decreasing population	 - resultant falling rolls
in the schools indicated
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that fewer schools were
needed in the city..

2) Impact of the Recession 	 - rising unemployment
especiallyin the 16-19 yr
group (34.37.. - Census
1981) had direct
implications for school -
labour market relations.

3) Geographical distribLition - inner city
clearances and the
increased concentration
of better off social
areas had led to a
changing demand for
school places.

This latter point is illustrated by the fact that an

inner city Comprehensive, purpose-built in the late

1960s for an expected roll of approximately 2,000

pupils, had just 248 pupils in total in the Autumn term

of 1983. A sixth-form entry Community Comprehensive

School situated aiscu in an inner city area retained its

pupil population but it was clear that parental choice

led many pupils away from their 'local' school to the

former grammar schools in the middle class suburbs. As

the headteacher writes in her report to the governors in

1979:

- - the nei ghbourhood has always looked
up to former Grammar Schools and
colleges.. A glance in the old log books
of the four former schocils will
illustrate the point. In the 1920s log
book of the Wellington School, the pupils
were given a holiday each time any of
their number 'won a place' to Aigburth
Vale, St Margarets etc.. For nearl y 60
years our area has 'looked out' to seek a
better education..

[cited in Bush & Gethins 1981:17]
[emphasis added]
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The 'problem' that this has raised for this

comprehensive school is that the school is comprehensive

in name but not in intake, with many of the children

with academic aspirations being 'creamed off' to schools

outside the area. Until the Labour Party came into

office, this system had been indirectly encouraged by an

L.E.A. which based its state secondary school allocation

of places on parental choice.1

The move to comprehensive schooling occurred in the city

from the mid 1960s. This was in response to a directive

from central government via the D.E.S. However, due to

the system of local control, the L.E.A.,s were free to

implement this major edLicational development. As a

consequence there	 was	 considerable variation 	 in

implementation between	 authorities and	 also,	 as

illustrated by this research, within an authority.

Initially, district Comprehensive Schools were

introduced throL ghout the city although these existed

alongside High (Grammar) schools which were retained

(particularly in the south cif the city) and secondary

modern schools (in the south and central). In 1972/1973

there was further rationalization with the amalgamation

of several of the original high schools and secondary

modern schoc'ls to form 'new' comprehensive schools.

These were. 'new' in name but many were dependent on

their	 existing school buildings. However, due to

considerable	 parental	 pressure, sin g le-sex grammar
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(high) schools COfltiflLed to exist within the authority.

Secondary schooling reflects also the religious

traditions in the city.. There is a large Catholic sector

which is self-contained and as such independent of the

L.E.A. This sector retained selection procedures until

September 1983 when it underwent comprehensive

reor ganization. The new system of Catholic secondary

schooling retained a number of single-sex schools but

provided a rationalized system of schooling with the

amalgamation of many former grammar and secondary modern

schoc'ls. Although these schools are not under the direct

control of the L.E.A.., they are included in the

interviews of heads of department of girls' P.E. for

this research project in an attempt to secL(re city wide

representation of girls P.E teaching.

In addition the Protestant community have provided,

traditionally, their own schools within the Church of

Eng land sector. These Anglican Grammar Schools came

under the joint control of the Diocesan Board of

Education and the Local Education Authority in the mid

1970s and changed to a non-selective, comprehensive

intake in September 1980. Admission to these schools,

while academically non-selective, remains largely based

on religious criteria negotiated between the Diocese and

the L.E.A.
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Schc'c'lin g in the L.E.A. therefc're, has undergone

considerable change. The development and growth in the

secondary sector reflected the post war baby bc 'om and

economic expansion of the 1960s with comprehensive plans

being realized in new schools and new buildings. The

spending cuts of the 1970s led gradually to a need to

rationalize educational provision as the city

experienced economic decline, increased unemployment,

gec.graphical distribution and change in its housing

policies. The political uncertainty of the local council

has resulted in indecision and difficulty in the

implementation of proposals for school reorganization.

An example of this can be found under the Liberal

leadership in 1980-1983. The Liberals were successful in

their closure of a comprehensive secondary schc 'ol in

1982 but the extent of opposition to the closure, within

the local community and the Labour Party, produced the

unusual outcome of the school being reopened by the

local community and run outside of L.E.A. provision.

Further plans by the Liberals in 1982 to reorganize

secondary schools intc' 11-16 schools and sixth form

community colleges also failed to receive the necessary

SLipport. These plans had to be dropped and once more

reorganization was suspended due to the lack of an

overall majority in the council.

However th school year of 1983-1984, when the majority

of the school-based research fc'r this project was
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L(fldertaken, was the year that the Labc'ur Party tcucuk

overall control of the council (in May 1983) and

immediately formulated their own plans fc.r secondary

school reorganization. By the beginning of the school

year in September 1983 their plans were revealed amidst

much controversy.

The proposals included the closure of all th	 twenty

five existing secondary schc,cils (i.e those under the

direct control of the L.EA - exclusive of the Catholic

and Ang lican sectc'r) and the establishment in their

place of seventeen co-educational community based, 11-18

age comprehensive schools. These plans were prc'duced

without consultation with tea':hin g staff and parents and

the oppositicin was intense. Nc 't unexpectedly Liberals

and Conservatives opposed the proposals. The Liberals

had revealed their preference for 11-16 age schools with

sixth-form colleg es and the Tories were concerned to

retain the schools with a tradition of grammar school

education and single sex provision. Parents were

or ganized, also, in their cipposition with a petition

drawn up with over 70,000 signatures and delivered by

delegation tc' the Secretary of State for Education in

London.

The teaching staff understandably were concerned about

their immediate future. All staff thrc.ughc'ut the city

were to lose their jobs and have to reàpply for posts in

page 218



the seventeen newly reorganized schools. The unrest that

this produced is reflected in the following comments by

teaching staff in the Autumn term of 1983 after the

prc'posals were revealed.

"Who knows where we'll be next year.It's
just izpossible to plan or organize when
your future feels so insecure."

"I' ye been here in this school for 7
years but that weans nothing. 4ll that
hard work building up a satisfactory
situation to be knocked down in one fell
swoop."

"I can see that sowething wust be done to
wake the schools a wore practical size
but it's hard to see all your hard work
and stability taken away. I'w too old to
start battling frow scratch again."

One of the main oppositions to the proposals was the

elimination of single-sex schooling from the city. The

L.E.A., traditionally, had retained a considerable

proportion of single sex schoolin g which had resulted in

parental suppc'rt of these schools as they tended also to

be the original grammar (high) schools of the city.

This, together with racial and religious arguments for

the relenlion of single-sex schooling, provided the

strongest opposition to the proposals.

As with all L.E.A. reorganization	 proposals, they

require approval from the Secretary of State before

implementation. In the school year 1983-1984 the

proposals were in the hands of the D.E.S. awaiting

ratification. Implementation was due for September 1984
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and it was in this cc'ntext c'f uncertainty and insecurity

that the research was undertaken. As it happens the

response from the Secretary of State was not received in

time for reorganization to occur in September 1984. This

was due to the proposal fc 'r an amendment to include the

retention of two sinqle sex establishments.

Implementation eventually tc'cuk place in September 1985

with the retention	 of two single-sex schools, as

sugqested by the D.E.S.

Although the research project was not concerned directly

with reorganization plans, or the general organization

of secondary schooling in the city, the atmosphere of

unrest and the cc.ncern for future employment was as

intense in the girls' P.E. departments as in other areas

of the school curriculum. Furthermore the central issue

of single-sex schooling versus co-educational provision

had direct bearing cm the emergence of a concern over

single sex versus co-educational P.E. This was a primary

issue raised by the P.E. teachers in the study and will

be considered more specifically in Chapter Eight.

This introduction tca the scicial,political and economic

climate of the L.E.A. provides the context in which the

research project was initiated. The second part cuf this

chapter will provide an overall picture of P.E. across

the authority, using the information gained from the

structured interviews with the heads of department.Thus
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the general situation of girls' P.E. across the city

will provide the framework for the more specific

material to be considered in Chapters Six, Seven and

Eiciht.
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PART II - GIRLS' PHYSICAL EDUCATION IN THE RESEARCH

LOCAL EDUCATION AUTHORITY

Iritroduct ion

The following section provides detail of girls' P.E. in

the research LEA. in relation to or ganization, pupils,

staffing, facilities, showers, curriculum arid

examinations. It should be noted that at the time of the

research there was no official policy or statements on

equal opportunities in	 schooling or P.E. for the

authority. However, since the research was conducted

there have been appointments of equal opportunity

coordinators in each school and one adviser has had

equal opportunities added to their job description. The

following discussion, therefore, provides the backdrop

for the more detailed discussion which follows in later

chapters in relation to gender and girls' P.E.

Organization

i) Schools

As discussed in the previous section,	 secondary

schooling in the L.E.A. (1983-1984) was a combination of

state controlled comprehensive schools, Catholic

comprehensive schools, Anglican comprehensive schools

and one Jewish secondary school. The following schools

were used for the project:
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FULLY	 12 co-educational ccmp.} TOTAL 18
STATE CONTROLLED	 6 girls' comp	 }

CATHOLIC	 6 co-educational comp.} TOTAL 11
5 girls' comp.	 }

C. OF E.	 2 girls' non-selective) TOTAL 2

JEWISH	 1 co-educational
non-selective	 ) TOTAL

TOTAL NO. SCHOOLS 32

Across the city these schools showed great diversity in

size and bLtildings ranging from an all girls'

comprehensive of more that 1400 girls to a mixed

comprehensive of less than 250 pLipils. This reflects the

mc'vement of communities out of the city centre and the

popularity and reputation of some of the traditional

single-sex ex-grammar schools.

As will be discussed later, this diversity has led to

considerable differences in the quantity and quality of

physical education on offer.

ii) PLipils

6rotping - The organization of	 pupils	 for	 P.E.

throughout the city was predominantly in single-sex,

mixed ability grouping. Of the 19 mixed schools visited,

all taught years one to three in single-sex classes.

Above the third year there were considerable differences

in organization relating to the content taught. 5 of the
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19 schools retained single sex grouping throughout the

five years of compulsory secondary schooling introducing

mixed lessons during the sixth form only. The remainder

introduced some activities as mixed in the final year of

compulsory schooling with 8 schools opting for some

mixed P.E. in the fourth year upwards. The issue of

whether mixed P.E. in theory is mixed P.E. in practice

will receive more analytical consideration in Chapter

Eight.4

Coipa1sion - Physical education for girls throughout the

city was compulsory, in line with compulsory schooling,

to the age of 16 years. The one exception was in the

inner city comprehensive with a small pupil number. Here

the girls were taught in year groups, as follows:

TOTAL NO. OF GIRLS
1st year	 13
2nd year	 20
3rd year
	

19
4th year	 21
5th year	 11

In the fourth and fifth year P.E. became optional in

line with their other examination subjects. This

organization was specific to this one situation and was

not representative of any other school in the city.

Approximatel.y one third of the schools continued

compulsc.ry P.E.. into the sixth form although sc.me doubts

were raised as to the success of the implementation of

compulsion for this age group. Over two thirds of the

page 224



schools offered P.E.. as an optional.activity fc'r their

lower and upper sixth groups..

Uniform - All the schools in the study insisted on a

change of clothing in physical education for reasons of

hygiene. 30 out of the 32 schools had a specific P.E.

uniform which was compulsory up to school leaving age..

It should be noted, also, that all the schools had a

general school uniform. The primary justification for a

set P.E. kit rested on a perceived desirability for

uniformity and neatness:

"P.E. kit is very important. I think the
kids think it c/cry important tao. When
they've been all the same in their kit
they feel themselves the same."

"Every girl is expected to have a P.E.
kit. They like to be one of a groip -
sense of belonging."

"Yes P.E. kit is compalsory .1st to 4th
year. Some girls can't afford fashions
and it's important that yoi're one school
and together. I aluays say to anyone
uithoat a kit that if yoa don't pant to
sear 'x' kit then don't come to 'x'
school."

The two schools without a set P.E. kit were inner city

comprehensive schools with a predominantly working class

intake. The argument against a set kit rested on

financial	 limitations and was an adaptation to a

particular situation. Both heads of department would

have	 insisted	 on	 a set	 uni fc'rm	 in	 different

circumstancEs:
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"He don't really have a P.E. kit. Hhen I
first came here we tried to get navy lae
skirts	 nd white tee-shirts bat really
knowing the situation some of the
families were in I couldn't possibly
insist on them having the P.E. kit,so
really over the last 2-3 years it has
been either skirt or shorts and top.. Bat
I do think that if a school is in uniform
it gives a good impression to the outside
world. ft looks as if that school is
working together. Eve)) some of the kids
would like a uniform bat it's not
possible financially."

"Really if they bring some kit, that's
what matters.. It just isn't worth the
time and effort trying to insist on a
proper uniform, most just couldn't or
wouldn't provide it."

Throughout the authority the majority of heads of girls'

P.E. insisted on a traditional 'suitable' P.E. uniform

which consisted of games skirt, tee shirt, socks and

pumps of a speci fic ccii our and style. Most schools

adopted strategies to ensure that all girls could

provide such a uniform regardless of their financial

background. These strategies included second-hand

'pools' of clothing that were lent out to pupils,

payment for kit in instalments and second hand 'shops'

to sell P.E. kit. Just under half of the heads of

department	 t14]	 commented	 that	 tracksuits were

encouraged for use outside in cold weather.

The implications of this compulsory set P.E. uniform

for adolescent young women in relation to sexuality and

sub-cultural pressure and conflict, will be discussed in

Chapter Eight.
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Staffing

(i) /?dci'isory Staff

Bolam et al [1976] in a study of 235 advisers in 14

L.E.A.s identified the fcullowing tasks to be important

in advisory work: staff appointments (857.), advising

individual staff on personal and professional matters

(857.), evaluation and career development of individual

staff (667.), advising in a sin g le institution (627.),

general inspection of schools or colleges (507.), school

visits (1007.), INSET (93X:, L.E.A. wide curriculum

projects (707.), L.E.A. structural and organizational

change (477.), advising c.n materials and equipment (607.)

reporting to the education committee (527.), disbursement

of funds (597.), administrative and clerical work (807.).

The percentages in the brackets denote the proportion of

the respondents in the study who reported activity in

each specific task.

The advisory service forms an important link between the

L.E.A. and the schools. In the research authority there

was a male and female physical education adviser serving

boys' PE. and girls' P.E. respectively. This was in

contrast to many authorities which do not differentiate

advisory duties between girls' and boys' PE. but tend

to organize their authority into areas (e.g Cheshire).

The separation	 into	 two	 distinct	 and different

departments can	 serve to reinforce the notion of
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separate and distinct P.E.. for girls and boys. The woman

P.E. adviser commented:

"Yes - there are separate male and female
advisers for girls and boys P..E.. because
they are quite different situations. In
(---) there is a very strong boys games
tradition, therefore they need a man. In
C---) schools there are separate boys and
girls heads of department. I knou this is
unusual but they are quite different
departments"

This point will be considered in more detail in Chapter

Eight where the reinforcement of gender idc'elc' g ies about

physical ability and capacity will be discussed - in

relation to the historical material of c:hapter Three.

The amount of contact between the adviser and the P..E.

teachers varied cc.nsiderably between schools. The

adviser organized meetings twice yearly between 4.30 pm

and 6.30 pm. for all female P.E. teachers. These were

well attended and provided an important forum for

cc'mmunicatic'n and discussicun. Althc'ucih Bolam et al

[19763 found that school visits by advisers constituted

the most important task named in their study, the amount

of contact between the adviser and individual school

departments variEd considerably. The fcullowing comments

from heads of department of F.E. indicated the

relatively small amciunt of persc.nal contact between

staff and the adviser. These comments are representative

of the respc.nse throughout the schools.

"... if they (adviserj thimk you are



fei.nctioning then yoa jast carry on. Where
they know someone is not fu.nctioning then
they go in. I sappose no visits are good
news!"

". - - in twelve years the adviser has
visited once and that Has probationary
year. She goes into good schools, sits
and listens and does nothing."

"I sappose we see the adviser in here
maybe two or three tiwes a year."

". we ay see her Eadviserl once a year
in school if we're lacky."

The adviser in the authority was viewed by most of the

staff as a figurehead for P.E. who could provide advice

and practical help, particularly in relation to issues

that were the responsibility of the L.E.A. e.g.

maintenance and repair of equipment and facilities.

However, in relation to actual teachin g practices and

content, the adviser appeared to have little direct

control. She provided discussion and advice but in the

final instance the teacher retained her autonomous

positicin.

"she (adviseri doesn't stop e doing
anything. She'll help e in many ways bat
over what I teach and why I teach it she
doesn't agree with y policy at all. She
believes I shoald be doing conpalsory gy'
to 5th year and it jast doesn't work in
this school, so I do what I feel is
best."

"there is no pressare from Kiss - - I can
sake any alterations to the carricala
that I like."

"Miss - has offered sapport etc.. bat I
really don't see her that often and I
don't think she knows what is going on in
the schools. I make the decisions aboat
what is taaght here."	
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"Well the adviser does have a say in s-that
is taught but really in the final
instance i is the head of departvent who
has the last say on content."

These comments which demonstrate that the adviser was

seen very much in an 'advisory' capacity rather than as

someone in a power position, were reiterated by the

adviser herself when discussing a curriculum issue:

"Dance has died oat a great deal. (--)
don't do it enyore. They just didn't
have the staff so decided to go for
quality rather than quantity. P.H and I
argued over it bat I suppose I could see
her point. Yet I think dance is the iost
important part of the curriculum. If they
only had tine for one activity I would
choose dance every time."

It was the heads of department in P.E. teaching who made

the final decisions over the curriculum with the adviser

primarily taking on an or ganizational and consLiltative

role within the authority.

(ii) Peripatetic Staff

The L.E.A. maintained a team of peripatetic staff that

worked throughout the authority in junior, secondary and

special schools. They were divided into two sections,one

dealing specifically with dance teachin g and the other

with skills/games teaching. As primary and special

schools tended not to employ specialist P.E. teachers it

was in these areas that the peripatetic P.E. staff

concentrated much of their time and attention. However,

in specific instances they did contribute to secondary
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school P.E teaching.

The team of seven peripatetic dance staff worked in the

primary schools although four also taught in separate

secondary schools during 1983/1984 for up to one day a

week. They entered the schools initially cm the

invitation of the head of the department through liaison

with the P.E. adviser. Their work was to provide

specialist teaching to supplement the skills of the

resident P.E. staff. As the head of department, in a

school which incorporated a dance peripatetic teacher

for one day a week to teach dance to second and fourth

years, described:

"When I first came, the follrth and fifth
years €ise'd to have keep fit instractors
from the aithority.. I was very w?happy
becaase there was no dance at all - I was
prepared to teach sore dance but felt it
should be established in the carricuilu
by a specialist. after two years we have
Dade soye in-roads with peripatetic
staff. T, the second in department now
also teaches dance so we have it in the
second, third and fourth years.

This use of specialist dance staff to prc.vide expertise

was considered to be particularly important in the

authority at the time cuf the research as dance was seen

to be being removed gradually from the curriculum

throughciut the city (this will be considered in the

section dealing with content) The explanation for this

was seen to be related tc' the changes in teacher

training during the 1970s with the move to a degree

system, the removal of specialism within training and
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the economic cuts hitting peripheral courses the hardest

e. g . dance-drama.. Where peripatetic staff were included

they were intended to provide specialist, supplementary

teaching and an element of in-service training for the

permanent	 staff. They were used,in general, on a

temporary basis in the hope that c 'nce dance was

established the permanent staff could take over.This was

being achieved in one school that had used this service:

"That I did was that whatever we did uith
one first year group I then did the other
half on my own later on in the weck.. I
used her ideas,not always in the same way
as I cou.ldn' t he as abstract as her, but
this still goes on. Ne're now into the
third year and it's fabulous because I
get loads of ideas from her,. Sometimes I
can't use her ideas,they're beyond me.. I
haven' t got the movement - word
vocabulary that she has but it motivates
me. I've just learned so much over the
past couple of years and it's given me so
much confidence to do dance.. I always did
dance bat I felt I did it as a P.E.
teacher and not as a dancer."

[Interview - head of department]

However, the peripatetic dance staff were used in a very

limited capacity in the secondary schools [four schools

out of thirty-two]. It is important to note, also, that

the schools using this service were all single-sex

ex-grammar/hicih schools in the city/state sector or the

Catholic schooling system.

The peripatetic secticin dealing with skills and games

teaching had a similar function to the dance staff in

the secondary schc'ols.. An example of its use was the
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introduction of hockey, in an extra-curricular capacity,

by a peripatetic teacher to supplement and encourage the

introduction of this game throughcuut the school. In

general,however,secondary school P.E. staff were

expected to have the necessary games skills to provide

adequate teaching in this area. This, to some extent,

reflects the games orientation of P.E. teaching in

contrast to a dance/movement approach. Again this point

will be considered more fully in the section dealing

with the curriculum.

(iii) Coaching Staff

Ten of the thirty two schools investigated used external

coaches provided by the authority in addition to

peripatetic staff. Eight out of the ten of these coaches

were women who taught keep fit throughout the authcurity

within the option programme for fourth,fifth or sixth

formers. One school had a judo coach and an archery

coach for their fourth year programme and one school

utilized a basketball coach. These findings are not

consistent with a questionnaire administered by the

advisory staff in 1981 in a review of P.E. teaching

across the city. Their results indicated that of the

thirty returns received frc.m schools teaching girls'

physical education, fifteen acknowledged the benefit of

outside coaches in their departments. However interviews

with staff in 1983-1984 sugest that extra help was

being withdrawn as economic pressures became more



intense. Coaches were no longer being introduced into

schools and those that retained this sevice were schools

with a long tradition of such assistance. Unlike

peripatetic staff, who were contributing to the core

elements of games' skills and dance teaching, coaching

staff provided wider opportunities for physical activity

within the upper school option programme. During

financial cut-backs this had become an optional extra

which could easily be withdrawn.

(iv) School Staff

The staffing for physical education was dependent on the

overall size of the school WhiCh, as has been mentioned,

varies considerably throughout the city. All the schools

had at least cine specialist P.E. teacher, with the

larger schools dealing with up to 1600 girls having

departments of four full-time staff. In most of the

departments some members of the P.E. staff taught at

least one c'ther subject for part of the week.Full

details of staffing numbers can be found in Table One

EAppendix Two).

The majority of the P.E. in Ihe authority was taught by

specialist trained staff apart from five schools where

non-specialist staff taught between one and three

periods of P.E. per week. It was the responsibility of

the specialist trained staff, also, to undertake most of
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the extra-curricular school	 work.	 As	 Table One,

Appendix Two shows, only nine schools received any

assistance in out of school activities. This was

commented upon by every head of department interviewed

and in the co-educational schools a direct comparison

was made to the boys' P.E. departments:

"t'/e have one woman who does badminton
whereas the boys have five members of
staff who help with soccer teams"

"There is no help from other members of
staff. The men do and we don't. Never
have done. I ran five netball teams by
myself and it's really hard going."

"Help from other staff? - no! Mind yoa
the boys get a lot of help with teams."

"Help - the men's department does bat not
the women's. There isn't anybody
competent in taking teams. Men help with
basketball and soccer teams.There are a
namber of men in school who are no longer
teaching P.E. bat were P.E. teachers or
did P.E. as their second sabject in
college."

"No we don't get any help. They come here
and at interviews they promise the earth,
they're going to ran teams etc. bat when
the time comes... The men ran eleven
soccer teams.With the men they all fancy
being soccer managers. They even ran
staff teams for the men, there are that
many interested."

"He have one year tator who was
originally P.E. trained who helps with
the hockey. Now the men - the two P.E.
staff only share one soccer team 'cos
they have help with the rest. 'L' takes
foar years of netball teams and I take
foar years of hockey teams on oar own."

"The boys get help. They've got a member
of staff for every football team. It's a
pity bat there is no-one here interested.
If there was I woald certainly co-opt
them. I get tired doing it all myself."
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"It's a shame, it's really Nhere I do
think it Hrong. By the time you've ran
the hockey for each yE'ar,netball each
year, gym etc. there is no time left. Yet
girls Hill come ap and say 'can ,e have a
badminton dab at lanchtime7' There are
jast not enoagh lwich hoars. It's a
problem of staffing and	 facilities
pjhqreas on the boy's side they have no
problems as they get loads of help."

[Interviews with heads of departments]

The lack of extra-curricular teaching support in girls'

PE. raises important issues about restricted

opportunities to participate, the lack of fit between

girls' P.E. and female staff's leisure/sport interests,

the lower profile of girls' physical activity in

comparison to the high prc.file of boys' extra-curricular

activities and sports, and the pressures on the time and

abilities of female P..E. staff to have to teach all

extra-curricular activities. Issues relating to these

areas will be discussed in the sections considering

gender ideologies about 'the physical' and motherhood in

Chapters Six and Eight.

Table One, Appendix Two refers to the training and years

of service of the heads of department in the city

schools. This is included to demonstrate the

importance of the lc'cal specialist teacher training

establishment. Twenty three of the thirty two heads of

department were trained at this college which is

situated in a suburb of the city. Six of the remaining

nine heads of department were trained at Catholic

Colleges which reflects the large Catholic sector of
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secondary schooling. The	 dominance of one teacher

training establishment is an important consideration

when reflecting	 on the strength of tradition and

uniformity in teaching throughout a geographical area.

It is important, also, to note the years of teaching

undertaken as heads of department within the authority.

Schools S - CC are included in brackets as these were

Catholic secondary schools in their first year of

reorganization. The figures in the brackets refer to the

number of years that the heads of departmeit had served

within the authority. The average number of years of

service was eight. This was a considerable length of

service given that it was an all-female profession

traditicinally serviced by women in their twenties or

early thirties?. The explanation for this was suggested

by the following observations from P.E. teachers:

"The tarn-over of staff is nowhere near
as mach as it ased to be so we have less
new, en thas ja g tic' teachers entering. TI? S
has happened since 2974-1975 when the job
sitaation became more difficalt Women
are more likely to stay in when they have
kids and jast take maternity leave. They
can't afford to give ap their jobs
anymore.

"Women ased to take time oat to have a
family bat now they stay and take
maternity leave. There has been far less
movement of staff in and oat of the
au.tho.rity in the past ten years or so.
People coaldn't move even if they wanted
to becaase there aren' t the openings for
promotion anymore. If staff have reached
head of department they are staying pat."

P.E., during the period c' f the research, reflected the
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national situation in teachin g where economic recession

and educational cut-backs have led to fewer jobs and a

static job market.This is confirmed by Flanagan H.M.I.,

the Staff Inspector for P.E. and Dance.. In his opening

address at the 1985 B.A.A.L.PE. 8 Cc'ngress he commented

that since 1977:

"falling school rolls,a lack of moveient,
and restricted avenues for promotion had
iiade for a svaller force,a p older force
and individuals staying longer in the
same posts."

In relation to girls' P.E. the implications of such

staffing chan ges include:

a) innovations at teacher training level take longer
to permeate through to the schools as staffing
remains static;

b) as women remain longer in a post, their personal
responsibilities often become greater. Thus an
increased number of married women and mothers in
the professicin can lead to constraints on time as
women's dual role in the labour market and in
domestic and child-care situations becomes more
intensified This is the case especially in P.E.
where extra-curricular work is so important [See
Chapter Six for further discussicin.]

c) fewer promotional prospects in relaticin to status
and pay levels can result in more disillusionment
and less willingness to undertake
extra-curricular duties10.

Facilities

Figure One [Appendix Two] shows the number of schools

which had access to a gymnasium, swimming pool, sports

hall, outside hard-surface playing area, playing fields

and/or a commercial sports centre. As can be seen all
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schools had the basic amenities of a gymnasium and an

outside hard-surface playing area. (The one school

without a gymnasium did have a large sports hall in

which gymnastics could take place.) However, only five

schools had swimming pools on site and six schools a

sports centre within their sporting complex. Although

twenty four schools did have playing fields on site and

the rest had access to off-site field use, the condition

and maintenance of these facilities was a cause for

concern amongst many of the heads of department:

"... if yoa see the condition of the
pitches we have to play on, there's sore
holes and bankers in it than a golf
coarse.... they just don't have the chance
to naster the basic skills."

"... the pitches are just always paddy
and the girls have inadeqaate footwear.
Half the tine we jast can't get oat onto
the fields."

".. the facilities are really poor for
hockey. There is no drainage so they are
unusable post of the winter. It means
there is no suitable grass for athletics
either."

"The fields are always JDuddy and you
can't see the lines. Girls just don't
have hockey boots so the fields are
inpossible to use."

It is important to recognize that the presence of

facilities does not necessarily relate to their use.

The limited number of schools having swimming pools and

sports centres on site affected, also, the breadth and

diversity of the activities on offer to girls in P.E.

Schools without swimming pools could offeronly limited

opportLinities for swimming teaching. (Twenty-one schools
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included swimming but only as a minor portion of the

total P.E. time). In secondary schools the teaching of

swimming tended to be restricted to the first years, as

financial priority was given to primary schools and

lower secondary classes. Leisure research EDeem 1986]

indicates that swimming is the most popular post-school

leisure activity for women. Given that one of the

primary aims of P.E. teaching was identified by the

teaching	 staff as 'preparation for leisure', (see

curriculum - this chapter) the lack of swimming

facilities would seem to be problematic in relation to

the successful achievement of aims and the inclusion of

activities meaningful and relevant to young women's

lives (See Chapter Eight for further discussion).

As only six schools across the city had a sports hail

for their use, this further influenced the range cif

activities on offer for P.E. Twenty-six of the thirty

two heads of department expressed a concern about the

lack of indoor facilities, particularly for the older

pupils. These staff identified the need Icir large indoor

areas, preferably in the form of sports halls, in order

to cater fc'r the desired wide range of activities in a

programme of 'options' at the top end of the school.. It

is apparent that the facilities available were a

limiting factor on P.E. teaching.As will be discussed

later, there apears to be a cc'nflict between the stated

aims and intentions of P.E. teachers and the P.E.

programmes that have been	 developed.	 Access to
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facilities has a direct	 bearing on this anomaly'

Furthermore adequate indoor facilities were seen by P..E

teachers as essential in order to provide a satisfactor'

programme in poor weather conditions. Interestingly,

this raises the question of what constitutes poOr

weather conditions for girls. On the whole, wet, cold,

muddy fields were not seen by those teaching P.E.

suitable for girls' activities:

"i'JE' never go out 1)? the rain, ice or fog.
If it's very cold I only go out if we're
doing something very active. There's no
point in making it a punishment."

"Girls just Hon't go oat once it's cold.
If they do they just stand around and
complain."

"Once the fields are muddy it just isn't
uortl, taking the girls out. They complain
and no one achieves anything."

While these comments reflect a fairly rational approach

to a situation in which adverse weather conditions

clearly affect the participation in and achievement of

physical objectives, similar views were not expressed in

relation to boys' experiences:

"Oh boys go out regardless of the Neather
bat it doesn't matter to them. They seem
to enjoy getting muddy."

"Certainly the boys seem to go out more
often than the girls but after all rugby
is. all about rolling about in the mud."

"I t!oink it's different for most boys.
They seem to not mind going out in the
cold. Probably boys are so much more
active that they don't feel it the same."
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Clearly these views dcv not reflect the reality of the

situation, in that it would seem likely that many boys

find going out in cold, wet, muddy conditions as

unpleasant as do their female counterparts. However,what

emerged from the interviews with the teachers is the

strength of the images and ideas held about the

differences between girls and boys in relation to their

ability to withstand cold, wet conditions and their

desirability to do so. These issues will be discussed

more fully in Chapter Six.. It is sufficient to stress

here	 that	 these	 imacies and ideas have definite

implicatons for the teaching of P.E. to girls..

The Liverpool Physical Educatic'n Teachers Study Grc'up

[1981], whose main brief was to "review the Physical

Education Curriculum - its current trends and future

needs", considered the 	 following issues to be of

significance in relation to facilities:

a) Much teaching time is lost because bad weather
interrupts the indoor programme. This frequently
occurs when other facilities (not affected by
climatic cc'nditions) are already fully utilized. As
a result there is a need for more sports hall
provision and links with sports centres.

b) Where space is available the provision of on-site,
all-weather playing areas could do much to reduce
the amount of travelling required by schools whose
'field' facilities are located some distance away..

c) That 'the 'gymnasium' provided a most important
facility and that the need for indoor accommodation
could not always be satisfied by sports hall type
buildings on their own.

d) Schools should have access to swimming baths.
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Similar problems were prioritized by the teachers in the

research project indicating that these issues were not

resolved for the schools. Most developments would be

dependent on increased financial commitment which was

unlikely in the economic climate.

Shos,ers

The facility for showering following P.E. was available,

in theory, for all the schc.ols. However, this facility

was considered unusable by some schools for a number of

reasons.The major constraint identified in seven schàols

was the time available in a P.E. lesson, e.g.:

"Pie do)?' t use the showers there just
isn't tire. I'd rather use what little
tire we have to teach."

"There just isn' t ti,e. In forty inu.tes
when they also have to change they hardly
have tine to break into a sweat. I expect
if we had longer lessons then we would
shower."

"Pie just don' t have the ti,je for showers.
I let thee choose to have one if their
lesson is just before lunch or hose

tinterviews - heads of departments]

Structural and practical prciblems with	 the actLtal

showering facilities created further restrictions:

"We only have six showers, so class
showers are just not practical - They are
an option though not an option take)? up a
great deal."

"Pie have showers bat no shower curtains
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so they won't use them. I don't blame
them. The authority just won't give as
the money for curtains and it isn't a
priority for oar capitation money."

"The showers are in the sports ball so
they can only be used when using that
facility."

"Pe do have showers bat can' t use them
because the floor is lethal "

Elnterviews - heads of departments]

Ten schools inciLided compulsory showers in their P.E.

teaching for years one to four with one school enforcing

compulsory showers until the end of the fifth year.

Therefore over two-thirds of the schocils in the research

did have compulsory showers for any age group. Many

commented that this was a change that had occurred over

the past ten years. Restricted time, inadequate

facilities and the view that showering can create

unnecessary worry and tension for girls were the primary

reasons	 givei	 for non-showering. As one head of

department cc'mmented:

"By the second year showering becomes
really difficult because they are so
self-conscious and embarrassed. I
woaldn' t make staff force kids through
showers. I think it is one sure way to
pat girls Qff P.E."

This is one crucial aspect of the relationship of P.E.

to young women's develc'ping sexuality. The question c'f

this relatioqship will be discussed further in Chapter

Eight.
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Curr i CLI1 urn

j) 1qj,,,g

The heads of department were consistent in their stated

aims for P.E. In answer to the question "what is your

main aim of teaching girls' P.E..?" three main aims were

suggested: enjoyment, preparation for leisure and

'standards' 1t . In thirty-one of the thirty-two schools

studied, enjoyment and preparation for leisure were

proposed as the two most impc'rtant aims. These were seen

to be closely interconnected. The following were typical

comments from the heads of department:

"h'e ai to give them an interest in sport
in general, something they'll enjoy doing
so that they'll want to carry On in
something when they leave school ."

"I'd like to think that when they'd left
they had fowi d one act i vi ty that they
enjoyed enough to keep up My first aim
is the enjoyment of the lesson."

"To get them to enjoy physical activity
so that they will continue it. Eccause if
you enjoy something you will carry on. It
is going to be good for you, healthy for
you whereas if you do something you hate,
you won't continue."

"I'd say that participation and enjoyment
are the most important aims of P.E. so
that they will continue some activity
throughout 1 i fe.

Elnterviews - heads of department]

In relation to 'standards' the main comments were:

"I can see for some people it is a good
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iay for disciplining. Team games give
good discipline."

"I have very high standards and they are
an important aspect of my teaching:
pwctaality, dress, appearance etc. I aim
to encourage the girls to also have high
personal standards."

"PE.	 aims to give social guidance...
That's sthat ue can do in P.E - please
and thank you, opening doors for
people. Self-discipline is one of my main
aims."

"I think in P.E. rather than in any other
subject it's teaching them manners,
self-discipline, good appearance. I think
e do a good job for the school more than

any other sthject PIe're more disciplined
than any other part of the school ."

A major survey of P.E. in secondary schools, conducted

for the Schools Council and published in 1974, listed

nine objectives for P.E. which were ranked in order of

importance by P.E. teachers. The use of the term

'objective' was justified in that:

The fact is that most of the pertinent
physical education literature fails to
distinguish	 clearly between aims and
objectives,	 and	 it	 was	 from this
literature that the objectives of
physical education were identified for
the purposes of the enquiry.

EKane 1974:60]

The aims of P.E. identified by the heads of department

in this research project were very much 'long-term' aims

rather than 'short-term' objectives. However it is

useful to dompare them to Kane's findings for the

Schools Council. The 1974 survey EKane 1974:35] found

the following objectives ranked in order by women
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teachers:

1. Motor skills
2. Self realisation
3. Emotional stability
4. Leisure
5. Moral development
6. Social competence
7. Cognitive development
8. Organic development
9. Aesthetic appreciation

It is interesting to note the contrasting findings to

this research project. Certainly motor skills and

'physical' development were mentic 'ned by only two heads

of department	 uid	 in each case as of secondary

importance. Leisure and 'moral development', which

compare directly to the 'preparation for leisure' and

'standards' aims identified in the present research,

were ranked only fourth and fifth in the 1974 study. The

explanatictn for this must rest with speculation, but

would seem to involve a relationship to the changing

social, economic and political climate of the 1980s. It

must be noted,also, that the primary aim of 'enjoyment'

was not included in the questionnaire fc'r the 1974

Survey. However this cmission was noted by the teachers

responding to this section of the survey. The report

commented that:

The most often mentioned additional
objectives were concerned with enjoyment
and satisfaction in physical education.

[Kane 1974:31]

It would appear that 'enjoyment' remains a primary aim

of P.E teaching.
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A number of issues are raised by the findings relating

to the stated aims of heads of department of P.E. These

can be summarized as follows:

a) the 'physical' - the development of physical skill was

not considered to be of primary importance by the

teachers in the research. This is supported by

observational material from the case study schools,

to be discussed in Chapter Seven. The relationship of

P.E. to ideologies of the physical and male-female

physical power relations emerges as a crucial area

for analysis and discussion.

b) 'preparation for leisure' - the importance of this

aim for contemporary P.E. must be considered in

relation to the feminist literature on 'women and

leisure' cited in Chapter Two and to the social,

economic and political climate in the city.

c) 'enjoyment' - enjoyment as an achievable aim for P.E.

needs consideration alongside the literature on young

women's subcultures (Chapter Two) arid in relation to

the activities on offer to girls and young women in

schools. How relevant is physical activity, in

particular traditional team games, to the lives of

adolescent young women? The conflicts and resistances

of young women must be considered in relation to the

stated 'drop out' or lessening of interest of young

women at fourteen or fifteen years old [Chapter Six].
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This latter issue was identified as an aspect of

girls' P..E.. by the majority of P.E. teachers

interviewed. For example:

"Up to the third year they're really
keen. It's probably adolescence, more
aware of lads, fed up of doing same thing
day in and day oat. They just get turned
off P.E."

"There's a definite drop of interest in
the fourth year bat there again girls
drop out of everything in the fourth
year. The only way to retain interest is
through a broad curriculum."

"Yes - girls lose interest in the third
or fourth year. It's the social idea of
women and sport. Boys tend to continue to
enjoy football etc. bat it's not the same
for girls."

"I know it's the classic one but it's the
third year - past the Christmas term.
They lose interest because they're doing
things that they can' t easily carry over.
You get girls coming up to you and
saying: "what's the sense in us learning
to play hockey - we'll nec/er do it.
P/hat's the use in learning to ran the
lOOm. I'm not going to be a lOOm runner."
I suppose they just do)?' t see the point.
i/e also get complaints about the style of
P.E. kit."

Issues concerning the relevance of P.E. to adolescent

girls and the influence of the social construction of

sport/physical activity as a 'male' pursuit demand

further consideration.

d) 'standards'	 -	 the	 importance	 of 'standards'

(discipline,	 appearance, behaviour) in both the

traditions and contemporary practice of P.E.. raises

important questions relating to the ideology of

female sexuality.
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These four issues will be discussed in more detail in

Chapter Six using the material from the interviews of

heads of department, in the more detailed observation in

the case study schools [Chapter Seven], and in the

analysis of Chapter Eight.

ii) Progra,e of activities

a) Carriceilar

Figures Three to Seven (Appendix Two) represent the

activities which were taught in the five years of

compulsory secondary schooling.

The most obvious feature to emerge was the existence in

years one to three of a common core curriculum,across

the majority of schools. This included gymnastics,

netball, roLtnders, athletics, swimming, tennis and

hockey. Dance was taught in twelve schools only in years

one and three and in fourteen schools during year two.

The adviser reflected that there have been few changes

in the activities offered to girls over the years, apart

from a drop in the number doing dance:

"There have been so,e slight sabtle
changes bat no major changes... the
activities are ach the same Gy has
e1lowed a little. There is now sore

strac tare to edeicational gywnas tics than
in the id 2960s. Dance has died oat a
great deal especially since the late '60s
- early '70s - - - yet I think dance is the

page 250



ost inportant part of the ciirrica1."

The Liverpool study 1981 found that dance was taught in

sixteen of the thirty schools who replied to their

survey. In total they concluded that dance involved only

6.87. of the total curricular time spent on girls' P.E..

in comparison to team games which took up 51.67. of the

total time.1

Team games have continued to dominate the main programme

of activities with netball and/or hockey, rounders and

tennis played in the majority of schools in years one to

three. However, gymnastics remained the "backbone" of

P.E. with all but one school offering it throughout the

three years. The term 'gymnastics' can cover a wide

range of activities but when questioned all described

the gymnastics taught in the lower half of the school as

'modern educational gymnastics'. However, several heads

of department reiterated the adviser's comment that

gymnastics over the past 10-15 years has become more

structured than the educational gymnastics of the early

197Os. 1 Swimming was taught in 28 of the 32 schools in

Year One but it was replaced in some schools in Year Two

and remained on the timetable of only fifteen schools by

Year Three. This reflected the lack of access to

swimming pc'c'ls fcir many schools	 and the economic

constraints which have resulted in	 swimming being

prioritized in upper juniors and year one of secondary

school	 only.	 All heads of department stressed a

commitment tc' the desirability of swimming being taught
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throughout	 secondary	 schooling	 and regretted the

constraints which did not allow this to take place.

Figures Six and Seven (Appendix Two) describe the

activities taught across the city in years four and

five.	 There	 was	 a considerable change from the

core-curriculum of the first three years to the broader

'option' based programme of the upper school. A wide

range of activities were taught during these years of

schooling and there was little consistency apart from

badminton which was taught in twenty-six schools in year

four and twenty nine schools in year five.

During the fourth year a number of schools retained a

commitment to the cc're activities which had formed the

structure of P.E. in the lower school.. However,

gymnastics lost favour in a large number of schools

leaving it as an activity in only nine schools.Athletics

was totally absent from the fourth year curriculum but

netball (21 schools), tennis (21 schools), rounders (14

schools) and hockey (9 schools) remained an integral

part of the programme. The major change in the programme

was the introduction of a wide range of 'leisure'

activities e.g. trampolining, volleyball, judo, keep-fit

etc. In 21 of the 32 schools the fourth year activities

formed a programme of "options" where an element of

choice was 'introduced 	 for	 the	 first time. This

innovation over the past 15-20 years had been a direct

intervention in c'rder to provide a more interesting and
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relevant curriculum for adolescent g irls and in response

to the raising of the school leaving age [ROSLA] in

1972. The 'success' of this change will be discussed in

Chapter Eight. Certainly the P.E. staff viewed it as the

most important curricular change during the 1970s and

1980s:

"Options have certainly been a positive
development. Once you've introduced an
option scheme, if it works successfully
and if the cu.rricu.lt.im is designed around
the option scheme at the top end you can
bring in lots of new ideas fairly easily
thereas without the option scheme or you
haven't got the staff available you stick
to things that will keep the most people
occupied for the test length of time -
which tends to be the traditional
method "

"At the fourth or fifth year they need
to know what they can enjoy and carry on.
It is important that they aren't forced
to go out and play hockey and they hate
it I rather they played table tennis, as
long as they enjoy it.In lots of schools
kids are forced - choice is a good thing.
They must be able to make their choice."

"Options have come into the fifth year in
this school where we are even discussing
the fact that they night possibly cone
in to the fourth year .. Things 1 ike
badminton and squash are becoming more
important because more children play them
outside of school."

By the fifth year the 'traditional' activities had

become less popular with tennis and netball retained in

14 and 10 schools respectively but with swimming (6

schools), rounders (3 schools), hockey (2 schools) and

gymnastics (2 schocils) very much minor activities across

the city.
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Figures One to Fc'ur (Appendix Two) show more clearly the

changing emphases in activities across he five years

of secondary schooling. The traditional team games

net bal 1, rounder s and hoc key showed a mar ked dec 1 i ne in

popularity following the third year whereas volleyball

was played in 18 schools in the fc 'Llrth and fifth year in

comparison to none in the first and second year and only

one in the third year. Basketball remained a marginal

activity with few schools (fc 'ur in the fourth year and

five in the fifth year) offering it to girls even in the

upper school. This was primarily because netball was

viewed by most P.E. staff as the 'female' sport and

basketball as the more 'suitable' male option

"Boys don't want to play netball they
play basketball. That's a mach more
vigoroas, spanky ga.e_ It's mach more
saitable for boys than girls."

"I do think that there are definite boys'
activities and girls' activities. Boys do
basketball and we do netball which I
think is more saitable. The two are
similar bat I just think netball is more
appropriate -

Not all the staff necessarily saw netball as more

physically appropriate but they did recognize the

importance of tradition.

"I - wouldn't think - nett/all necessarily

more appropriate. I'd say it's tradition
because really in netball the first thing
you are teaching them to do is stop. If
we started 'with basketball it would be
more relevant 'cos at least they could
keep moving with the ball. Then there is
more skill involved. However netball is
more traditional so that's what we stick



N1 ti? _"

This issue will be considered in more detail in the

discussion of gender ideologies about physical ability!

capacity in Chapter Six.

Figures Two and Three (Appendix Two) demc'nstrate clearly

the marked decline in athletics and swimming over the

five years cuf compulsory schooling. The other activities

noted were cross-country, canoeing, trampolining, judo.

These were the only individual sports that were

undertaken in	 more	 than one school. The schools

including these	 individual activities, in general,

included them from the third year.

Tennis, as a racquet sport forming part of the core

curriculum in the majority of schools in years one to

three, was dropped by scume schc'ols in years four to five

although it remained in 14 schools in year five. This is

significantly mc're than f':'r the c'ther core activities

and appears to reflect the recreational nature of the

activity. Certainly tennis in both private clubs and

public parks is more accessible for many young women

post school than the other activities included in the

core curriculum. Thus it was retained in 22 and 14

schools for years four and five respectively, as an

'option'	 leisure-linked	 activity.	 Badminton,	 in

contrast,, was absent from any school in the first two

years and then showed a dramatic increase resulting in

29 schools includiflg it by year five. Once more this
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reflects the recreational aspect of badminton in that it

is viewed as an activity that can be continued after

school but is not suitable for a physical education

curriculLim in the early years of secondary schooling.

This can be linked to the lack of indoor facilities

which made it difficult for many schools in the research

to involve a large number of girls in badminton at any

one time. Also, it was considered by the staff as

particularly suitable for adolescents:

"Girls like badminton when they're .14 or
15 because you don' t have to ase any
energy or ran around. It's .jast a case of
patting the shuttle across a net."

"They're keen on badminton 'cos it's an
easy option.. They're indoors, warm, dry
and they don't have to get hot and
sweaty.. It suits young ladies!"

"1 think badminton's popular because it
fits in wit!, their expectations at that
particular time. They can play at their
own pace, they don't have to concentrate
- it's relatively easy."

Elnterviews - heads of departments]

This latter comment from one head of department raises

the interesting relationship between P.E. and young

women's subcultures during adolescence.. Certainly there

appears to be an expectation frc'm many cif the staff that

young adolescent women will not want to be active, get

hot, work at a high skill level or concentrate! The area

of c'ption and the change from lower school to upper

school,in rthlation to physical education, young women's

subcultures and	 teaching	 staff	 expectations, are

important issues fc'r further discussion. These will be
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taken up in Chapter Eight.

Figure Four (Appendix Two) shows the inverse

relationship of gymnastics and dance with popmobility/

keep-fit/aerobics. These latter activities have been

bracketed together as there are no clear definitions in

this area. In some schools activities defined as keep-

f it were identical to another school's popmobility

programme. Once more the divide between education and

recreation was evident. Gymnastics is viewed in P.E.

literature	 as	 an educational activity with broad

educational objectives:

Of the physical education subjects
offered in school, eduational dance and
educational gymnastics are those which
most directly contribute to the personal
development of children.

[Morrison 1969:2]

Popmobility, keep-fit and aerobics are recreational

pursuits popular for their emphasis on health and their

suitability for young women. These activities are very

much 'feminine' pursuits almost exclusive to the female

sex. It is interesting that no school offered the girls

the 'masculine' equivalent - fitness training, circuit

training or wei ght training. Keep fit and aerobics were

justified by many staff as a suitable activity for young

women. Comments included:

",eep-f it is very popalar now becaase
they are very figure conscious. £e use
this to encourage the girls."
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"Yes girls want to do keep-fit and
aerobics at tI,is time becaae they are
conscious of their appearance and want to
iiork at looking good."

"We can get the girls to do keep-fit
because it's the in-thing isn't it? They
can get the fancy leotards and jogging
gaits. They see it as a means to improve
their shape and make them look good."

[Interviews - heads of departments)

The relationship of physical education for adolescent

girls and develcuping sexuality is an important issue

raised by the research. The emphasis	 on	 figure,

appearance and generally 'looking good' must. be

considered in relation to the literature on young

women's sexuality [Jackson 1982; Lees 1986]. Radical

feminist theory [See Chapter One] analyses the

relationship of sexuality to women's subordinaticin in

society. A critical examination of the teaching of

girls' P.E. must consider the theoretical implications

of this for th practice of P.E. teaching. This analysis

will be more fully discussed in Chapters Six and Eight.

b) Extra-curricular activities

Extra-curricular activities across the city were an

extension of curricular time in that the same activities

were offered to the girls at lunchtime and after school.

The general pattern was to organize netball, hockey,

rounders, athletics and tennis teams, where these were

taught in the formal programme, plus a gym club and a

dance club. Schc'c'ls that had a swimming poo1 on site
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offered a variety of swimming activities e.g. swimming

teams, personal survival awards and life saving. One

schc'ol offered a sub-aqua club. The main 'option'

activity on offer in extra-curricula time was badminton

(26 schools) with a volleyball club organized in a small

number of schools (4 schools).

The main constraints on extra-curricular activities were

identified by heads of department as lack of staff and

facilities. These areas have been discussed previously,

with the staffing problem being of particular concern to

the female P.E. staff as indicated in the section

dealing with staffing. The lack of involvement in girls'

activities,	 by	 women	 staff other than the P.E.

specialists, has resulted in fewer opportunities for

girls tc' participate, a lower profile afforded to girls'

activities and increased pressure on the female P.E.

staff in relation to time and commitment to a wide range

of physical pursuits. Women P.E. teachers need to be a

'"Jane"-c'f-all-trades' in order to ensure that a variety

of activities are on offer.

Extra-curricular time, traditionally has been the time

for the development of competitive physical situations.

The question of the validity of competition in physical

education has been the theme of considerable debate

during the 1970s and 1980s. Morgan [1974:15] articulates

the main concern over competition in P.E.:
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Competition is an essential part of a
whole range of games and contests which
boys and girls have traditionally enjoyed
and rightly handled, the competitive
element may raise the level of interest
to a point of high excitement which is
still completely enjoyable. But it can
have the effect of bringing individual
deficiencies into prominence, it can
cloak rough and insensitive behaviour and
it can be used to confer on games and
athletics a status which appears to many
people as out of all proportion to their
true value to play.

While being unable tern address these debates in any

depth, the "problem" c' f cc'mpetition particularly as it

relates to girls and physical 	 education	 will be

discussed in the fc'llowinq chapter dealing with

ideologies of 'femininity'. In relation to competition

in the cc'ntext of P.E., its place traditic'nally had been

situated in out of school activities.Thus inter-school

team practices and matches have fc'rmed the backbone c'f

the extra-curricular programme. Kane [1974] found that

of teachers (male and female) involved in

extra-curricular activities, 987. were reularly involved

in competitive team games. Interviews with the heads of

girls' P.E. in this research suggests that the

organization and coachin g of teams remained a priority

in many schools. However there can be identified a

changing emphasis away from inter-schc'ol competition. 19

of the 32 schools commented that they now play far fewer

matches than they did five years age'. This was not

necessarily due to teacher choice.All recognized that

financi1	 cut-backs and constraints were adversely
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affecting their programme of inter-schocul fixtures. Even

more crucial seemed to be the restrictions that girls

experienced from a number of sources.Several heads of

department suggested that there has been a steady

increase in girls taking part-time evening and Saturday

jobs.. Saturday morning fixtures, in particular, had

decreased dramatically during the 1980s. Only 6 schools

participated in a full Saturday fixture programme and

these schools, consequently, had to travel out of the

city boundaries to find opposition. The head of

department of one of these schools made an interesting

observation:

"Bat I never have difficulties getting
teaws oat t.at .1 think that it is the type
of girls that He've got. Its nothing to
do NitI we', it's just the' type of girl.
They don't have to have Saturday jobs and
they are so keen and Hilling to take
part. They have parental support and are
proud to cowe' and represent the school on
a Saturday."

The inclusion of Saturday fixtures appears to be related

directly to the class lc 'cation of the school. The

schools	 opting to continue	 this	 tradition	 were

ex-grammar schc'cils in middle-class suburbs of the city

or Anglican non-selective schools which drew from the

diocese, also with an ex-rammar school intake. The

growing	 divide between middle-class schools whose

parents' associations suppcirt and provide financial

assistance and schools which have to rely on their local

education authority grants, is demonstrated by the

presence in some schools of mini-buses, team kit,
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tracksuits etc. which had been provided by organized

fund-raising and parental contributions.

Although all schools took part in some inter-schc'ol

competition, primarily after school hours during the

week, further constraints on the participaticin of girls

were noted by a significant number of teachers:

"A lot of girls are expected to do
babysitting and get paid for babysitting
and so it is an incentive for them not to
come to practices and things.. That's why
we now use all the lunchtimes."

"When it gets dark we have to finish
earlier. This applies to girls not boys.
We also rarely have Saturday matches
now, due to Saturday jobs."

"We have the problem of girls having to
pick up younger kids and do the housework
etc."

"There is a problem of away matches
because parents don't like them
travelling across the city in winter.."

Clnterviews - heads f department]

These constraints influenced the participation of some

girls in the whole range of extra curricular activities

not just team games. They appear to be class related,

aiscu, as in the case of part-time jobs and Saturday

fixtures. These issues that have been identified:

domestic responsibilities; child-care responsibilities;

protection of	 girls	 on	 dark evenings and class

differences in opportunity will be considered in the

more detailed analysis in Chapters Seven and Eight.

Interestingly, not- all P.E. teachers accepted these
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constraints as an inevitable influence on participation.

As one head of department related:

"IThout tHo years ago there as a real
pressure on girls to go home instead of
to trampolining club to look after the
little ones. So ie had the little ones
picked up and brought to trampolining
club! Some minded them in the corner.
Eventually even the little ones, some
seven and eight, here having a go too and
the club has continued to thrive."

[Recorded interview]

It is important to recognize that teachers are not

always passive recipients of their circumstances.

Throughout the study many demonstrated the ability to

negotiate their existence and challen ge difficult or

controversial situations. Again these will be discussed

more explicitly when cc.nsidering the teachers' attitudes

to	 various	 issues and the	 case-study	 material

Furthermc're, the theoretical debates around the

desirability of competition have not remained between

the pages of the journals and in PE. texts. Although

competitive team games have continued to dominate

extra-curricular time, several schools have adc'pted a

club system across all activities to avoid the selective

competitive element. The m':'st comprehensive example of

this, in relation to an extra-curricular programme, was

in Townley School. A full descriptic'n of this programme

will be included in Chapter Seven.
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Examinations

During the 1970s there was a growing interest, and

subsequent development in examinations in physical

education. 1 In September 1976 there were 13 examination

boards across the country which approved syllabuses for

C.SE. Mode III examinations. These were registered

under a number of titles and with differing emphases

e.g. modern educational dance; physical education;

outdoor pursuits; art of movement; theory and practice

of physical education; human movement studies; physical

education, recreation and health etc. (Schools Council

Occasional	 Bulletin	 1977].	 The controversy over

examinations, which	 involved a debate over	 the

desirability and value of formal examinations in a

traditionally	 practical-based subject, was at its

height in the late 1970s and early 1980s1v [Carroll

1981]. More recently P.E literature has indicated a

move away from the debates over examinations to a r'4l'j

awakened concern for competition in the curriculum,

particularly in relation to the demise of British

professional sporting activity [Leaman 1986], and the

developments in health-related fitness and health based

P.E. programmes. t8 Recent references to examinations in

P.E. have concentrated on the developments at 'A' level

[White 1983; B.J.P.E.1985] whereas the earlier work

concentrated on C.S.E. Mode III [Carroll 1979, 1980].

This research study reveals that there were no schools
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undertaking formal examinations in girls' P.E. Three

schools noted that previously they had entered groups

for various C.S.E. examinations but had decided that

they were not particularly successful. The following

comments from heads of departments indicated their

reservations over examinations:

"I do think exams are a good thing bat
yoa have to be so careful that it isn't a
damping ground. That's what tended to
happen here but the kids must be able
enough to do it."

"We don't do exams.. t'le used to do dance
C.S.E. bat you got all the 'riff-raff in
it'. It was good for the lower ability
child bat you were left with the dregs. I
think it's coming to something when you
need to justify your subject with am
examination -"

Overall there was generally a negative response to the

question of examinations. Most saw examinations in P.E.

as indicative of a need to justify P.E.. in relation to

other academic subjects. Most P.E. staff rejected this

and felt that P.E. was worthwhile and justifiable on its

own grounds without havin g to enter the race for

quali ficat ions:

"It is not necessary for us to push
prestige or justify oar subject. It's the
other staff who want to do that. I
suppose for some i t would be useful, 1 ike
those going on to P.E. college, bat for
most it's a waste of time.."

"There	 is absolutely no point	 in
P.E exams."

"I have my doubts about them. The idea
that became popular was that it was the
opportunity for the less academically
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able uho Here physically able to shine
hut then Hhen you looked at courses there
uas so much theory attached to them it
just I-JaSfl't possible for less
academically able to shine. .. I don't
think there should be an exam as such. I
think it uould curtail the j4ork, if you
here thinking of assessment continually
then the tendency might be to train
simply touards the assessment."

"I don't believe in them It shoald be
fun and doing not hou you srite."

[Interviews - heads of department]

As this study has locked only at girls' P.E. there can

be no conclusions drawn as to whether boys' P.E. has

followed a similar path in rejecting examinations.

However, given that the majority of res3rch and

literature on examinaticins is dominated by male physical

edLicationalists and that male P.E. has an historical

emphasis cm the 'scientific' study of P.E. with tests

and measurements at the forefront 19, it is reasonable to

hypothesize that there could be significant gender

divisions in the emphasis and practice of examinations

in P.E. Certainly the legacy of Laban and the emphasis

on 'movement', which strongly influenced pc 'st World War

Two women's P.E., suggests an historical aversion to the

measurement and evaluation inherent in a competitive,

hi erarchi cal examination system.

Conc 1 usi oh

Part I of this chapter has located the research in its

social, economic and political context by providing an

introductory overview of the local education authority.

page 266



Using empirical data collected through structured

interviews throughout the secc'ndary school girls' P.E.

departments, Part II has provided descriptive detail of

the organization, staffing, facilities, curriculum and

evaluation of P.E. in the authority. Several important

issues have been raised by this material. Relating back

to the historical analysis in Chapter Three and the

literature review in Chapters One and Two, the following

areas emerge as important considerations for a feminist

analysis of contemporary girls' P.E.: 	 -

- mixed versus single--sex organisation;

	

- the relationship cu f P.E. to	 young	 women's
developing sexuality in relation to showers, P.E.
kit,	 emphasis	 on	 'standards'	 (appearance,
behavioLir etc.

- 'separate and different P.E. for girls and boys'.
Gender	 ideologies	 about	 the 'physical' in
contemporary	 P.E.:	 curricular opportunities,
extra-curricular activities, aims of girls' P.E.

- the relationship of girls' P.E. to young women's
subcultures: the relevance of the stated aims of
P..E.. (enjoyment, preparation for leisure) to
young women's lives and the potential conflicts
to	 be	 negotiated	 within	 young	 women's
subcultures.

These questions have emerged from the information

collected from the heads of department stating what

actually happens in the schools. This largely empirical,

descriptive material, however, has begun to raise

questions relating to the significance of gender in the

teaching of girls' P.E. This will be explored in the

next chapter when the interview responses of the heads



of girls' P.E	 will be analyzed in more detail in

relation tcu the gender ideolo g ies identified in the

historical material of Chapler Three.. It is the

relationship of qcnder to g irls' P.E. which underpins

the questions that are beginning to emerge from this

research investi gation. Therefore, gender is of central

importance in the following analytical chapters which

begin to analyse and discuss the complex issues relating

to gender and girls' P..E.. This analysis is fundamental

to a feminist apprc'ach to girls' P.E. and crucial if

future, non-sexist develctpments in this aspect of girls'

education	 are	 to	 be	 recognised	 and ultimately

implemented (see Chapter Nine).
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CHAPTER SIX

IMAGES OF FEMININITY:

The Responses of the Female P.E. Teachers
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Intrc.duct i cm

Chapter Three placed women's physical education in its

historical context considering the traditions of P.E.

and the relationship of RE. to ideolo gies of femininity

throughout its develc'pment.Historically P.E. has been

premised on the notion that girls require 'separate and

different' P.E. in school. As suggested in Chapter

Three, underpinning this provision were assumptions

around 'femininity' which could be categorised into

three	 areas: physical ability/capacity, motherhood!

domesticity and sexuality. Following from this

historical analysis Chapter Five looked at the situation

of contemporary P.E. using the research authority as a

case study and providing detail of the organisation,

staffing, content and evaluation of P.E. in a large city

L.E.A. This chapter seeks to consider whether similar

questions and assumptions, resulting from this

historical legacy can be identified in the attitudes and

ideas commonly held by those both involved in the policy

and the practices of contemporary RE. In order to do

this the extensive definitions and justifications of

'good practice' given by teachers and the adviser and

collated from the interview transcripts are considered

[see Methodology — Chapter Four]. However ideas and

images about 'femininity' are not restricted to the

level of cc'mmonsense assumptions to be 'achieved' by

some individuals and challenged by others. It is the

extent to which commonsense assumptions come to gether to
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form ideologies t of femininity and thus are formulated

and articulated in social practice (P.E.) which will

provide the extension of this chapter in Chapter Seven.

Therefore, this chapter sets out to answer questions

relating to the gender categories of physical

ability/capacity, motherhood/domesticity and sexuality

in contemporary PEE. Can assumptions around these three

areas be identified in the ideas and attitudes of female

P.E. teachers and are the assumptions of different

teachers consistent? Do the views of P.E teachers

reflect a 'new' liberated image of women in the 1980s

unfettered by gender assumptions?

Physical Ability/Caoacity

The historical material identified the deeply embedded

traditions relating to an ideology of the physical at

the core of the sub.ject. The dominant ethos that was

established stressed 'different' physical exercise and

sport f or girls and women which encouraged the

development of specifically 'feminine' attributes. The

evidence discussed in Chapter Five suggests that the

notion	 of	 'separate'	 and	 'different'	 physial

opportunities and experiences for girls remains a

central concept across the L.E.A.'s secondary schocils.

This is reflected in the continuing organization of the

majority of P.E. in single sex groupings and the

'traditional female' curriculum identified in all the
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schools in years one to three and in several schools

until the end of compulsory schooling. At the meetin g of

heads of girls' P.E. departments held on 26th September

1983 in the research authority, the question of single

sex teaching was raised with the thirty-nine heads of

department in attendance and the two P.E. advisers (one

female	 and	 one male).. All thirty nine heads of

department plus the female adviser supported the

continuance of single sex teaching with only the male

adviser enthusiastic for a move towards mixed sex

teaching. He supported mixed P.E.. "in the formative

years of secondary education but not beyond the third

year". His justification for this or ganization rested on

the complementary abilities of both male and female

pupils and male and female teachers:

"Boys and girls offer each other
different abilities and strengths
therefore they can help and encourage
each other It is the sarne for the
teachers. I think in sore respects en
tend to be by and large games players and
teachers and possibly their expertise in
terms of gaines and analyses night help
girls anderstand gases a bit sore .1
think women tend to be a fait and
natirally adapted to style and rhythm of
oveient from the gynastic point of
vied. I think oen in respect of that
can also help the boys."

The implications of his assumptions around male and

female strengths in teaching will be considered in

Chapter Eight when the issue of mixed versus single Sex

P.E. will be discussed more fully.
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In addition a further point that will be taken up in

Chapter Eight is the male adviser's reasoning behind the

need to return to single sex teaching after the third

year in school. He saw this as linked clearly to the

differing needs and interests of young women and young

men in relation to their preparation for future leisure.

He recognized that "an awful lot of girls become

anti-team games or more anti-team games beyond the third

year. I feel they go away from that and look for quality

of movement, experiences in individual sports rather

than team games". Although he admitted that some boys

also drop out from team games at this age he saw quite

clearly the desirabilit y of boys continuing but failed

to make a similar argument for girls. This related

directly to opportunities out of school:

"the benefit that boys hoie is that they
can join such things as pith teaws on a
Sunday siFiere they can get a ga ge of soccer
not necessarily for the ga pe of soccer
itself pore for the social thing.,"

These comments by the male P.E.	 adviser	 raise

fundamental questions relating to the sexual division of

leisure,	 youth	 sub-cultural	 influences of sports

participation and the sexual division of sport in

popular culture. These will be returned to in later

chapters.	 This chapter	 seeks to establish the

justifications given by the female heads of department

for the continuance of single sex organization and to

assess whether the traditional 'female' content of P.E.

continues to be supported by PE. staff and, if so,
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their reasons fc'r' such an emphasis.

The historical material identified clear biological and

idec'loqical justifications for a different and separate

P.E. curriculum for girls resting on innate

physiological differences resulting in specific female

physical abilities and capacities. Weiss, whose work

formed a core element in many P.E. teacher training

courses and remains on the reading list of many colleges

today, wrote as recently as 1969:

One way of dealing with these disparities
between the athletic promise and
achievements of men and women is to view
women as truncated males. As such they
can be permitted to engage in the same
sports	 that	 men	 do....	 but	 in
foreshortened	 versions....	 so far as
excellence of performance depends mainly
on the kind of muscles, bones,size,
strength that one has, women can be dealt
with as fractional men.

EWeiss 1969:21-216J

This powerful statement about women's abilities (or lack

of them) raises several issues. First, women are viewed

as deviant males - indeed as "truncated males" or

"fractional men". Furthermore, because Weiss claims that

women are inferior in "muscles, bones, size and

strength" they need to adapt the sports in which they

participate. Overall there is little doubt as to where

the power, abiliy and control in sports lies according

to Weiss. The fact that women will be Dermitted (by men)

to engage in the same sports placed power firmly and

withcuut doubt in mare control.
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The structured interview with the female P.E. adviser

provides evidence that she was in agreement both with

Weiss [1969] and with the opinion of the male adviser,

that girls and boys have different and complementary

physical abilities

"SQ lot of people, wyseif incladed,feel
that boys can give the girls wach wore
daring, adventare, excitewent and of
course girls can give grace and
finish, those things that they are better
at."

Although not viewing girls or women as 'truncated males'

she accepted clearly that women are different in a

number of physical areas and need, therefore to play

games and sports to suit their capabilities:

"... let's face it boys have far wore
strength,speed, daring. owen are wuch
wore the devious species. ie need to play
the gawes to suit our abilities.

[Taped interview: P.E. adviser]

Out of the fifty-six interviews with those in a position

of responsibility for decisions relating to the teaching

of P.E. in the authority, i.e advisory staff, heads of

department, peripatetic teaching staff, fifty- four

referred to the existence of clear physical differences

between bcuys and girls.. The followinq quotes are rep-

resentative of the views of P.E. teachers about these

differences:
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"Look at gyianastics,boys have no finesse
bat all little girls are poised Little
boys just throw thewselves about"

"... Boys and girls coipleent each
other. They are different and we
shouldn't be trying to sake thei the
sane They can give to each other - girls
subtlety and. control.. Boys can stretch
the girls and 3ake thea want to try
harder."

".... very few girls are willing to launch
theaselves oat of line.., it's a physical
difference. They've (boysi got spank -
girls naturally don't launch theasel yes."

"Boys give girls auch aore daring,
adventure, exciteaent and of coarse girls
can give grace and 'finish' those things
they are better at".

"I think boys are auch aore rowdier and
noisier and therefore shouldn't be pat
with girls."

"The aajority of girls are far aore
reserved than boys. In a lesson the boys
will throw theaselves at a ball. The
girls will aove to the side."

"se tend to aake them io things to their
own ability. Jthen we do athletics we do
'standards' - oar standards need to be
lower than the boys standards because we
do not achieve the saae capabilities."

" lot of girls haven't got auch spirit
to thea. Most of thea wouldn' t want to go
on an expedition. They wouldn't enjoy it.
They don't enjoy physical discoafort.
again it's quite different for boys."

"Boys are far
boisterous, lively
very keen on P.E.,
Girls are aach
enthusiastic."

aore enthusiastic,
than girls. Boys are
aore so than girls.
quieter and less

"Boys are stronger, taller, faster. It's
just a physical difference."

tlnterview transcripts]

The interview transcripts suggest the existence of

strong images and ideas about girls' and boys' physical
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capabilities.. As can be seen in the above quotes, boys

are viewed as:

daring,	 exciting,	 rowdy,	 noisy,

enthusiastic, biosterous, strong, tall,

fast,	 spunky,	 willing	 to	 launch

themselves.

In contrast girls are seen to possess:

finesse, poise, subtlety, control, grace,

finish, quietness.

The explanations for the existence of these two distinct

groupings of male and female characteristics fall into

two categories. First, fifty-three out of the fifty-six

interviewees referred to the existence of 'natural'

differences in physical ability:

"Boys have a lot of 'natural' ability
'cos they do things on their own. Girls
are ore shy and timid. Most girls don't
have a lot of natural ability"

"I support the fact that there are clear
natural differences between boys and
girls - most definitely."

"There are definitely clear natural
physical differences betieen boys and
girls."

"Boys are far sore naturally extrovert
than girls."

"Boys are more aggressive definitely -
it's natural and shows in their physical
abilities."

Llnterview transcripts]

Thus there was an acceptance that differences between

boys and girls ar,e biologically determined. Yet these
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powerful stereotypes held by the teachers are not

supported so definitively by research evidence. Dyer

E19821 suggests that in relation to sporting ability and

physical capacity, physical sex differences are relevant

only at the highest competitive level and even here it

remains difficult to identify 'biological fact' from the

social effects of socialization, training opportunities

etc. Certainly, observation of P.E. classes of thirteen

year old girls in the case study schools supports

Talbot's E1979J view that there are as many physical

differences	 in	 relation	 to physique,strength and

co-ordination	 within	 the group as there are in

comparison to a similar age group of boys.

The majority of the P.E. staff interviewed accepted

also that social tradition and cultural determination

are significant explanations for the differences between

boys and girls. Many retained the notion of 'natural'

differences but acknowledged that tradition and

socialization were important variables:

"There are differences aiJ7ly for
physical reasons - basic nataral pokier.
Bat look at little girls, they don't play
netbell bat little boys are all playing
football. It's the ay they are broaght
ap.

"I think perhaps they are socialized into
not competjnQ bat there is a certain
ele,ent that is nataral difference and
hwan natare. I don't think boys
pore of it necessarily than girls bat
boys are encoaraged to develop it
(copetitionJ that ach 2ore!"

"It's expectation and socialization bat
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also nat?J.ral differences."

Elnterview transcripts]

Only three P.E. staff disregarded bicilcigically determined

explanations and clearly situated their explanation for

different physical and psychological characteristics in

scicial convention and tradition.

".... it's nothing to do with their
ability, it's	 tradition	 - just what's
always happened and what's always
expected -"

"Z' sare it isn't that girls can't do
it.. I don't think we expect the sarne
from thea, it's tradition."

"It's from the past - tradition. If yoa
talk to girls about it they would rather
do the gases that they see taking place
on the teleqision."

Elnterview transcripts]

However, what does become evident from the interviews is

that whether or not differences between girls and boys

are identified as biological or cultural, the

differences are viewed as being inevitable and certainly

beyond the control of teachers. This attitude is well

illustrated and typified by the following comment:

"I think it is tradition but I' part of
that tradition and con qention and I
wouldn' t want to or be able to change
it."

This female and 'feminine' tradition was discussed in

Chapter Three and most succinctly described by Fletcher

£1984] in her book 'Women First'. It is this tradition
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which encouraged the develc'pment of separate and

distinct P.E. for women and it is this tradition which

continues to inform contemporary RE. The interviews

indicate that there remain powerful attitudes about

girls' physical abilities and capacities which are based

on the assumption that girls are physically less capable

than boys and, in general, exhibit specific female!

feminine characteristics e.g. poise, grace, control,

finesse, sensitivity. Although the interviews show a

difference in opinion as to whether these differences

are rooted in biology or culture the emphasis remains on

the acceptance of physical sex differences and the

desirability to reproduce these differences through the

teaching of P.E. Consequently these ideas and images are

used to justify the type of activity offered to girls:

"fle haie ¶Jlst not got	 the fore-arm
strength to play hockey like the boys.
Changes the rijles are a disastergiis
developient. Netball is the sawe - it is
especially suitable for girls."

"I don' t think boys would be satisfied
doing netball. It's far too static a
game for boys. They (boysJ need sore
excitement and freedom."

"Definitely not netball for boys because
boys wouldn't enjoy it. They couldn't
enjoy playing a game like netbali.
They're far rare open with their
oveen ts they want to go far more than
girls. Lads are usually more skilful and
faster."

"/ lot of girls wouldn't be comfortable
doing j5j, so we don' t make the girls
do it. 4OO is the ,ost they do and they
do it at their own pace."

Where a traditionally female activity such as modern
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/
educational dance	 is considered for boys there is seen

to be a need to adapt it to 'masculinity':

"Dance as a subject lends itself to girls
bat there is a place for boys as well
even if fitness training to wasic or
sowething like that."

"Dance is fine for boys so long as you
use appropriate thewes. They would need to
do stronger, wore assertive wovewen ts
probably with a wore drawatic elewent."

[Interview transcripts]

Overall the female P.E. staff considered that dance is

quite acceptable for boys even if it requires a

different approach to that developed for girls. It is

interesting to note, however, that the Liverpool Study

of P.E. carried out in 1981 showed that there was no

dance taught to boys at secondary level throughout the

authority. An important development out of this research

project	 would	 be a study of	 male physical

educationalist's ideas and attitudes about gender, and

their opinions as to the suitability of traditionally

'feminine' activities such as dance for the teaching of

boys' physical education.

Hwe'ier, it was in the discussion of traditionally male

activities e.g. soccer and rugby that the strongest

views were expressed by the female P.E. staff. While

many teachers agreed that girls are capable of the

physical skill to play soccer, the following quotes

represent the strength of attitude against soccer as a

desirable female activity:
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"I • have yet to see an elegant woman
footballer. Maybe I'm just prejudiced bt
they jast look horrible. I jist don't
like seeing women play football. If they
did I woald definitely want to modif y it.
The pitch is far too big and the ball too
hard. No I certainly wouldn't ever want
to see girls playing football."

"Football! - .1 have a personal thing
about this I've been to a women's
football watch and there's nothing iorer
to my feminine eyes than a big bust and a
big behind and the attracted crowd and
spectators... I won't let the girls play
because it is very very unfeminine - I
associate that with a man I feel very
strongly that I will never let the girls
play soccer."

Clnterview transcriptsl

It is not the biological constraints which deem football

unsuitable for girls but the undesirability of it in

relation to definitions of femininity. Football displays

those qualities previously associated by the P.E. staff

with boys - noisy, fast, boisterous with the need to

launch themselves abc'ut the pitch. Therefore it is not

seen	 as	 a suitable or desirable activity to be

encouraged for girls in P.E. As one head of department

commented:

"If girls want to go off and play
football then they can go and play in a
park or a club. It is definitely not our
place to encourage those activities in
school time.."

In some respects this concern about 'desirable' female

activity can be compared to the attitudes expressed

about girls playing outside in wet, windy, inclement

conditions ESee Chapter Five]. As indicated in Chapter 5
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it is riot so much that girls physically cannot cope with

such conditions bLt that they should not be expected to

do so. In comparision there is the expectation that boys

should cope with such conditions. For boys it is seen to

be a positive experience for which there remains a

character building element - "it will make a man of

you". Whether all boys see these experiences as p.:isitive

is a contentious issue and one demanding further

qualitative research.

Soccer raised the strongest antagonism amongst the women

teachers primarily because it was acknowled qed that

girls ç and play soccer. Therefore the need to

challenge any demand for its inclusion in the P.E.

timetable seemed necessary. Other 'masculine' pursuits

such as rugby and boxing were dismissed by all the

P.E. staff as undesirable and unsuitable for girls

"I's too stereotyped to even think of
ioen playing rigby."

"No iay rugby - that's even sore extree
than soccer. .4part frorn the physical
QOfl tact it is also aboit tradition bLLt 1)?
these cases it is definitely right. I
think I' a bit inflexible in y ay of
thinking."

tinterview transcripts]

The reasons for their opposition to 'masculine' pursuits

rested	 on	 traditional assumptions about desirable

'feminine' behaviour and a concern about physical

contact between girls. This issue of physical contact

relates directly to the social construction of female
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sexuality and will be discussed later in the chapter.

Motherhood/Domesticity 	 -

If there has to be some difference in the
physical education of girls at school,
this will need to concern the
specifically female functions of their
organism and to aim at countering the
infirmities brought about by the
unnatural life of women in the civilized
world... From this point of view their
physical education will need to be
supplemented by exercises strengthening
them in their specifically female role of
childbearing. It should include training
for motherhood.

EPantyazopoulou 1979:13

This view of the link between P.E. and girls' training

for their future role in motherhood relates back to the

eugenics movement of the early twentieth century and the

historical material discussed in Chapter Three. Today

there is little evidence that similar attitudes relating

to motherhood are held by women P.E. teachers. Whereas

historically P.E. was seen as health related, ensuring

the future well-being of the race,today health

objectives tend to be concerned with 'encouraging and

promoting an active lifestyle' and 'making the most of

oneself' EAlmond 1934L In the interviews, a majority of

P.E. staff saw P.E. as a means of encouraging fitness to

counteract the problems and excesses of

nutrition,alcc!hol, smoking and an increasingly sedentary

lifestyle.

"If e don' t rorage the girls at this
age to try to te a little fitter the,'
they've got o chance in the fitiire. So
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n'any adults are oversieight and lethargic
these days."

"1 think iie've got to try to Make girls
think about being active.Let's face it
socially ue're not a very fit society -
all that booze and creai cakes."

Physical fitness for motherhood was not viewed overtly

as an essential factor in the education of girls.

Medical care, the National Health Service, developments

in techniques in childbirth and improved infant health

care were seen to have diminished the assumed necessity

for education to concentrate on this aspect of physical

fitness. However this does not deny the significance of

the	 ideology of motherhood in determining women's

central contemporary role. P.E. teachers promoted

'fitness for life' rather than stressing 'fitness for

motherhood'. However, 'life' for girls was assumed to

encompass being a wife and mother.

"They'll all be iarried Hithin a couple
of years Hith a couple of kids to look
after."

"In this day and age iost of the girls
Hill	 have	 kids	 quite	 soon.	 HitF
uneMployMent there's little alternative
really."

[Interview transcripts]

The strength of ideologies of motherhood and domesticity

lie in their inevitability for most girls and young

women. The constraints imposed by motherhood and

domesticity are experienced in the lived reality of many

female P.E. teachers and are an expectation for their

female pupils.. This supports Griffin's [1995] finding
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that young women themselves see childcare and domestic

respc'nsibilties as central to	 their future lives.

Evidence confirms that unique constraints on time

experienced by women, be they daughter, sister, wife or

mother EDeem 1984; Griffin 1985; Oakley 1974].. The

expectation is that it is the woman who undertakes the

'caring' role EE.00. 1984; Oakley 1974.. Women P.E.

staff recognize the restrictions they experience, the

consequences of which govern their opportunities to

offer	 comprehensive and	 detailed extra-curricular

programmes.	 They are well aware from their own

experiences	 that	 the primary responsibility for

collecting children, buying food, cooking dinner,

cleaning and organizing the household lies with women.

The P.E. staff interviewed commented for example:

"It's okay for the men, they stay at
school rwning the clubs, orgaiiizing
tealDs until about 7 p Go hce and sit
doin to their eaI and then relax, put
their. feet up or go for a drink so that
they are refreshed for another day Ne
have to fit in the shopping etc arowd
our rking day."

"There is the problem that post outdoor
education staff are sen. 4fter all uo.en
have far greater family coitents than

- Men do far more out of school than
oen tecase they have the tirne."

Elnterview transcripts]

Domestic responsibilities are not experienced only by

married womei although a survey of the interviewees

showed that 557 were married and of these 757. had

children. Th remaining 457., however, also had domestic

responsibilities either for dependent relatives, or on a
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shared basis with flat-mates tc. None of the female

heads of department were free from the majority of

domestic chores. There are indications, also, that women

P..E. staff are remaining in larger numbers in full-time

employment after having children. Although there is no

reliable statistical evidence for this, several of the

heads of department with children commented that they

had returned immediately after having children because

of economic necessity rather than choice. When asked

about this trend, the female P.E. adviser agreed that:

"t'1oen ased to take tiie oat to have a
family bat now they stay with maternity
leave. That change is most noticeable
over the past ten years."

However, her analysis left no doubts as to where she saw

women's primary responsibility once they have children:

"Maternity leave is the biggest load of
rabbish. I know it might be old fashioned
bat I think no hoasehold shoald have both
parents in fail-time jobs. it is good for
a child to have their mother, or maybe
their father, aroand the hoase. I can see
that it is good for women with small
children to have part-time .fobs. In fact
that is very important for the women and
the children bat it is prong to have
fall-time work. It is only storing
problems for society."

[my emphases:I

Certainly the responsibility for organizing child-care

remains with the woman EE.O;C. 1984. These societal

expectations	 of	 women's	 role	 in child-care and

domesticity have severe repercussions on female P.E.
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staff's lived reality in relation to time and commitment

to extra-curricular teaching and thus directly on female

pupils' opportunities to participate. As one member of

staff commented:

"I wo4'ild love to offer wore things after
school far the girls and at weekends but
it is just impossible. I have to pick up
my little girl from the nursery by 5 p.m.
and then start on all the things that
need doing at home. I just haven't got
the time..."

Similarly, as discussed in Chapter Five, young women

students are restricted often by similar domestic and

childcare 'duties' EDorn and South 1983, Griffin 198].

Clearly this has consequences for their opportunities to

participate:

..... there are girls who are unable to
take part because of commitments at home
- going to collect younger brothers and
sisters. In some cases part-time jobs. I
know they feel that they have to do it
where brothers don' t - collecting
children, waking tea etc. -

"Boys don't have protl ems of staying.
Some kids have to pick up younger kids
from junior school etc. The girls tend to
do the messages don' t they?"

"Lots of girls would stay but they have
to pick up little brothers and sisters
from school, get the family allowance
etc. Boys don' t have the same
comm i tmen ts."

"Girls are the ones that do the laundry
and household tasks. That is so obvious
with women if you look at Sunday league
football ."	 -

C Interview transcripts]

Over a third of the heads of department commented c'n
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similar constraints on girls and younq women. However

two thirds of the staff did not feel that these

probleP were si gnificant. If the schc'ols were

categorized by their catchment areas, it is interesting

to note that the P.E. staff who commented on the

si gnificant constraints on their female pupils time from

dc'mestic/childcare tasks were schools with a

predominantly working class, inner city or New Town

intake from low income homes. While there can be no

generalized conclusion from these findings, it stresses

the importance of the interconnection and complexity of

class-gender relations [see theoretical debate - Chapter

One]. Within this study it would seem that girls from

working	 class homes potentially experience greater

pressure from household responsibilities which can

affect their freedom to participate in extra-curricula

P.E. activities.This does not mean that all working

class girls experience these pressures or that no middle

class girl has similar responsibilities. However class

position as a variable must be considered. Is it class

location	 c:r gender which is	 most	 important	 in

constraining young women's opportunities in this

situation? if it is class location why is it that their

working class brothers seem not to be expected to take

on similar responsibilities for the household? It is at

this point that a theoretical questioning of

class-gender relations must be:utili:ed as discussed in

Chapter OneTo return td Cockburn's £1983] analysis,

young women do not 'live two iiVCS, c'ne as a member of a
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class and the other as a man cr a woman. Everything we

dci takes its meaning from our membership of both

systems' However, whether a young person is male or

female does influence certain assumptions relatin g to

their future life regardless of their class location.

Within this study• there were certain expectations,

assumpticins made by those involved in teaching PE.

about young women's physical abilities and capabilities

and their future role in life as wife and mother. These

appear to cut across class boundaries for they were as

firmly articulated in the single sex Anglican secondary

school with its predominantly middle class, white intake

as in the working class, multi-racial, inner city

comprehensive, where the majority of the pupils were

from low income homes many suffering the effects of

unemployment and extreme poverty. However as Griffin

£1985: 4773, in her work with young women suggests:

Gender	 was an ever-2resent influence
which could not be ignored, but it
interacted with social relations based on
age, race and class in complicated and
not always consistent ways.

ThLts this complexity is experienced by young women and

has implications for the reality of young wcimerYs lives.

ifl an explicit sense, ideal images of motherhood and

domesticity no longer appear to influence directly the

content and teaching of P.E.	 However, it is the

dominance	 and internalization of these ideological

constructions	 of the 'woman's place' which places

indirect but substantial limitations on P.E through
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restrictions on the experiences and opportunities

afforded both to women staff and young Women stLtdents.

Age and class are important influences within this

construction and more intensive research specifically

into the relationship of these variables would be an

important development for our understanding of these

complex issues. Tentatively this study suggests that

age is important in that the transition from childhood

to adulthood is a period when expectations relating to

gender ideologies of motherhood and domesticity are

heightened and internalised by many young women EGrif fin

1983. Furthermore a young woman's class location may

influence how she experiences these expectations. For

many working class girls it results in a reality which

includes childcare and domestic responsibilties at an

early age which inevitably places constraints on her

opportunities and choices in various aspects of her

life. However, adult womanhood would appear to secure

women's position at the centre of childcare and domestic

responsibility for	 the vast	 majority	 of	 women

irrespective of whether they could be defined as working

class or	 middle class. This is reflected in the

responses from the P.E. staff in this study and

confirmed by a range of evidence and literature E.00.

1984; Oakley 19743.

In relation to images of motherhood, whii F'.E teachers

no longer identify their central objective as being the

preparation of physically fit young women for healthy
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motherhood, neither do they identify the need to

challenge directly societal expectations cif women's

primary roles bein g those of wife and mother. Indeed

many still view this as woman's natural function or, if

not biologically determined then culturally expected.

P.E. does not overtly reinfc'rce such expectations but

they remain on the hidden agenda of attitudes and ethos

which underpin the curriculum.

SexLtal i ty

Discipline, good behaviour and appearance,so much a part

of the tradition and 'standards' set by P.E. in the

pioneering girls' schools of the late nineteenth century

continue to be stressed today. Every head of department

of girls' P.E. throughout the city L.E.A. studied,

identified the maintenance of 'standards' relating to

dress, appearance, discipline and good behaviour as

first or second in their priorities for P.E. teaching:

"I think there must be very high
standards "

"4ithin P.E. departents girls can't get
away with rnuch. Standards are set quite
higI - we impose standards which other
teachers ay not inpose."

"1 think the standards in all the schools
need to be high. I think P.E. people
quite often have higher standards than a
lot of people.. - we xpet a higher
standard of behaviour attitude -
loyalty almost"

ElntervieW transcripts]

This priority, however, was not extended by the heads of
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girls' P.E. to teaching priorities for boys.As one

teacher commented:

"I think we do stipalate more5 trying to
make them into yoang ladies'."

The emphasis on 'young ladies' implies a particular

conception of 'standards' relatin g to bc'th expectations

of behaviour and appearance. Acceptable female behaviour

involves restraint, quietness and orderliness.

"We are gaite strict on discipline, for
exam ple we make sare the girls are
orderly, lined ap and ready for a lesson
before they start"

"The girls know that they go into the
gym, find a space and sit down gaietiy.
They know that's expected of them. If yoa
watch the boys they jast rash in and
start climbing Nail bars and things. ie
expect different things for the girls."

"We spend a lot of tine making sare the
girls are in a qalet line before they
even go into the gym or oatside. I know
it takes some tine bat those standards
are important."

[Interview transcripts

Young [1980: 153	 argues that girls learn throughout

childhood to protect their bodies and to inhabit a very

limited personal bod y space. As	 a	 girl	 reaches

adolescence she:

... learns actvely to hamper her
movements. She is told that she must be
careful not to get hurt, not to get
dirty, not to tear-her clz:thss, that the
things she desires to do are dangerous to
her. Thus she develops a bodily timidity
which increases with age. In assuming
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herself as a girl she takes herself up as
fraci 1 e.

Restraint on movement is the potential outcome of the

contrc'l and discipline seen by P.E. staff as essential

for 'successful' cirls' physical education. Although

girls are encouraged to. be physically active the

comments of the P.E. staff suggest that girls are not

expected	 to be adventurous	 in their movements.

'Neatness',	 'finish',	 'controlled	 movements' were

constantly mentioned as 'female' characteristics.

Furthermore, as mentioned in the historical chapter, the

development of girls' sports was premised on such

notions of "femininity" - netball with its restricted

mc'vement and use of space, hockey with cic 'se control

with the stick and rules governin g spatial movement.

One head of department c' ffered an e:-planation for these

constraints:

"The problei is that girls are being
t-auont by women who have been throuoh the
sste and aren- t as adven tw"os, puShI)?Q
etc "

Hc'wever she recognized that it was not only in the minds

c•i the teachin g staff that such views were embedded. One

assistant teacher in a case study school commented:

"The hierarchy	 in girls P.E. are
constantly uorried about safety etc
Therefore, that tra)Sits to teachers.
'You	 ustn' t do this, you .ustn' t do
that.' For exap1e Miss	 Eadviserj
took out traapettes years ago because of
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one accident. She care and watched y gy
lesson and then y lw,chtie gy club.
She didn't say anything to e but y head
of departzient saw e and said, 'I think
you ought to tone down your gy club
because Miss is very worried there is
going to b' an accident' - I've never had
one I don't think the boys are
restricted in anything like the same way.
They're expected to bounce off trapettes
and try new things."

Thus it would appear that ideas and images relating to

the freedom of girls to use space and the need to

protect them from injury have been incorporated into the

policy and practice c' f P.E. as exemplified by the

removal of trampettes, and as such have far-reaching

effects. The next chapters which looks at the case study

material, will assess more fully how far these images of

femininity are reasserted in practice. It seems

justified to suggest that the restrictions on contact

and the use of physical space embodied in the rules of

girls' sports, to gether with assumptions around the need

to restrict and control girls' movements, encourage the

position whereby youn women learn that their bodies

need protecting and they must remain enclosed within

personal space. Young E1980: 153] emphasized that in

physical development girls 'acquire many subtle habits

of feminine bodily comportment - walkin g like a girl,

tilting her head like a girl etc.0 Whereas physical

exercise and sport encourages a wider and explorative

use of space, the activities offered and the attitudes

held by many people responsible for their teaching

reinforces a limited extension of this bodily use. Young

E1980:154] argues ah interesting point:
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To open her body in free activity and
extension and bold outward directedness
is fc'r a woman to invite objectification

She also lives the threat of invasion
of her body spaces The mc'st extreme form
of such spacial and bodily invasion is
the threat of rape.. I would suqgest
that the enclosed space which has been
described as a modality of feminine
spaciality is in part a defence against
such invasion..

P.E. teaching accepts to a certain extent these

limitations and the responsibilities women have for

their own protection. An understanding of P.E. from a

feminist perspective must develop a critique of the

teaching of P.E. as it relates to a politics of

sexuality which defines women as responsible yet

vulnerable and therefore in need of protection. The

following chapters will look more closely at this

relationship in the practice of P..E. (Chapter Seven),

provide a fuller theoretical analysis (Cha pter Eight)

and discuss the implications these factors have for

future developments incorporating a feminist approach

(Chapter Nine).

'Standards' for girls centre, also, on expectations

about appearance:

"ye don't jist teach the girls P.E	 e
lays i))clIlde a lot t f other bits and
pieces e.g hygiene, cieanl2Dessq
dressing .ell in P.E kit, w,ifor."

"I teach thern to have correct iinifor
Kltq ha3r	 t.2ea	 cx,	 attention t_o
detail ."
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Even during lessons girls are encouraged to locik good

and not be over boisterous. As one head of department

summed up :

"The whole thing is dictated by th fact
that there is a very fe,,ale atmosphere in
P.E. here and the look of the thing is as
haportant as the doing it. It's not so
for the boys - they look as scruffy going
onto the rugby pitch as they do coping
off it."

Feminist literature on sexuality emphasizes that, in

their appearance, women are defined in relation to

sexual attractiveness but not sexual availability

EDworkin 1981; Jeffreys 1981; Coward 1984; Cciveney et al

1985]. Appearance is central to female sexuality.. The

female body is defined and portrayed in a specific form

geared	 to an 'ideal' image of femininity. Coward

[1984:77] argues:

Because the female body is the main
object of attention, it is on women's
bodies, or women's looks that prevailing
sexual	 definitions are placed.... The
emphasis on looks becomes a
crucial way in which society exercises
control over women's sexuality.

Certainly the heads of department placed considerable

emphasis on appearance and defined that appearance as

the stereotypical image of 'ideal' femininity. There is

an assumption that young women should look good,

presentable and be concerned with self image. The

historical analysis showed-how P.E., although liberating

in its encouragement of increased activity and the
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breaking of some dress cc'nventic'ns, was. careful to

protect the sexuality of young women by a reaffirmation

of 'feminine' modesty and 'desirable' dignity.. The

continuing emphasis by those involved in the policies

and practices of P.E. on standards of dress, appearance

and behaviour raises important questions about the

relationship of P.E.to ideologies of the physical and

the politics of sexuality £Chapter Eight].

Chapter Five noted that all schools have a set P.E kit

and discussed the justifications made by the staff for

its use. These included the desire to produce a uniform

appearance for the group with emphasis on 'neatness' and

'tidiness'. The P.E. teachers interviewed were unanimous

in the view that a 'suitable', 'uniform' P.E. kit was

essential. Yet this P.E. kit remains the 'traditional'

uniform of standard tee-shirt, regulation shorts/skirt,

ankle socks and pumps/plimsolls. School uniform is

itself a contentious issue with many school pupils..

Whylde E1983:23] states:

Collar, tie and jacket for boys and skirt
and blouse (or twin set!) for girls
imitate the conventional dress of the
middle aged and middle class, a group
which few pupils will identify with, and
against which most will rebel.

P.E. kit, however, not only presents a class related

image as suggested by Whylde but furthermc.re presents a

childlike mode of dress with sexual connotations. P.E.

continues to ignore young women's developing sexuality
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by enforcing a P..E.. kit which, for many, results in

embarrassment and indignity.. Jackson E1982] suggests

that female sexuality stresses the need to be attractive

sexually but not active.. Women who project their

sexuality through dress/style and promote active

sexuality are unacceptable and considered to be

'dangerous' for they are 'asking for trouble'..

Ultimately women rather than men are held responsible

for morality by the ideological construction of female

sexuality. The emphasis on a traditional P.E. uniform is

a continuation of the 'moral' standards promoted in the

development of P.E. and discussed in the historical

chapter in relation to the creation of the gymslip. Just

as	 the	 gymslip replaced the previous restrictive

garments so it, itself, has been replaced by a

physically freer uniform. However, the ideas around

female sexuality underpinning the choice of P.E. uniform

appear to continue unchallenged by the majority of P.E.

staff. However, these ideas do not escape the challenge

of many girls themselves.. This issue will be discussed

in Chapter Eight in a consideration of the relationship

of P.E. to female youth subcultures.

In relation to sexuality the issue of physical contact

between girls must be addressed.. P.E. staff interviewed

stressed:

"I don't see any place for rcgby taaght
in school becaase of the contact.."

"I	 think girls coald probably try
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anything Hithin reason. Girls shoaldn't.
be doing Heights and I don't think I'd
put girls into rugby tackling for
physical reasons. They could hart
theselc'es about the chest as they are
tackling so'eone."

"I don't rind boys playing rugby bat I
don't think its a girl's sport. It's like
boxing really. They might enjoy it bat I
wouldn't enjoy seeing thea battering each
other."

[Interview transcriptsJ

Although girls in general are seen as being physically

capable of contact sports, such activity does not befit

a young lady'. Some interviewees, however, did not seem

to mind boys 'battering each other':

"Well it's different for boys, they enjoy
it. I just don't think it would be
particalarly good for girls."

There appear to be two major objections to physical

contact between women both of which relate to female

sexuality. The P.E adviser puts forward the first

argument with clarity:

"... there is a physiological point. If
we pat adolescent girls into that
situation I a very concerned aboat the
damage they sight do to the!r breasts
pith hard knocks. /f tar all hockey,
al though a tough game, there is an
implement between yourself and the ball.
You can protect yourself, it isn't bust
to bust!"

This is the saine argument put forward in the late

nineteenth century to 	 justify	 the development of

separate and 'suitable' games for girls. There is a

concern here about female physical vulnerability. This
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concern is most intense in relation to the need to

'protect' areas of the body -which have either a

reproductive function or sexual meaning in our society.

No one commented on the problem of potential injury to

the face, arms etc. but several of those interviewed

were concerned at knocks that might harm breasts or

buttocks. Physical contact is viewed as undesirable in

relation	 to assumed female vulnerability which is

inextricably	 linked	 to	 ideologies	 about	 female

sexuality. Yet the vulnerability of women's bodies is a

curious assertion given the location	 of	 male

reproductive organs! As Hall C 1979:283 comments:

We see man the protector raging against
contact sports for females on the grounds
that they will irreparably damage, amc'ng
other things, their naturally protected
reproductive or gans, whereas the fact
that the exposed male genitals have to be
protected	 is never considered prob-
1 emat i C.

Hall also, offers a second explanation that can be put

forward to explain the objection to physical contact

between women:

For a woman to subdue another woman
through physical force and bodily contact
is categorically unacceptable, the
innuendo sexual and the act considered
unnatural. There exists an age old
prohibition against aggressive physical
contact between women.

CHall 1978:793

The acceptance of aggressive and 	 violent physical

contact, be it between men or women, is questionable.
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Yet there remains a double standard whereby only women's

behaviour and activity is seen to require requlation.

The demonstration of power and assertion between women

seems unacceptable in relation tc' female sexuality.

Desirable female sexuality is a passive, responsible,

heterosexuality and women engaged in contact sports

immediately raise doubts about the status of their

sexuality. It is the power expressed through physical

strength in contact sports which is problematic rather

than the physical touch. Indeed girls and women express

their emotion and sensitivity, acceptable female traits,

through physical contact. However, Coveney et al E198]

and Jef fries £1981] argue that heterosexual relations

are premised on unequal power relations between men and

women, with women expected to take the subordinate,

passive role. Contact sport between women places one

partner in the aggressive dominant position, a situation

untenable in 'acceptable' female sexuality. The

disapproval of P.E. staff of contact sport between girls

cannot be seen simplistically as a concern for potential

physical injury. This concern is directed specifically

towards young women and must be analysed in relation to

ideas around "acceptable" female sexuality which would

appear to be centred on a heterosexuality based on

notions of passivity, vulnerability and subordination.

Finally, an issue identified by many P.E. teachers can

be related, also, to this notion of acceptable female

sexuality. The majority of P.E. staff commented on the
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fact that many girls could not stay for extra curricular

activities during the winter months because of

travelling home in the dark. Often it was the parents

who enforce such restrictions:

"Froi about V Novewber some girls can' t
stay to clubs or practices becaue
they're not allowed to walk hose in the
dark,"

"There is a big problem of darkness
especially with first and second year
girls "

"The main restriction on girls staying is
darkness and the distance they have to
travel hoie"

"There's a real problem with away 'atches
because parents don't like thea
travelling across the city in the winter
in the dark."

tlnterview transcripts]

The concern is the need to protect girls primarily from

the dangers of sexual attack. Implicit in this concern

is the recognition of men's direct physical control and

dominance over women which potentially can find

expression in physical/sexual attack or abuse. The idea

that girls and women require protectic!n after dark is a

substantiated reality. Most women feel vulnerable at

night and this has implications for young women's

participation in both extra-curricular activities in

school and during their leisure time. The fear of sexual

attack has implications for women independent of their

class location although middle class women have been
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shown to have more opportunity, throuqh increased access

to private transport etc., to negotiate this constraint

[Deem 1984].

Conclusion

This chapter set out to question whether images of

femininity, as identified in the historical legacy

continue to find expression in the assumptions of women

P.E. staff. What becomes clear is that there remain

powerful assumptions around femininity in relation to

physical ability/capacity, mc'therhood/domesticity and

sexuality. However these images have not remained static

reassertions of a nineteenth century view of femininity

but have changed and developed over time.Thus physical

expectations of women's capabilities have changed in

that there is an acceptance that women are not

physically restricted to the same degree as was assumed

at the turn of the twentieth century. The twentieth

century has witnessed a gradual increase in women's

opportunities to experience and compete in a wider

variety of physical pursuits [see Chapter Three. Women

P.E. staff acknowledge this increased participation and

consequently their expectations of girls' abilities have

increased.	 However,	 underpinning	 this	 increased

awareness remains	 a powerful	 reaffirmation of a

femininity' which deems young women and women as

weaker, less physically powerful, less a ggressive than

their male couterparts while retaining more grace,
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poise, finesse, flexibility and balance.. The importance

is not in the reality of these stereotypes (indeed many

young women exhibit such qualities) or in the arguments

around	 how far these differences are biologically

determined	 or	 culturally produced, but as Willis

[1982:119] contends:

that to know, more exactly, why it is
that women can muster only 90 per cent of
a man's strength cannot help us to
comprehend, explain or change the massive
feeling in our society that a woman has
no busthess flexing her muscles anyway.

It is this latter statement of Willis' which this

research confirms in relation to girls' P.E. Women P.E.

teachers have clear notions that a young woman indeed

has 'no business flexing her muscles'. Although,

perhaps, there is an acceptance that women can partake

in physical activities and reach levels of physical

capability previously thought impossible in the female

sporting world, there are precise and articulated

constraints which set the limits and barriers across

which young women must not stray. Furthermore the

research suggests that such images and attitudes

relating to young women's physical abilities,

motherhood! domesticity and sexuality are reflected

across class locations applying to young women be they

working class or middle class.	 However, the research

does - indicate the complexity of the interconnections

between gender and class. For example ideas around

domesticity and motherhood would appear to provide more
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direct constraints on young working class women, many of

whom bear the burden of childcare and domestic chores

frc'm an early age. However, it remains yciung working

class women who bear this burden in social practice..

Images and ideas around gender remain powerful across

class location, although they are experienced to

different degrees by members of different classes.. The

limits to this particular research which concentrates on

gender does not allow for a full consideration of racial

differences. Within the study no distinctions emerged

relating specifically to race and images of femininity

although this is an area that warrants more detailed

consideration for future work.
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CHAPTER SEVEN

IMAGES IN ACTION

The Case Study Schools
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Introduction

As discussed in Chapter Four the research project

included an observation period of half a term (six to

eight weeks) in four selected case study schools.. This

chapter considers in detail the schools' P.E. programmes

concentrating on organisation, staffing, facilities,

aims and objectives and curriculum content. A general

profile of each of the case study schools is included in

Appendix Three.

Central to this chapter are the issues raised in Chaçt

One concerning ideology and its significance to an

interpretation of the curriculum. Hall [1982:25] states:

ideas do not arise spontaneously from
inside our individual heads or from the
depths of our individual consciousness!
Ideas exist outside us,iri society: in the
discourses we use, the institutions we
live and work in, in the way things are
arranged. Ideology is a social process.

Chapter Six considered the ideas and images held by the

heads of department, the teachers and the adviser in the

authority	 studied concerning the teaching of P.E.

However, it is not enough simply to identify sexist

attitudes	 relating to physicality, 	 domesticity!

motherhood and sexuality. As Hall succinctly states,

ideologies do not just spontaneously arise in the heads

of individuals but they exist within and are transmitted

through the intitutions of society, their policies and

their practices. If ideology was reduced simply to
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individual attitudes then reform focussing on gender and

physical education would be straightforward: remove the

individuals holding sexist	 assumptions	 from the

schooling process, and gender differences would

disappear! (i.e. the 'equal opportunities' approach).

However, literature and research into gender and

schooling [Arnot and Weiner 1987; Spender and Sarah

1980; Weiner and Arnot 1987] suggests that it is the

institutionalization of gender ideas and images which

reinforces the means by which gender differences come to

be taken-for-granted. This process creates powerful

gender ideologies which can be identified in the

policies, priorities and practices of schooling.

The identification of ideology, however, does not

address the extent to which ideas and images are taken

up and assimilated by girls in the learning situationt

It is hoped that future work will develop the framework

of this project (historical analysis and contemporary

investigation	 into	 the	 policies,	 priorities and

practices of PE. teaching), in order to give greater

insight	 into how girls/young	 women experience,

understand and make sense of their physical education.

page 309



CASE STUDY I - HEYFIELD SCHOOL

PHYSICAL EDUCATION IN THE SCHOOL

I Organization

a) GroapinQ

The first three years of P.E. were organized in single

sex mixed ability groups with the exception of first

year dance which was a mixed sex activity. At the time

of the research this was experimental, initiated the

previous year by the appointment of a part-time member

of staff who previously taught on a Manpower Service

Commission dance scheme at the school. The mixed sex

teaching had not been carried through into the second

year primarily due to staffing constraints. All fourth

and fifth year activities were time-tabled as mixed

activities.

During the observation period, first year classes 1SH,

1FL and 1DP were observed over a period of five weeks.

The sessions appeared to work successfully with both

girls and boys taking part with apparent enjoyment.

Throughout the period of observation the theme of 'Time'

was used. This included the use of a short written piece

as stimulus and music as accompaniment.. However within

this mixed sex teaching situation sexual divisions

continued to exist. As the dance developed over the
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weeks boys continued to work together and the dance

became choreographed into 'boys' sections and 'girls'

sections. Although these sections were of equivalent

length and importance within the whole dance it was

interesting that the groupings used sex as the dividing

factor. It was noted during the period of observation

that the girls and boys were at different stages of

physical development. Some of the girls had begun to

develop physically and were quite tall and developed.

All of the boys were pre-pubescent and many had a small

physique. Possibly it would have been more valid to

choreograph dance using size as a consideration rather

than sex. The grouping of tIe girls an o'ys , sw. as

further exacerbated by the responses of the pupils. When

asked to work in pairs or threes they tended to be

self-selective in sex groupings. There was no positive

intervention by the teacher to regroup the girls and

boys into mixed-sex groupings.

The importance of observing mixed-group teaching is

highlighted by this situation and raises several

important questions: e.g. is mixed sex teaching in

theory, mixed sex teaching in practice? is the

organization alone enough or is positive intervention

necessary in order to encourage girls and boys to work

together? Observation of the fourth and fifth year

option sessions confirmed the need to address these

questions. The option activities were timetabled as

mixed activities. In practice, however, girls opted
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primarily for badminton and basketball in mixed groups.

A large proportion opted for keep-fit which was chosen

only by girls, with nine girls in the fifth year opting

for 'Health and Beauty'. This course was run by the head

of department and offered only to the girls. The

justification for the Health and Beauty course was

derived from the presumed need (as defined by the head

of department) to offer activities which would attract

and maintain the interest of fifth year girls. They

spent the sessions considering make-up, hair style,

'beauty-tips' and fashion. The emphasis was on

appearance not on physical health. It was significant

that a relatively small number of girls opted for this

session given that it was a positive attempt to provide

the girls with "what they want" EHead of Department].

Similar situations were observed in the mixed badminton

sessions in the sports hall. The badminton was

'coached' by a male member of staff. Throughout the

observation period, five classes were observed. On three

occasions each game on each court (doubles) was

single-sex: boys played boys and girls played girls. The

only exceptions were the five remaining players (three

girls and two boys) who played against each other.On two

occasions one pair of boys opted to play against one

pair of:girls (or vice versa) although each of the other

courts were single-sex.. At no time was there an attempt

by the member of staff to intervene and alter the

organization. The sessions were pupil-led in that they
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organized themselves and were supervised primarily by

the staff member who offered some comments of encourage-

ment and help and made occasional disciplinary

interventions.

In the fourth and fifth year the only 'non-traditional'

choice made by the girls was the decision by five girls

on two occasions to join the soccer group. A]thouqh

mixed in theory, in practice outdoor team games such as

football and netball remained single sex. However, on

the occasion when the girls first opted to join the

soccer group the head of department's comment as they

left the changing room summed up the underlying attitude

to girls playing soccer:

"Football, you wast be aad - you should
have been born a lad."

Although both in theory and practice girls had the

opportunity to participate in soccer, effectively it

remained at the level of equal access. In terms of their

experience they ran the gauntlet of comment before

leaving the changing room. Having joined the soccer

group they were integrated into a male soccer group with

a male member of staff. These boys had received soccer

coaching throughout their five years at secondary school

and for a minimum of four years at primary school. This

was the first opportunity to- play soccer offered to the

girls in a formal school teaching situation. Observation

of the lesson suggested that equality of access cannot

page 313



be equated with equality of experience or equality of

outcome.. The girls were given the opportunity to

participate but it was a situation in which their lack

of coaching and experience resulted in peripheral,

rather than central, participation in the game.

The issue of the integration of girls into traditional

boys' activities, and the subsequent problems, had been

discussed previously with the head of department. She

stated:

"We do some football. We have done nou
and again bat I Noaldn't pat the girls in
against the boys anless they an ted to.
They'd have a go bat they coaldn't
physically co.pete against the.. They'd
enjoy playing traditional boys ga.es
the.selves - they'd enjoy it .ore.,The
boys woaldn't give the. a toach of the
ball anless they are very very good.
We've got so'e girls ho are very good
bat the .ajority of girls are sore
reserved than boys."

This quote is revealing for a number of reasons. First,

it highlights the gulf between stated policy and

practice.The stated poliçy recognizes the problems of

girls being integrated into boys' soccer solely on the

basis of choice. However, in practice this was exactly

what happened, with the only opportunity for girls'

soccer being the opportunity of access to the boys'

soccer group. Furthermore,the justi fications of,and

explanations for, girls finding mixed soccer a problem

were based on physical differences: "girls are more

reserved", "they couldn't physically compete". There is
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an implicit expectation that this is a 'natural' state

of affairs. Thus when some qiris challenge this by

taking part in soccer it is their "womanhood" which is

questioned: "you should have been born a lad". These

issues will be returned to in Chapter Eight.

A final issue, regarding mixed-sex teaching concerned

race. The dance option for the fifth years produced a

group of nine young men and two young women. Eight of

the group were black Afro-Caribbean male youth. This

session was taken by the female part-time member of

staff. This involvement in dance by young black men

reflected an interest within the local community of male

dance.The local arts centre ran a thriving male dance

group and	 the youth	 club, run at school, gave

considerable attention to dance. The dance session over

the six week cibservation period concentrated on a modern

dance routine to Michael Jackson's 'Thriller' and

introductory work cm bodypopping and breakdance. It was

noted that these latter activities were led by three

male group members who helped to teach the white female

member of staff. It is interesting that dance, a

traditionally female activity in secondary P.E., was

most popular at fifth form level with black male youth.

On three occasions there were no girls/yoLng women

present. This raises interesting questions about

race-gender interaction and it would be interesting to

discover whether the young women were put off the

sessions because they were in a minority in the group
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situation..Certainly the school situation appeared to be

influenced by the cultural experiences out of school and

the fairly unique opportunities in dance presented to

young men in the local community.

b) Tire allocated to Ph ysical Edication

Years One, Two, Three and Five were timetabled for three

55 minute sessions per week. Year Four had two 55 minute

sessions with Year One in addition having a mixed dance

session timetabled as dance/drama. P.E. was compulsory

throughout the school (11 -16 years). The head of

department stated:

"Frog the first to third year P.E. should
be and is eoipulsory. /fter that (I know
I' cutting y own throat) it aybe
should be offered as an option for fourth
and fifth year. I still force thea to do
it at the woent. They probably eight do
better with another option - secretarial,
english, fabrics, cookery."

In theory, therefore, all girls between 11 and 16 were

compelled to attend P.E. classes although some doubts as

to the value of compulsion above the age of fourteen

were expressed by the head of department.

These doubts were perhaps justified when P.E. attendance

was observed over the research period. Alhough P.E. was

compulsory up to and including the fifth year it was

noted that attendance fell after the third year. By the

fifth year	 there was up to 607. absenteeism from
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timetabled P.E.	 lessons. This reflected a general

increased absenteeism throughout all the fourth and

fifth	 year lessons [School Report 19823. Although

registers were kept on each option group there was

little attempt	 to enforce attendance at physical

education. A P.E. staff member commented that:

"I dotht if there woald be any difference
in attendance if we iade P.E. volantary
after the third year."

In years One to Three there was an average four to six

pupils sitting out of each lesson. The reasons for

non-participation varied but were primarily health

related backed by a parental letter. Hc'wever, if the

rules concerning kit had been adhered to, more girls

would have missed lessons.

Concerning P.E uniform the following guidelines were

published in the school guide 1983-1984:

P.E. Kit

GIRLS	 Blouse,	 preferably sleeveless.
Navy blue knickers OR shorts OR
short	 navy wrap-round skirt.
White socks, pumps.

Opt i c'nal

Navy blue leotard - an all
purpose garment which can be worn
for	 gym,	 games,	 dance or
swimming.	 It	 can	 be bought
througfE school	 and paid for
weekly.. We highly recommend this
as the cheapest	 alternative.
Tracksuit. -Hockey boots.

These firm guidelines issued from the official school
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prospectus were not so firmly reiterated by the head of

department. She denied the necessity for girls to have

such a precise kit although she accepted the official

guidelines which were distributed to parents. However,

she indicated that the final decision concerning P.E.

kit was not her sole responsibility:

"He used to have no skirt for gysnas tics
in the upper school bat the head japed
in and said that she thought girls ought
to uear a skirt in the third year. So
girls from the third year apHards noN
iiear a skirt."

This is a significant example of the power (although

often latent) which headteachers hold within their

institutions. Decisions over uniforms as with other

aspects of policy often spring from the ideas and values

held by the headteacher (and often the governors),

although the decisions are implemented in practice by

directives from heads of departments or faculties.

The liberal approach to P.E. kit articulated by the head

of department was not so obvious in her observed

practice. It was recorded throu ghout the fieldwork that

a considerable amount of time was lost to P.E. teaching

through controversies over P.E. kit. Every P.E. lesson

observed involved a minimum of three to five minutes

discussion and checking of P.E. kit.This did not

necessarily involve enforcing schedules governing the

correct kit, rather i ,t was concerned with ensuring that

as many pupils as possible changed into some form of
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alternative clothing or, at the least, removed skirts,

shoes and socks. Further time was lost in the removal of

,jewellery and the organization of hair. In timing the

P.E. lessons over a three day period, on average sixteen

minutes were lost at the beginning of each lesson in

changing, sorting out kit, jewellery and hair. This was

more than a quarter of the whole teaching. time. Between

eight and ten minutes were left at the end of each class

for changing back into school uniform thus resulting in

a loss of almost O7. (average) of P.E. teaching time.

Thus, although a set amount of time was allocated for

P.E., absenteeism and issues relating to P.E. kit

created	 a situation in practice where many girls

received a minimal amount of taught P.E. each week.

c) Showers

This aspect of the organization of P..E. was considered

by the research project because it is an issue

identified in the previous experience of the researcher

as producing negative respc.nses from the girls and an

area identified in the work of Measor [1984] as of

significance for young women. The P.E. booklet at

Heyfield which set out the P.E. curriculum stated:

Showers sho1d be taken if tine peraits
except where a edica1 excase is given_

This official statement was not so firmly reiterated

verbally by the head of department:
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"The first years only hac'e co.palsory
showers becaase it takes too long. It is
optional for the others."

During the observation period no showers were taken in

years one to three.. In year five several girls opted for

showers when their P.E. class took place during the

final period of the afternoon on Monday, Tuesday or

Wednesday. Given the amount of time lost to organization

of the class, the argument made by the head of department

that showers "take too long" was understandable. However

the stated policy was that first years should have

compulsory showers although this did not occur in

practice.

Staffing

Two members of staff taught girls' P.E. full time. In

addition one woman attached to the Return and Learn

scheme taught part-time P.E. including first year dance

(all classes), second year gymnastics and fourth and

fifth year Options. One further woman was timetabled for

one session with fourth years.

On the other hand the boys' P.E. department had two

full-time members of staff but with an additional eight

male members of staff timetabled for various sessions of

P.E. Of these, six male staff were timetabled primarily

for fourth and fifth year P.E.. This is significant for

at this stage P.E. was a mixed activity across the male

and female departments. These sessions, however, were
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staffed by more male teachers thus leading to a far

greater emphasis on male teaching of the activities

offered. The female P.E. department received no extra

help with extra-curricular activities. Both the heads of

department (female and male) were on the same salary

scale but in the boys' department the second full-time

member of P..E. staff was on a Scale 2, whereas in the

female department, the second full-time member of staff

remained on Scale 1 after seven years at the school. The

head of department had been at the school for eight

years. Both had been trained at the local specialist

college of P.E.

The women P..E. staff worked as a self-contained unit

within the schools They had a small room in the P.E. wing

in which they spent most of their non-teaching time. The

room was equipped with a kettle and they spent coffee

breaks and lunch hours in the P.E. area On only one or

two occasions per week did they go to the main staff

room and that coincided with their official break duties

or when they needed to speak to other members of staff.

During the observation period there was no additional

teaching contribution, in curricular or extra-curricular

time, from any staff other than the two full-time and one

part-time member of staff.. During the fourth and fifth

year options the badminton and soccer were taught by male

P..E.	 staff.	 Other options	 (e.g.	 table	 tennis,

trampolining, weight training) were taught by the male

department but failed to recruit girls..
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During the six weeks in the school it became clear that

both the full-time female members of staff had heavy

domestic and childcare responsibiliites. The head of

department had a two and a half year old child who was

in a nursery about half a mile from the school. She

dropped off the child at 8.30 a.m before arriving in

school and had to collect her by 5 p.m. This meant that

at no time could she finish an after-school session later

than 4.30 p.m. if she was to lock up the wing before

leaving the school. On several occasions she had to use

her lunch break to collect shopping.

The second teacher in the department had a fourteen

month old baby and she had returned recently from

maternity leave. She had similar restrictions on time,

having to collect her baby from a childminder. During

this period she was awakened once or twice each night

and she commented upon this regularly as she felt tired

during the day. During the observation period her child

had to visit the hospital on two occasions. On both

occasions she had the responsibility for arranging and

taking her child to the appointment (as opposed to her

partner).

III Facilities

The facilities for P.E. had been improved by the

building of the sports hail in the late 1970s. They were
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organized into a P.E. block to the side of the school

and they included large changing area, staff changing

room (small), and a gymnasium. Next door was the large

sports hail which had facilities for badminton, basket

ball, 5-a-side, trampolining, volleyball, matting for

various activities with the space for indoor

alternatives to traditionally outdoor activities e.g.

hockey, tennis, netball etc. The sports hail was shared

between the girls' and boys' departments with the boys

having their own similar block of changing rooms and a

gymnasium. Outside, the school had netball/tennis courts

and a football pitch with some space for athletics.

The facilities for P.E. were good and appeared to be

shared successfully between the boys' and girls'

departments.The boys had more use of the sports hail but

that reflected the fact that more male staff were

involved in P.E. at both formal and informal levels.

Consequently more boys'	 activities were offered

requiring more use of the sports hall.

The self-contained nature of the P.E. block was an

advantage in reducing interference from the hierarchy of

the school and although the department wc'rked in

isolation the teachers had complete autonomy. Because of

the relatively large access to indoor facilities it was

noticeable that	 the teaching during the observation
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period took place indc'ors apart from the few girls in

the fifth year who opted for soccer. This had the

advantage that the poor weather did not influence the

programme but it raises the question whether P.E.should

be a totally indoors experience.The interview with the

head of department 'suggested that they did teach

outdoors:

"Yoa can zake P,.E. attractive for girls,.,
You have to show cowpassion - if it is
cold - let thee wear gloves, hats etc."

In practice it appeared that a decisicin had been made

not to teach outside during the months January to March.

This was made possible with adequate indoor facilities.

The male P.E.. department taught outdoor games regularly

each week and the boys went on cross-country runs. The

underlying assumption was that girls would be "put of f"

by cold weather and therefore it was more successful to

encourage them to be active in a warm environment. In

practice this decision was made by the P.E. staff and it

resulted in the abandonment of all outdoor work. It was

difficult to ascertain whether this decision reflected

the wishes and demands of the pupils or whether it had

been taken to ease the staff's potential discipline

problems with a proportion of the girls.

IV Aims and Objectives

The written aims of P.E. in the official syllabus

prepared by the head of department were:
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1) To give children a wide variety of activities and
therefore a wide experience of movement.

2) To become aware of their powers of movement.

3) To master their movement and therefore to move
with fluency and control.

4) To help the children to apply the knowledge and
the mastery of movement they have acquired to
specific skills — games, swimming, athletics,
dance and educational gymnastics.

5) To promote enjoyment of physical activity.

6) To aid awareness of the necessity for health and
hygiene.

7) To help establish self discipline.

8) To check health and remedy any physical defects.
Good organization is a very necessary component
of a succesful lesson. The sooner the class gets
into the basic routine of lining up, getting a
partner etc. the more time they have on the actual
physical task set. Establish in the first few
weeks exactly how you expect the children to
behave when they receive equipment, put it away,
set mats out etc..

9) To promote physical	 activity after leaving
school.

[P..E. Syllabus p4]

Verbally the head of department stressed the aims

of self-discipline,	 'standards'	 and	 education	 for

leisure. She put
	

little	 stress	 on physical skill

ac qui si t i on:

"Self discipline is one of the rain ones
CaisJ and I think that is the hardest to
get here... we have a whole week on
manners - the kids need mothering they
need social gaidance. That's what we dQ
in P.E. — please and thank yoi, opening
doors for people. These cope before 1
ever worry aboat what goes on in the gy
or sports hail.. The children are not
disciplined	 they	 have	 no	 self
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discipline.., in ball skills for example
they're not learning to throw a ball
they're learning to do what Miss tells
thew when she tells then."

The head of department recognized that this emphasis on

manners and behaviour was not quite so strong in the

boys' department:

"The boys are not qt..cite so pedantic oc'er
discipline as we tend to be. They spend
wore tine playing the ganes."

This emphasis on standards and discipline, so evident in

the historical developent of girls' P..E.. and stressed by

the heads of department across the city in the interview

material, is central to the stated policy of Heyfield.

The period of observation was important in establishing

how far this stated policy (written and verbal) was

translated into practice.

The only other aim of P.E. given emphasis verbally by

the head of department was that of educating for

leisure:

"Edacating	 for leisure is really
inportant especially round here cos the
job expectations are irttially nil
unfortunately. This affects what we do.
I think if you're educating for leisure
now you need 24 people to play a gane of
netball and 22 for hockey but only 2 for
badwinton. Lets face it there just aren't
enough girls interested in sport to wake
tean gawes a practical leisure pursuit."

Clearly team games were not seen by the head of

department as future leisure pursuits for the majority
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of girls.. In reality this appears accurate [Deem 1986;

Woodward, Hebron and Green 1987]. However, it is

important to observe how these expectations influence

practice in P.E. and to analyse and understand both the

theoretical and practical implications of assumptions

about women's leisure which do not address the critical

issues cc'ncerninu definitions of leisure for women in

society [see Chapter Eight].

As discussed in the previous section on 'organization' a

substantial amount of time was spent on enforcing and

maintaining 'standards'. This was stated as a primary

aim of P.E. teaching and observation of practice

substantiated this claim. Standards could be defined (as

observed) as appearance and discipline (behaviour). If

this was a major aim, as claimed, then the fact that up

to half the teaching time was spent in pursuing this aim

could be justified. Each lesson was prefaced by

attention to kit, removal of make-up and ,jewellery an

insistence on silence in a straight line before entering

the gym or sports hall. On three occasions during the

observation period no teaching at all took place due to

problems	 in	 enforcing	 silence and	 the correct

appearance. It is interesting to note that the

disciplinary methods used when these situations occurred

consisted of enforced activity. On all three occasions

the following week's lesson was replaced by a circuit of

physical training/exercise in the gym. On one occasion
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the deputy head (male) was brought in to discipline the

group first and then to observe their punishment?. It

was revealing that physical activity was used as a

punishment within physical education. Indeed, it

reinforced the observation that in fact P.E. consisted of

very little physical exertion.. The only times that any

girls were observed to be physically exerted, showing

symptoms of quickening of heart-rate etc, were during

these 'punishment periods'. It was interesting that many

of the girls appeared to enjoy these circuits and were

happy to leave the gym physically tired.

The verbal admonition from the deputy head contained

continual references to behaviour "befitting young

ladies". The implication was that there were certain

acceptable ways of behaving and presenting oneself which

had direct associations with developing as a young

woman. He stated:

"1 a disappointed in you all. You should
care about hou you look - reieb€r to
bring your kit. You should take pleasure
in your appearance, look and behave like
young ladies! You are a disgrace to
yourselves and the school."

This was to a second year group of twelve and thirteen

year olds.

Overall the lack of emphasis on physical exertion and

the development of physical skill, as suggested in the

stated policy, was confirmed in practice. The major stated
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stated	 aim of enjoyment, hczwever,was difficult to

assess. As with all school subjects there was a

proportion c'f girls who appeared to thoroughly enjoy the

lessons, some who were indifferent and some who were

clearly antagonistic. Antagonism to P.E. was expressed

either through direct opposition (i.e. no kit and

refusal to participate) or, usually less directly,

through disinterest. This involved standing chatting

instead of taking part or persistent jactivity even

when directly encouraged by the staff. There was

antagonism in all classes above the first year. The

first year participated with enthusiasm and little

opposition. However, the second and third year groups

presented many problems of discipline with a proportion

of the class disinterested or antagonistic. It was these

two years which posed the most problems and lost the

most teaching time through misbehaviour!I. It can be

assumed that increased absenteeism in the fourth and

fifth year, as noted previously, removed the 'problem'

group thus allowing classes to continue with fewer

interrupt ions.

Throughout the period of observation it was noted that

the aim of 'enjoyment' seemed to be achieved most

successfully in the changing rooms. Here animated

chatter and enthusiasm were constant reminders that the

girls found the changing room a release from the

confines of the classroom. All years appeared pleased to

chat together while changing into their kit.

page 329



The third most important aim: stated in both written and

verbal policy was the preparation of girls for future

leisure experiences. There were no posters/notices in

the P.E. area advertising physical leisure

opportunities.. When asked how important P.E. was in

influencing leisure, the head of department replied:

"Social pressares determine it. Every book
yoa open - Woman, Woman's Own - whet diet
are yoa on? Hhat exercise are yoa doing?
It's sore and sore now - there's the
Pineapple Stadias.
More are doing it now - girls play sqaash
and bad.inton. It's a social change -
we've labelled keep fit aerobics.We do
aerobics and they think it's great. All it
is is keep fit bat harder. They think it
great cos ,lane Fonda does aerobics end
we do aerobics. He have to fit in to
social pressares.

It is notable that P.E. is viewed as fitting into social

conventions,thus maintaining the status quo.

In practice the activities offered to the girls in the

fourth and fifth year did relate to their future leisure

opportunities. The majority opted for badmintc'n,keep

fit/aerobics with a small group doing 'Health and

Beauty'. The badminton and keep fit are high on the list

of physical activities undertaken by women post school

[Deem 1986] and 'Health and Beauty' is central to the

culture	 of femininity. However,it is important to

question whether P.E. is/should be reinforcing!

reproducing women's leisure ' or should be challenging

existing definitions of leisure. These questions will be
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discussed fully in Chapter Eight.

V Activities

a) Curricular

The syllabus included the following major activities:

netball,	 indoor	 hockey,	 badminton,	 basketball,

volleyball, athletics, tennis, rounders, swimming (ball

skills - for first years). Appendix Three, Table One,

shows the breakdown of these activities across the years.

A statement from the head of department, however,

indicated that swimming had been temporarily stopped

"cos cockroaches outnumber the children so we don't go!"

Hockey had been stopped two years previous to the

research because:

"Ci) Hasn't popular
(ii) declining in Lic'erpool.

(iii) no hockey surface - playground has glass and
litter on it.

(ic') our girls just weren't enjoying it. We tried
indoor hockey but they don't really like it."

Thus the major outdoor team game had been stopped and

replaced by basketball in the sports hail and more indoor

netbail. Clearly this reflects the personal interests of

the staff. As the head of department mentioned in

relation to netball and basketball:
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keen and therefore I get a response
fro the girls."

Appendix Three, Table Two shows the timetable of

activities for the seven week period of observation.. The

observation took place during the first half of the

spring term..

A main issue to emerge from the observation of classes

at Heyfield School was that .jj teaching took place

indoors. Also it was noticeable that classes timetabled

at the same time were regularly taught together by both

members of staff. The consequence of this was that the

timetabled lessons of baliskills or a ymnastics, in

practice became indoor team games or relay races.

Consequently the stated objectives of the lessons, as

set out in the syllabus, were not achieved. The stated

emphasis on teaching, then, was replaced by activities

geared to occupying curriculum time. As has been noted,

the activities tended to be of secondary importance,

attention being centred on 'standards' of appearance and

discipline.

b) Extra Ctirricalar

Appendix Three, Table Three shows the timetable for

extra curricular activities. The dance timetabled for

four evenings after school was first	 year	 dance

production rehearsals,which were taken by the part time
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dance teacher.In addition there were 'twilight' sessions

Esee School Profile - Appendix Three] in the sports hail

and in the gymnasium organized and taught by members of

staff employed by the Adult Education Centre or Return

and Learn Scheme. There was no direct contact or liaison

between the P.E. department and the organisers of these

additional leisure sessions.

The extra-curricular programme was followed but there

were no netbail or badminton matches. The reason given

for this was difficulty in arranging matches after

school as transport was rarely available and few schools

had teams available to play. Also it had proved

difficult to find enough girls willing and able to stay

after school. Certainly the other after-school clubs

were quite poorly attended. The girls who went tc. lunch

time sessions were asked why they did not attend the

late afternoon clubs. Overwhelmingly family or domestic

commitments dominated their explanations:

"I have to pick p or Paul from
Jun iors -"

"e Mu usually t4ants e to go to the
shops.	 Zt's too much hassle after
school ."

"I've got to look after Tracey and Emma
'til everyone else gets home."

This confirms the views of the teachers interviewed (see

Chapter Six) which recognised that many girls cannot

participate in extra-curricular clubs because of

domestic responsibilities.
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CASE STUDY II - ROSEHILL SCHOOL

PHYSICAL EDUCATION IN THE SCHOOL

I Organization

a) GroapinQ

The first five years were single sex mixed ability

groups for physical education. In the sixth form the

young women and young men were offered the same options

thus allowing the opportunity for mixed activities. The

organization of the first five years in single sex

groups reflects the head of department's negative view

of mixed P.E..:

"_. when I first cane here the PE. was
separate. It was pretty horrific bat it
gainly needed general organization. Then
we tried mixed gapes and that was worse.
I ased to have to lock yself in the gy
w i th these bed boys - f i f th forgers -
'eQs lads have a different set of
standards. I think if it is going to be
mixed it's got to be from the start bat I
certainly woaldn't want that."

The comment relating to 'standards' will be discussed

more fully later. However, the consequence of her

position was that there was limited contact between the

female and male P.E. departments. The sixth form

students were offered the same activities as the boys at

the same time. By this stage,however, P.E. was optional

and dependent on the examination course being followed.
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Some students did not have the option of P.E. as it

clashed with other subjects. In practice no girls

attended P.E. during the tirnetabled time of Day Four and

only five or six attended on Day Six. Consequently on

Day Four the female member of staff timetabled to teach

sixth form P.E. had a class of boys for basketball and

on Day Five had a mixed qroup of seven boys' and three

girls for trampolining. The other two or three girls

opted for swimming which was a mixed activity with a

male member of staff. There was, however,a higher

attendance of boys whose options were: badminton,

soccer, swimming, basketball, trampolining or

cross-country. Consequently the only group that could be

observed in a mixed group setting was the sixth form

trampolining. This class was observed over four weeks.

The lesson appeared to run smoothly using two

trampolines and non-participants as s potters. The girls

and boys took part on equal terms and received the same

tuition.The only obvious problem created by the mixed

settinu was the embarrassment experienced by two of the

girls through wearing P.E. skirts. While this

hiahlighted the problems faced by girls in wearing short

P.E. skirts it coL(ld have been remedied as the girls had

the freedom to wear tracksuit bottoms. In practice what

happened was that the girls in skirts spent more time

and attention in holding down their skirts or keeping

them tucked in than on acquiring trampOlining skills.

The inappropriate ue of skirts for physical activity
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was hi ghlinhted by this observation. It demonstrated well

the restrictions often placed on girls' concentration

and skill acquisition. The young women were acutely

conscious of their sexuality in this situation and were

embarrassed and intent on 'protecting' their appearance

and presentation of self. The young men reacted

initially with laughs and comments between themselves

(inaudible). However, afer a few minutes several young

men showed their impatience in that it was 'wasting good

trampolining time' - One commented:

"For goodness' sake we see yoz in the
pool in a 'cossie'q leave yoar skirt
alone!"

Observation at Rosehill reinforces the position at

Heyfields School that mixed P.E. in theory is rarely

mixed P.E. in practice. Although the timetable allowed

the young women the opportunity to participate in mixed

activities few took advantage of the opportunity.

Furthermore, the practice of mixed P.E. highlights the

significance of gender and sexuality for the experiences

of girls/young women in a mixed setting of physical

activity. This will be discussed more fully in Chapter

Eight.

b.' Ti,e Qliocated to Phgsical:Edw'ation

Years One, Two and Three were. timetabled for two single

and one double P.E. lesson per six days (i.e. 160

minutes per six days). Fourth and Fifth years were
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timetabled for one double period per six days (80

minutes) and the sixth form for two single periods (80

minutes). P.E. was compulsory in years one to five but

optional in the sixth form.

Although P.E. was compulsory for the first five years of

secondary school there were certain exceptions within

the structure. In the first year pupils requiring extra

English with reading and/or writing difficulties were

given their extra tuition during P.E. timetabled time.

Also, extra music lessons (e.g. guitar, flute etc.) were

taken out of P.E. time. From the third year upwards

those who opted for Latin received no P.E. at all. In

practice this related only to one or two girls each year

although it was clear that 'compulsory P.E.' in theory

had several variations in practice.

Attendance at P.E. was good until the optional sixth

form year. In years One and Two there was an average of

one or two girls absent from each group with one or two

without some of their kit (P.E. kit was compulsory in

Years One to Five). The P.E. department kept a store of

kit which was lent to them. The impression was that lack

of kit was not recognized as a legitimate reason to miss

the lesson.. Consequently kit was not 'for gotten' in

order to 'drop out' of P.E. as it was learned quickly

that borrowed kit would have to be worn. As the quality,

size and shape of this spare kit could not be guaranteed

most of the girls opted to 'remember' their own! Notes
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for excusal on health grounds meant that on occasion

there were one or two girls sitting out.. Colds were not

accepted as a legitimate excuse by the P..E. staff with

the comment heard several times:

"If yo are fit enoagh to cope to school
and spread your cold you are fit enough
to do P.E"

Swimming was treated slightly differently with the P..E.

staff more sympathetic to excusal on health grounds and

girls automatically being excused for periods.. A note of

periods was kept so that too frequent cycles could be

investigated!!

The third, fourth and fifth years were similarly regular

in attendance although in general there were a few more

girls without blouse and/or skirt of their kit. Again

they were not allowed to miss the lesson.. On average

only three to four minutes were spent during changinq

time on checking and enforcing the correct kit. However

the 'rules' and routine of P..E.which involved lining up

in silence in the changing rooms before moving to their

lesson meant considerably more time taken up with

or ganization. This routine was enforced with all groups

in years One to Four. With one group of third years and

one group of fourth years it resulted twice in the

lesson being missed. Furthermore while leaving th

changing room comments from the P.E. staff stressed the

girls' appearance and posture:
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"Stand ap straight."

"Stop leaning on the wall and stand
straight."

"Yoa look really scraffy, tie yoar hair
back sore neatly."

This	 emphasis on	 discipline, quite obvious in

practice, was	 reiterated	 further by the head of

department:

pore disciplined than any other
part of the school. Girls respect as for
it."

Again this relates to the discussion in Chapters Three

(History) and Six (Interviews) on 'standards' expected

for girls/young women. This will be discussed fully in

Chapter Eight.

c) Showers

Showers were not compulsory in the school and this was

explained by the head of department:

"No they're not con.palsory, there's no
tine. I'd rather teach.."

Showers had been discontinued four years prior to the

research period and during the observation no showers

were taken.
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II Staffing

There were three female P.E. staff. All staff taught

several periods a week of another subject. All were

specialist P..E. trained and were concerned primarily

with the P.E. department. One woman staff member

(Chemistry) took volleyball as a lunchtime activity on a

Monday. This was the only 'extra' help received by women

P.E. staff.

The male P.E. department also had three members of staff

and were paid on the same salary scales as their female

colleagues. The male department had 'extra' help from

six members of staff with various extra-curricular

activities.

The head of department had been at the school for

fourteen years - her first and only teaching post. The

second in department had been there six years and the

third member of staff two years. All three had been

trained at the same, local specialist college of

physical education.

The female staff worked closely as a team. The head of

department (Scale 3) and second in department (Scale 2)

were based primarily in one wing of the school with the

main female P.E. facilities. This wing had been the

former girls' Grammar School. The third in the

department taught mairly first and second year classes
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and she was based in the smallest of the three wings, in

the former secondary modern school. Her Art teaching

commitment was also in that building.

The P.E.. staff had little contact with other staff in

the school. During the observation period the P.E.. staff

only went to the staffroom for an official contact or

enquiry.. Lunch hours and breaks were taken in the P.E.

wing where they had facilities for making coffee. There

was no contact with the male P.E. department other than

for official organizational reasons.

All three P.E. staff lived within a three mile radius of

the school and all had private transport. The head of

department lived alone in a flat with no obvious or

stated personal responsibilities. The other two members

of staff shared accommodation with female friends. At no

time during the period of observation did personal

commitments appear to interfere with curricular or

extra-curricular teaching.

III Facilities

As mentioned the school was organized from three sites..

Two sites were adjacent with the smaller site for the

first and second years approximately five to ten minutes

walk away. The female P.E. block was situated in the

former girls' Grammar School building and had a

gymnasium, hall (used also for meetings, assemblies etc)
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field and two netball/tennis courts. The bays' P.E. wing

had similar facilities and between the two (but actually

on the female P.E. site), was a swimming pool shared

between the two departments.. The smaller school site had

a small gymnasium, a field and an undersized

netball/tennis court. The female P.E. area had a large

changing room which opened on to the gymnasium and a

small staff changing room.

To a large extent the facilities determined the

curriculum that was offered. The availability of an

on-site swimming pool allowed swimming to be offered as

a core activity in years One to Four and as a main

option at fifth and sixth form levels. Further, it was

offered as an extra-curricular activity in three lunch

breaks and on two evenings after schc'ol per week. The

emphasis on these occasions was on competitive training

f or team events and on personal survival and life-saving

awards.. Swimming	 as	 a core activity clearly had

influenced the	 selection of staff. The second in

department had been appointed partly due to her

qualifications and	 personal	 interest	 in swimming

coaching. As the head of department confirmed:

"1hen ie appointed 'G it ,	 ',itai that
We got SOeQn€ Who Wag good and keen on
sWiing	 if yoa'v got the bwnLs of a
pool you need to use it.."

The main problem was that 	 the pool was heavily

timetabled for both the girls and boys and thus it

Page 342



continually was in need of servicing attention. During

the c'bservation period the pool was out of action for

one complete week and on two other occasions. The

consequence was that those timetabled for the pool had

to share the indoor facilities (often only the gym) with

another group and this disrupted two timetabled

activities.

The facilities in the first and second year wing of the

school were poor. The gym was small, bare and very cold.

In all the classes observed the girls complained of the

cold and many did not appear to warm up throughout the

entire lesson.

The split in facilities resulted in a split in staffing

with the two staff members in the main block spending

far more time together. This tended to isolate the third

in department. However the location of the facilities on

the periphery of the main school meant that the

department itself was self-contained and physically

isolated from the rest of the school During the

observation period no other staff member visited the

P.E. wing.

The outdoor facilities were limited to two netball

courts and a field. During the winter months only the

netball courts were used. Poor weather meant that an

average three days per week (during the observation

period) were too wet, 'frosty or windy for outdoor games.
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As with the swimming this resulted in doubling up in the

limited indoor areas and thus significant disruption to

the timetable..

IV Aims and Objectives

The aims of physical education as written in the

syllabus of work were:

1. To assist the optimum balanced growth of each
individual by the development of not only her
physical resources and their skilled and
efficient use, but also her capacity for creative
and imaginative work.

2. To assist in the development of initiative, moral
and social attitudes and responsible behaviour.

3. To provide purposeful and enjoyable experience in
a sufficient range of physical activities; to
encourage increasing responsibility in the choice
of such activiies while at school, to promote
some sense of achievement and positive attitudes
towards participation in post-school recreation.

These aims were reiterated by the head of department

verbally although she emphasized numbers two and three

and included 'enjoyment' as a primary cibjective:

"Preparation for leisure is post
iiportant nou and enjoyment. We're
building a person aren't se? We're not
just teaching thee P.E It isn't only the
physical. I think in P.E. rather than any
other subject it's teaching thei manners,
self-discipline. I think He do a good job
for the school sore than any other
subject.. We're sore disciplined than any
other part of school. Girls respect us
for it."

Thus.the major stated emphases for P.E. in Rosehill were

'preparation for leisure' and 'standards' i.e. self

discipline, manners. The head of department stated that
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these had become more important over the past four years

and were now a priority over previous emphases on

physical skill development and experience..

As discussed in the section 	 on organization, the

observed practice confirmed the emphasis on self-

discipline and manners. Throughout the observation the

following comment was typical:

"There is a big concentration on standing
properly in silence. It wastes a large
proportion of skill teaching tie."

"Standing properly" clearly related to the correct

posture associated with girls and their development as

young ladies'. On two occasions when the girls were

lined up to leave the gym the staff commented:

"Walk oat and leave the gy like Hiss
World. That's right., shoalders back,
ta7Dies in, show how good yoa look."

The aim of preparation for leisure was realized partly

through access to swimming as a major activity. This

remained a popular activity in the options for the fifth

and sixth forms and was an activity clearly transferred

into their leisure time. However, the lack of interest

in P.E. by the sixth form suggests that the girls/young

women at this age were not enthusiastic to participate

in physical activity during school hours as a leisure

pursuit. They had the opportunity to select from a

number of activities but, as mentioned previously, there
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were only	 a few participants in trampolining and

swimming.

There was no obvious direction given to the girls

relating to future leisure opportunities. There were no

posters specifically informing the. girls about

activities locally which could be of interest. Girls

were directed to a local swimming club but this was at a

competitive level and was not necessarily available for

or appropriate to post-school experience. Previously

girls had been introduced to ice-skating and

horse-riding (both 'female' defined sports) in the

fourth and fifth years. However this was dropped as:

"... it was a lot of bother for staff so
we keep thez in school now."

The emphasis on discipline and behaviour was a further

factor in abandoning these out of school activities:

"There was so aach wore traancy then f now
we get little traancy ad I' sare they
get sore oat of i t - It is each harder to
keep discipline once yoa are' oat of
school _"

The fifth year options were offered as particularly

"suitable" for girls and their future interests. These

were badminton, keep fit, trampolining and swimming. The

latter two, however were more a reflection of the

availabiity of facilities and staff interest.
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V Activities

a) Ciirriczilay'

The timetable was organized on the basis of a six day

week. The first and second year received one double

period split between gym and netball and one single

period each of swimming and dance. The third years had

the same timetable except the dance session was switched

from the modern educational dance of years one and two

to a session of country dance.. The fourth years were

offered the option of gymnastics, swimming or netball

during their 80 minute lesson. Therefore, they were

given choice but within the cctre activities. The fifth

years had the option of badminton, keep fit,

trampolining or swimming. The swimming was a mixed

session. The sixth form had a voluntary 80 minutes of

P.E.	 in	 which	 they	 were offered table tennis,

trampolining, swimming, keep fit, dance or any

appropriate option of their choice (see Appendix Three,

Table Four, for a breakdown of the six day timetable

with staffing).

The observation period suggested that the timetable was

followed closely unless bad weather or swimming pool

closure created problems.

Gymnastics was observed for all four years. Similar

teaching methods were employed for years one to four
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although P.E.. was more formally structured in the third

and fourth year. The warm up involved primarily

free-moving activities involving running and stretching.

In years one and two there was then a section of

floorwork in which fairly structured tasks were set

(e.g. stretching , rolling and jumping). Time was spent

teaching actual physical activities (e.g. backward roll,

star-jump etc). The apparatus was arranged in groups

with a set task on each apparatus. The third and fourth

years went straight into apparatus work. This was more

formally organized, each group working across the gym.

For example in the fc'urth year session the apparatus

consisted of:

Group 1:
	

3 layers of box -> mattress
Group 2:
	 Springboard -> box -> mat

Group 3:
	

Trampette -> mattress
Group 4:	 Bench -> horse -> mat

Due to the formal, orderly positioning of the apparatus,

on which each person took a turn to 'perform', there was

no opportunity to opt out. The set physical tasks were

relatively easy and thus each individual, to some

extent,	 'succeeded'.	 There	 was	 considerable

encouragement	 from	 the	 staff	 and	 continual

skill-teaching throughout the sessions.

Overall the gym sesicins were physically demanding. There

was use of group competition (i.e. in apparatus work)

but	 not	 individual	 competition.	 The girls were

encouraged to use their bodies and try new movements.
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The relative simplicity of the set tasks meant that no

girl appeared under undue pressure. Although some girls

were relatively unenthusiastic, demonstrated by their

reluctance to do anything more than the set task, the

overall mood of the gym lessons was one of enjoyment and

enthusiasm. The girls were allowed to chat during their

activity so long as the noise level was not excessive.

It was noticeable that in the changing rooms there was

some opposition from both the third and fourth years to

the 'thought' of a gym class. In practice, however, the

same girls clearly enjoyed the class once they became

involved in the activities. The majority of first and

second years showed enthusiasm to change quickly and get

on with the activities.

The first and second years had a single lesson of modern

dance each week. In cc'ntrast to gymnastics there was

greater ambivalence to dance as an activity. Some were

enthusiastic but several girls shc'wecl their disinterest

by standing about, complaining about the cold and moving

with little enthusiasm. The main observation from the

dance lessons was that it was in these sessions that the

differing stages of physical development between the

girls became most obvious. Some had changed shape and

were much bigger and physically developed. In all the

classes observed it was the more 'developed' girls who

tended to find dance 'silly', were 'giggly' and

obviously found it embarrassing crawling around the

floor.
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The same dance theme was used for both first and second

year lessons with the use of a short piece of classical

music. The member of staff teaching the class cc'mmented

that she was:

"inhibited frow asing any pop asic
beca€se the head doesn't like t lie
doesn't think it is edacational."

There was little physical energy expended during these

sessions and the staff suggested that the main objective

of the lessc'n was to satisfy the general aim "for

creative and imaginative work" as stated in the P.E.

syllabus. However, observation indicated that there was

limited enjoyment and little enthusiasm. The content and

activities included appeared to be irrelevant for many

of the girls. There were no explanations as to why

certain activities were included and there seemed little

relationship to dance experienced by girls in their

social ime.

Swimming was a popular activity and this reflected the

facilities and the staff expertise. The opportunity to

participate regularly in	 swimminq resulted in the

majority of girls being able to swim by the end of year

one with the few non-swimmers in the school tending to

be pupils that had moved into the area recently. The

popularity of swimming was emphasized in years Four,

Five and Six when it became optional but still attracted

large numbers of participants. The content of the
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lessons suggested a structured approach to learning with

group work at particular skill levels and considerable

emphasis placed on skill learning. Also it was

noticeable that the swimming lessons appeared the most

physically arduous of the curricular activities with fl
the girls leaving the pool having expended considerable

physical energy.

One area that came to the forefront during this

case-study observation was the problem for Asian girls

of taking part in some of the P..E.. activities.. It was

highlighted in this school because Asians constituted

the largest non-white ethnic group in the school. They

were, however, still very much a minority group, with

only five or six in each year. The issue came to the

forefront because swimming was so central within the

curriculum. All the Asian girls did take part in

swimming ,sc'me wearing tracksuits in the pool. It was

observed, however,that no Asian girls opted for swimming

c'nce it became a mixed activity in years Five and Six.

The only team game played was netball. Traditionally, as

a Grammar School, it had been one of the few schools on

Merseyside (and one of the only State schools) to play

lacrosse. However,, the head of department commented:

"Lle've taken lacrosse of f now 'co g it was
beyond thei.. There were so few riles it
becaj,e a free	 for all and gaite
dangeroas. Netball	 is a mach sore
s.uitable game."
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Unlike swimming, netball did not retain its popularity

above the third year. The first three years played the

game with enthusiasm but once it became an option in the

fifth year it was not selected. The fourth years had a

choice betwen swimming, gym or netball. Netball had the

fewest participants each week, often twelve or less. In

practice the weather influenced the amount of netball

taught. In theory, years one to four had one single

lesson of netball per week. In practice it became

apparent that it was this activity which most had to be

reorganized due to poor weather. Several netball

sessions were cancelled due to wet, snow and extreme

cold.In these cases the lack of indoor facilities

resulted in two or more classes being taught together -

a	 circuit	 or	 team activities were	 the usual

alternatives.

The most popular activities with the fifth year were

keep fit, swimming and trampolining. In practice the

fifth years were given considerably more freedom with

considerable less discipline. They wore P.E. clothes of

their choice so long as it constituted a change and they

moved on to their chosen activity as soon as they were

ready. It was noticeably a more informal atmosphere and

the lesson provided the girls with a period of

relaxation away from their academic work. The emphasis

was more on their leisure rather than	 on formal

learning. In swimming they were free to use the pool as

they wished (within normal pooi regulations) although
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skills were taught if requested. Similarly trampolining

was student-led. Although, through necessity it was more

skill orientated, the young women were free to opt to do

what they wanted at whatever level they chose. However,

records of attendance were kept and this was enforced

and followed up in cases of absenteeism. Thus compulsory

attendance remained under careful scrutiny even though

other areas of discipline and organization were relaxed.

The situation was the same for the sixth form although,

as has been noted, very few girls opted for P.E. once it

became entirely voluntary. The basketball class on offer

by a female member of staff consisted of ten to twelve

boys. It was significant that the only two team games

offered at	 sixth	 form level were basketball and

soccer.Both these activities were core activities for

the younger boys but neither were on the girls'

timetable. In her interview the head of department

commented:

"The problem here is on the basketball
side They do basketball and do netball
which I think is far more suitable.The
t.io are similar but it is difficult to
link them."

In practice the girls showed no inclination to take

part. The two activities on offer were traditionally

'male' sports. Whether the lack of participation from

the female sixth formers reflected a lack of confidence

in their ability to participate in a new activity or

simply reflected a lack of interest in team games in
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general is difficult to surmise. However the problem of

mixed activities being often male activities offered to

mixed sex groups will be discussed in Chapter Eight in

the section dealing with mixed versus single sex

teaching.

b) Exra-Ceirrica1ar

Appendix Three, Table Five shows the time-table for

extra-curricular activities.

The three P.E. staff taught the extra-curricular

activities. They were each involved four out of six

lunchtimes and on three evenings after school. The staff

badminton on a Friday after school was not organised by

the P.E. staff but the facilities were made available.

The extra-curricular programme was extensive and was

closely followed. Activities were not cancelled by staff

except for staff meetings or other unavoidable

commitments. The activities on offer reflected the

formal curriculum, apart from badminton and volleyball.

The badminton was for fourth years upwards and open to

both boys and girls. During the period of observation

only two or three girls per session took part in this

extra-curricular activity. The volleyball was the only

session taught by a member of the female academic staff.

On average ten girls attended each week. The other

activities were well attended. The netball was for teams

although there wasopen access regardless of ability.
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The teams played after schc'ol. They rarely had Saturday

matches as:

"dac originally to Satarday jobs bat now
it is the sage across C____) Few schools
want Satarday patches anymore."

[Head of department.

While at the school it was noticeable that the boys

played team games on both Saturdayand weekdays. A high

profile was given to team results both during assemblies

and in the Sports Bulletin issued regularly in the

school -

It was noted by the P.E. staff that some girls did not

attend extra-curricular activities because of domestic

commitments and that in the first and second year

especially, the dark nights stopped attendance for

several girls..
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CASE STUDY III - TOWNLEY SCHOOL

PHYSICAL EDUCATION IN THE SCHOOL

I Organization

a) Groaping

The school was single sex and the classes were grouped

in bands according to academic achievement.

b) Tire /fllocated to Physical Education

All five years were timetabled for two double P.E.

periods per week i.e. 2 x 70 mins. From the second year,

however, the top band 'groups had one period less (35

mins). This was replaced with a second language. In the

first three years all classes received two double and

one single period of English, Maths and French (Top Band

Spanish in addition) with History, Gecraphy, R.E., Home

Economics, Art, Music, So ':ial Education each receiving

one double or two single lessons per week.

P.E. was compulsory through the first five years of

school but the sixth form received no timetabled P.E.

and any interested students had to make voluntary,

individual arrangements. -

The official P.E. kit was a white aertex blouse, navy
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blue knickers,white or black gym shoes and a navy blue

wrap-around games skirt. Track suits could be worn in

winter for outdoor games only and leotards could be worn

for gymnastics and dance. The standards of P.E. kit were

enforced but without excessive attention to detail. As

long as each girl had a skirt and a white tee-shirt then

the type of skirt and shirt were ignorecL If they did

not have kit then they were lent spare kit. There was

little problem over enforcing this as the girls appeared

to recognize the expected standards and knew that they

would be "in trouble" if they forgot their kit and that

they would still have to participate in the lessc'n.

Throughout the period of observation there were, on

average, one/twc' pupils sitting out of lessons (except

swimming). Sitting-out was allowed only if they had an

official note from a doètor or parent. Again this was a

consistent part of the organization of P.E and no

exceptions were made. Consequently the girls knew the

expectations and thus the majority appeared to accept

them. During each lesson four or five minutes were spent

rejecting the claims of some girls that they were unfit

or unable to participate. Eventually the same standards

were enforced.

More time was lost on behavioural problems. All classes

had to line up in silence before moving to their

teaching area. Consistently this took several minutes to

enforce and was most problematic with the third and

fourth years. On the whole the first and second years
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responded quickly to disciplined 'commands' but there

were constant 'battles' with the third years with as

much as thirty minutes regularly lost from each lesson.

The head of department had a reputation as a stern

disciplinarian and this reputation appeared to influence

the whole department. She was also Year Head for the

fourth years and consequently her authority carried

considerable weight. The department had a reputation

throughout the school for being very efficiently

organized with firm discipline. This contrasted with the

stated view by a number of the staff that the school in

general	 suffered considerable "discipline problems"

throughout all years.

c.) Showers

There were showers in the school bLLt no shower curtains.

The head of department explained:

"We have showers but no curtains so we
won't ase the By the second year they
are really difficalt 'ocs self conscious
and embarrassed. If we get shower
curtains 1 ay use the.w but I woaldn' t
wake the staff force kids through
showers "

EHead of department interview:1

II Staffinc

There were four female P.E. staff. Each taught another

subject although three were primarily timetabled for
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P.E.. The head of department taught the least P.E.

classes. She was timetabled half-time for human biology

and was a Head of Year. Thus less than half of her

teaching and administrative time was spent in the P.E.

department.

The department had the support of an archery and a judo

coach (both female) who came into the school two days of

the week. One member of staff helped with a badminton

club one lunchtime a week. The staff responsibilities

were split with one member of staff teaching primarily

first years in the annexe to the school and the head of

department spending a considerable amount of time in the

main school building on year business. This created some

resentment in the department:

"There's a major problem really with E.
being head bt not teaching each She
doesn' t know as ich abo€.zt what's going
on as we do."

[Teacher - interview]

Also, it resulted in the head of department recularly

being late for her lessons, especially first period, in

the morning and the period after lunch. This tension was

compounded by the second in department previously being

the head of department at another school prior to its

closure. The staff did not remain in the P.E. block for

their breaks but went to the main staffroom for coffee

and lunch. Consequently, they had considerable social

contact with other staff and the academic staff showed
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an interest in what was happening in P.E.

The two junior members of staff had no personal

responsibilities for others at home, both lived in flats

with other women. The second in department had a fifteen

month old baby. During the period of observation she was

up each night with the baby. Although this did not

affect her attendance, on her own admission she felt

exhausted with little spare energy or patience to cope

with the more difficult groups. The head of department

lived with a male partner but her domestic

responsibilities did not appear to affect her teaching

time. This could only be surmised by talking to her and

observing her practice.

The judo teacher was a peripatetic teacher who had

worked for the authority for approximately twenty yers.

She normally taught fourth and fifth year option classes

but during the period of observation she had small

groups selected from third year groups. She was an

experienced judo coach and a black belt 2nd Dan.

Apart from these coaches there was no other support for

either curricular or extra-curricular teaching.

III Facilities

The school's facilities were built in 1963 when the

school opened as a Comprehensive.. There was a separate
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P..E. block attached to the main school by a covered

archway. This P.E. block had its own lockable main

entrance. The facilities consisted of a central large

changing area, three separate changing rooms, store

cupboards, two gymnasia, a swimming pool and an outside

yard. There were no field facilities. The staff had

their own changing room and small staff area. This P.E.

centre was totally self-sufficient with the swimming

pool and gymnasia leading directly off from the main

areas.

The Annexe, which was approximately one mile from the

main site, had no changing rooms so the girls changed in

a classroom. There was a hall for dance and an outside

yard.

The main P.E. centre was an excellent facility. As it

was self-contained it gave the impression of walking

into a sports' 'world', totally separate from school.

This helped the department earn a positive reputation

separate from the reputation of the school as a

whole.The facilities were well-maintained with no

graffiti on the walls. (This was present elsewhere in

the school.) The facility was maintained by constant

supervision,the locking of all facilities when not in

use and heavily enfc'rced penalties for abuse of the

facilities. The P.E. department had a large supply of

equipment for a wide range of activities including

canoes for use in the swimming pool and full sets of
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Judo jackets. Again considerable attention was given to

checking and maintaining equipment..

The main weakness was in the lack of field facilities

which was reflected in the timetabled activities.

However the yard area was large and could facilitate two

groups for netball, tennis or rounders. During the

period of observation full use of the facilities was

made. The swimming pool was in use most lessons and

during lunchtime and after school. When not timetabled

the pool was used by the local primary schools. Having

two gymnasia was beneficial and in bad weather no

classes needed to be put together or rearranged into

makeshift lessons. All groups had their own space,

inside or outdoors.

IV Aims and Objectives

There were no written objectives for the teaching of

physical education but the head of department clearly

stated her main aims:

"To get their to enjoy physical actiiity
so that they will comtine it becaise if
yoa enjoy something yo will carry on It
is going to be goad for yoa, healthy for
you whereas if you do something you hate
you won't continue."

To a certain extent the two main aims of enjoyment and

preparation for leisure were met. The girls seemed to

enjoy physical education, evidenced by their laughter,
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chatter and physical contributions to the classes. On

average approximately 807. of the girls showed enthusiasm

for their lessons. Those who appeared reluctant, tended

to take part in theory but made little effort in their

participation. They would stand around in twos or

threes, talking and would only participate when directly

instructed. Throughout the observations there were

constant notes made as follows:

"The girls appeared to enjoy the lesson
and the skill level was good."

"Good response fro g the first years. They
were very keen and enthasiastic."

"They all enjoyed it and high skill
level ."

The P.E. centre displayed many posters relating to sport

and physical activity with information boards on sports,

how to get started, sports centres, local teams etc.The

excellent facilities meant that there Could be a wide

range of activities offered both in curricular and

extra-curricular time. There were the traditional P.E.

core activities but with canoeing, swimming, judo,

archery, trampolining, badminton and volleyball

additionally offered. As the head of department stated:

"e offer as many activities as possible
so that they sight find something which
they: will have the confidence to continue
after school."

In addition a sports centre in the park opposite was

used for fourth and fifth years which meant that the
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girls were introduced to a leisure complex and made

aware of and familiar with this leisure setting..

Although there were only two stated aims for the P.E.

teaching in Townley School the most obvious ojective in

the department was discipline. As discussed, the

department had a reputation for its firm discipline and

this was emphasized by each of the members of staff and

appeared central to their teaching. Discipline was

reinforced at the beginning of each lesson when the

expected standards were reiterated. These were quiet,

controlled behaviour and neat appearance with the class

prepared for the activity by leaving the changing areas

in silent orderly lines. Once involved in the activity

the girls were encouraged to relax more but the lessons

observed suggested that they were kept busy with

physical	 activity so that on the whole behaviour

remained closely regulated.

V Activities

e CtirricaIr

The first, second and third years were taught a

programme of swimming,netball, gym and dance in the

winter months with swimming, rounders and tennis in the

summer term. In the fourth year they were offered half a

term each of archery, badminton, canoeing, volleyball,

trampolining	 and	 judo.	 These	 were not optional
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activities but provided a change from the core

programme. In the fifth year the girls were allowed to

choose two of the fourth year activities which they then

followed for one term each rAppendix Three, Table Six].

The period of observation took place in the first part

of the summer term so that activities on the timetable

in the first three years were swimming, rounders and

tennis. The main observation was that the timetable was

followed strictly with no alteraticuns made unless

extreme weather conditions made it impossible to go

outside. If lessons had to be rearranged inside,

gymnastics was used as a wet weather alternative. The

good facilities allowed the timetable to be followed

without having to double up on classes.

The swimming classes cibserved were well-planned and

demanded hard work from the girls. Each session involved

some teaching of stroke technique, more advanced

techniques in the third year (e.g. tumble turns) with

the groups divided into smaller groups by ability. At

the end of each session the girls were allowed some time

for free activity. It was noticeable that there were no

non-swimmers in any of the years and only one or two

weak swimmers in each class. Again, an on-site swimming

pool resulted in swimming not only having a high profile

but achieving high standards of ability. Each class had

a reasonable period in the water as, unlike most school

provision, no time was lost in travelling to the
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swimming pool.

The rounders lessons were popular with all three years

and seemed particularly popular with the lower band

third year groups which presented the most discipline

problems. One third year class observed were considered

the 'worst' class and described by the staff as all the

'troublemakers' put together. Staff room talk suggested

that many members of staff had trouble maintaining

acceptable discipline with this group and they tended to

spend most of their academic time being 'controlled' or

disciplined. In P.E. however, they worked extremely

hard. They were allocated the head of department of P.E.

as their teacher since she had the reputation for being

the firmest disciplinarian. Although she maintained firm

discipline all members of the class participated, played

well and achieved a goad standard in their rounders

sessions. The girls were asked what they felt about PE.

and the overwhelming response was positive:

"It's great - the best lesson in the
school ."

"I like roti.nders especially. It's a real
good la&'gh"

"PE.'s pretty good really. Yo know
where yoi stand here and what to expect.
Yo can't get away with anything ,ind or
they'll have you."

"The PE. departrnent's the best. They're
strict but you know what you can and
can't do."	 -

"1 .1 ike the teachers, they treat you
okay."
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Yet even within this positive atmosphere various issues

relating to gender were noted. Three out of the four

staff continually referred to the girls as "yciung

ladies".. They were often asked to "walk in like young

ladies", "imagine you're in a beauty parade". Although

there were positive reinforcements for female sport in

the posters on display it was noted that examples of

good	 practice were constantly given with male

sportspersc'ns or activities. For example,	 on four

occasions male tennis stars were used as illustrations:

"Notice how Borg stands when he serves."

"Do yo think you're McEnroe? - don't hit
the ball so hard.,"

At no time were female tennis players used as positive

examples. On other occasions the girls were encouraged:

"to o c,e yoar feet .1 ike a boxer "

"attack the net.. Move forward with
determination. It's like going for goal
in football - be positive."

The judc' sessions observed were interesting as they were

taught by a judo coach rather than a full-time P.E.

teacher. During the period of observation she took small

groups of third years (approximately eight girls) as her

usual fourth and fifth years were doing examinations.

One class observed was a group of eight girls randomly

selected from the bottom band third year. The girls were

unenthusiastic at first but by the end of the session

they were excited and keen to continue with the
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activity.. Mrs E. had a quiet approach and treated the

girls with considerable respect and encouragement.. She

never shouted or raised her voice but was firm in her

approach.. She considered that, on the whole, girls were

more successful to teach than boys as they "used skill

but not brute strength". She had won all her personal

judo competitions against men up to black belt standarcL

Her style of positive encouragement and belief in the

girls' abilities gained a pc'sitive response from the

girls. They wc'rked hard, soon left their "giggly stage"

and appeared to gain confidence and skill from the

session -

The teaching style used in the judo sessions suggested

that girls at this stage of adolescence responded to

positive encouragement and a belief that they were

capable of achieving high standards.. Arguably a positive

response would be the norm for such a positive style of

approach. Most interesting was the fact that when the

girls were subjected to gender stereotyping they

responded by gaining confidence and a belief in their

abilities beyond the gender stereotypes of femininity.

It would suggest that when gender stereotypes are

challenged there is a possibiilty that less gendered

outcomes will be achieved..

Other non—traditional activities (e.g.. canoeing) were

equally successful. This was helped by the fact that by

the fourth year the majority of the girls were confident
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and competent in the water.. It was noticeable that quite

a large number (fourteen girls) had opted for the term

of canoeing in the fifth year. Once more when gender

stereotyping of activities and expected outcomes are

challenged there appeared some possibilities that less

stereotypical outcomes can be achieved.

Tennis was introduced to the first years using padder

bats and short tennis racquets. This quickly produced a

good skill level. As a method for teaching first years

it was efficient as all the class observed could keep a

short rally going and could enjoy the feel of playing

tennis with a partner. Also they developed backhand

skills as successfully as forehand skills which the

staff commented was unusual for inexperienced players.

b) Extra-C'irriceilar

The timetable for extra-curricular activities is shown

in Appendix Three, Table Seven.

Activities, as such, were not timetabled apart from Gym

Club on Monday lunchtime, Badminton Club on Friday

lunchhour, Canoe Club on Thursday evening and

Trampolining Club on Monday evening. Apart from this the

timetable provided access to facilities with one member

of staff in charge of supervision and for coaching if

necessary.
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The extra-curricular activities were organized as open

access to the P..E. centre. Participants chose their

activities freely in the three areas: the pool, the

gymnasium and the outside courts. Also access was

provided to the changing areas for board games, chess or

simply to meet and talk. There was no emphasis on teams

although if girls wanted to play as a teamthen friendly

matches were organized with other schools.. Each area was

supervised by a member of staff who was responsible for

the loan of equipment and to provide help and teaching

when necessary. On two lunchtimes there was a judo club

(Junior and Senior) held at the Sports Centre in the

Park.

The P.E. centre was well used in lunch hours and after

school. Several groups of girls always went down to the

centre to chat and to talk to the staff. This helped to

build good relationships between staff and pupils. The

clDnscious aim of reducing competition did not appear to

have any detrimental effect on the take-up of

extra-curricular activities.. Indeed, it was noticeable

that this system attracted pLtpils with a wide range of

abilities thus not confining participation to those

girls/young women with a high skill level.

The canoe club and trampolining club were activities

that required close supervision and coaching. All other

sessions were pupil-led, under their own choice and

direction. This worked well with all areas of the
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facilities in use. The girls used the facilities as they

would a local sports centre. This arrangement also

relieved the staff of 'instructional' pressure and they

tended to view their extra-curricular time as a relaxed

supervisory time even though on observation they did

provide teaching in all the situatic!ns. The facilities

were used by all year groups although they seemed to be

most popular with the upper section of the school. First

years attended gym club but did not use the other

facilities, with the exception of one or two girls, who

went swimming.
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CASE STUDY IV - ARCHWAY SCHOOL

PHYSICAL EDUCATION IN THE SCHOOL

I Organization

a) 6ro11pi7Q

The girls were grouped in academic streams for all areas

of the curriculum. As shown in the school profile in

Appendix Three the Archway School was a single sex

school although in the sixth form a programme of

activities was organized in conjunction with two other

schools. These were both single sex Anglican schools -

one a boys' school and the other a girls' school.

However although mixed teaching was timetabled at sixth

form level, during the period of research there were no

activities being undertaken in a mixed group. Some young

women did join the other schools fcr dry skiing and

squash but although both males and females participated

in the activities they did so in sinie sex groups.

There was therefore no mixed sex teaching to observe.

b) Time 'Ulocated to Physical Edzcatio,

First year pupils were timetabled for one double (7C

minutes) and two single (35 minute) lessons each week.

Years Two to Five had one double and one single period

per week with the sixth form timetabled for recreational
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activities on Wednesday afternoons. P.E. was compulsory

throughout the school althou gh sixth form students could

opt for non-physical recreational activities.

The period of observation confirmed that few girls

missed or sat out of their P.E. lessons. Most classes

had two or three girls who had brought a request for

excusal from their parents. Periods were not accepted as

a legitimate reason to miss a lesson unless specific

medical reasons were given. There was no obvious

absenteeism which was in direct contrast to Heyfield

School which was less than one mile away. It would seem

that the explanation for this might be related to the

school's relatively greater ability to select pupils

and/or the emphasis given to strict discipline

throughout the school.

Although the enforcement of discipline was not a

problem, the department staff still emphasized this

aspect of organization. Each lesson began by the girls

lining up in .3 straight line and in silence. However,

on.- the lesson began there were few occasions when

disciplinary acticins or verbal admonitions needed to be

imposed.This was most noticeable during the athletics

sessions which took place in a park approximately five

minutes walk :from the school. It was recorded in the

field notes that the girls were:

"very good - extree1y uell discip1hed.
Ne coald ualk arowd the park (P.E staff
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and researcheri withoict even watching
thea.

EFieldwork Diary]

On two occasions during the research a member of staff

was absent from a fourth year and fifth year lesson. On

both occasions the girls were sent out unsupervised to

play tennis which they did efficiently and with no fuss.

It was recorded that:

"there are no discipline proble3s. They
sees to be enjoying themselves and there
is an adu.lt atrnosphere."

EFieldwork Diary]

It is interesting to question here the relationship

between gender and class. In all the case study schools

a certain expectation of behaviour relating specifically

to stereotypes of gender was observed. The lack of

resistance to the enforcement of discipline in Archway

School reflected a class response to a middle class

institution	 with	 expectations which	 seemed more

acceptable to the girls and not in conflict with

expectations they	 received outside the school.

Clarricoates [1980] argues from her research in primary

schools that there are ideologies of femininity but that

these are reflected and experienced differently in

different class locations. Historically, P.E. has been

shown to have developed within middle class schools

originally for the daughters of the middle classes The

location of contemporary P.E. is within this historical

context	 and the ethos and values relating to
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expectations of middle class femininity continue to

underpin the training of teachers [Fletcher 1984] and

teaching in secondary school P.E.. For the girls and

young women at Archway School this probably did not

contradict their experiences with their peers, family

and, especially in this situation,their religion. It is

likely that the girls and young women of Heyfield

School, sometimes experienced contradictory expectations

thus perhaps exlaining their greater resistance to their

experiences. This will be discussed more fully in

Chapter Eight but is an important insight into the

complexities of the class-gender relation.

The P.E. kit also reflected the girls greater access to

financial resources. The compulsory uniform consisted of

a navy skirt, white blouse and school sweater.Tracksuits

were allowed in cold weather and white tennis kit was

encouraged for dance and leotards for gymnastics.

Unlike the other three case study schools there was

little problem in enforcir the regulations concerning

P. E. uni form. It was recorded that ninety percent of the

girls brought their own tennis racquets to school and in

winter a similar percentage had their own hockey sticks.

Over ninety percent of the girls wore white tennis

dresses for their tennis lessons and all had leotards

and tights for dance. Many of these leotards were the

latest colours and styles and their outfits included

footless ti ghts, dnce shoes and headband.
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However, the emphasis on appearance observed in the

previous schools was similar in Archway School.. The

girls were expected tolook neat and smart in their P.E.

kit and any exceptions to this expectation were firmly

admonished and the girls' kit checked thoroughly on the

next occasion.

c. Showqrg

There were no showers after P.E. lessons because of the

shortage of time. However, when the present headteacher

started at the school four years previously, he had

insisted on compulsory showers. This brought a powerful

reaction from parents who complained about this

decision, including two who threatened to write to the

Bishop of the diocese. Several objected to the fact that

PE. teachers would be in a position to watch their

daughters in the showers. Consequently the head removed

his insistence on showers and they have remained unused

since that time.

II Staffing

There were two full-time members of P.E. staff. Both

were heads of year :also, and the head of department

taught careers for two periods a week to the fourth and

fifth year. Both staff had been teaching at the school

for eight years and both had trained at the local
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college of P.E.. The head of department had held a

similar post previously for five years at a girls'

direct grant grammar school. A home economics teacher

taught ball skills one period a week to the first years

and a male member of staff ran a junior cricket team.

The P.E. staff worked closely together but also were

integrated within the total staff group. Breaks and

lunch hours were spent in the main staff room whenever

possible.

The staff list confirmed that the staff were mainly

women (twenty nine women and eleven men). 	 t was

interesting to note,	 however, that the f0lowing

positions were all held by men:

Headmaster; Head of Mathematics; Senior TeACher
i/c Academic Studies/Head of Geography; Head of
Modern Languages; Head of Biology; Head of
English; Head of Physics.

The women staff members were not permitted to wear

trousers in school. As the head of P.E. commented:

"It's EP.E.J not a proper subject for a
lot of kids 'cos you walk round dressed
in not proper clothes. You're dressed in
a tracksujt s a staff we are not
permitted to wear trousers for general
wear so I' viewed as a rather strangely
dressed person - not by y colleagues -
they see it as ay overalls bat that is
another thing that pats you in a
different category."

Both P.E. staff commented on their personal domestic
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responsibilities with the head of department having to

collect her child by 5 p.m. each evening.

It was noticeable that the strong personality and

individuality of the head of department was reflected, to

some extent, in the curriculum. Her personal interests

and commitments (dance, tennis) had gradually made their

mark and become dominant within the curriculum.

Both P.E. staff accepted the school regulation for

female staff dress and always wore skirts and dresses

into school, changing only for their PE. teaching

commitments. This was a conscious choice as it had been

stated by the headteacher that the P.E. staff could

dress in 'suitable' attire for their work. Both P.E.

staff, however, commented on the fact that it was

important for them to stress their 'femininity' by

wearing 'feminine' clothes to school.

III Facilities

The school had one gymnasium attached to the changing

areas,the use of a hall and a yard with six tennis

courts/two netball courts marked out They travelled to

fields to play hc'ckey and used a local swimming pool

approximately three miles away. The school was situated

on the internal road of a very large park. Athletics

facilities were used in the park (approx. five minutes

walk from the school). The staff had a small staff
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changing-room off the main changing areas.

The facilities were limited and this was reflected in

the curriculum offered. When the head of department had

arrived in the school there had been a school yard and

one court. She had organized a sponsored swim, raised

£3,000 and converted the school yard into six tennis

courts. While on observation the P.E. department held a

sponsored keep-fit which raised £1,800. Part of this was

to be ploughed back into equipment and facilities. It

was noticeable that individual items of equipment (e.g.

racquets, sticks) were not essential as most of the

girls provided their own.

The need to travel to hockey/athletic facilities was

inconvenient. However, little time was lost enforcing

kit and/or attendance and there were few discipline

problems. The walk to these facilities created few

problems and used up approximately fifteen minutes of

the lesson. Wherever possible these activities were

timetabled to finish at break, lunch or the end of the

day, so that only the five to seven minutes walk at the

beginning of the lesson encroached on teaching time.

Minimum indoor facilities, however, not only restricted

the activities offered but meant that classes had to be

'doubled up when weather restricted outdoor use.

Observation suggested that when this happened the

timetabled activities were abandoned and indoor rounders
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or relay games were supervised instead.

IV Aims and Objectives

There were no official written aims for P.E. but the

following statements were made:

"We ,ast encoc.rage thei to enjoy 1€ isare
activities. I sappose enjoynent and
fatare participation are the post
important aiis."

"Co,,,w,ication and confidence are sore
important than what yoa are actaally
teaching. I'a not here to teach a child
how to play table tennis bat to teach a
child that they can play and to go
perhaps to Ma and Dad to bay thea a
table at Xiias. The actaal activity is a
by-prodact to something else that shoald
be gained."

"...	 the sabject	 is	 the vehicle,
important, bat	 y teaching is gore
important than the sabject. I think that
even sore as tine goes on.... ll I'
here to do is togicie them a taste and
motivate them.

[Head of department - taped interview]

Both staff communicated with the girls in a firm but

relaxed manner. Throughout the observation the following

descriptions were used constantly when addressing the

girls: 'love', 'ladies', 'young ladies', 'madam'.

The emphasis appeared to be on defining and encouraging

behaviour and activities suitable and appropriate for

young ladies.In terms of fulfilling the stated aims of

motivating them to continue to participate in physical

activity	 this appeared to be being	 achieved by

concentrating primarily on two activities which were
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directly related to possible leisure pursuits (i.e.

tennis and dance). Many of the girls belcingd to private

tennis clubs and a number were members of dance

classes/organizations.. Dance also seemed to be an

activity central to the girls' cultural experiences and

several talked about 'working out routines' at home with

their friends:

"We spend ages together working oat dance
seqaences to records - it's good fan."

"Dance is great here, especially when we
do roatines which can be practised at
hose -"

Thus the aims of motivation, communication and

experience of future activities appeared to be realized

but these were within clear boundaries defined by

'femininity' and 'appropriate' female leisure

activities. This issue will be discussed more fully in

Chapter Eight..

The girls were noted (recorded observation) as enjoying

their P.E. lessons. Perhaps this was because their P.E.

experiences reinforced but did not contradict or

challenge their home lifestyle or values. Hc'wever,it was

interesting to note that on six occasions girls were

asked what activities they would most like to do given

the complete choice. The following activities were

mentioned most by all those asked: football, baseball,

volleyball, outdoor rounders and cricket.. Yet they

recognized that these choices would not be realized and
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accepted that the activities that they did do were

enjoyable and 'more appropriate':

"I'd love to try football and baseball
b€t I knos., that we cocjldn't do thew here.
1 do like dance though - it's good fun."

"Football, cricket, rounders, that's what
I'd like to do. He do roanders and tennis
here which is okay, I quite like tennis
as well."

"I'd like to try football, volleyball and
baseball. I watch thee on TV and they
look great. Still girls don't usually
play uch and there's no chance we'd be
allowed here. Still I quite' like what we
do do."

It is interesting that the girls obviously would like to

have the opportunity to try sports/activities more

usually associated with boys/men but most accept that as

girls these activities would be inappropriate.. The

ideology of femininity and suitable female sport!

physical activity is firmly reinforced and internalized

by the majority of the girls.

V Activities

a) Crric.ilar

The first years had a winter programme of swimming

(double	 period	 with	 half-a-term	 yrnnastics	 and

half-a-terms dance (single period) and one period of

ball skills. In the summer the double lesson was

timetabled for tennis with the single lessons being

split between dance and rounders. The second and third
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years had half-a--term netball and half-a-term 5-a-side

hockey in the winter with gym and dance alternately for

the single session. In the summer, the double period was

timetabled for half-a-term tennis and half-a-term

athletics with the single period either rounders or

dance. In the winter the fourth and fifth year were

given the choice of dance, volleyball or netball for the

double session and single badminton, table tennis or

dance. In the summer the choice became dance inside c'r

tennis outside Esee Appendix Three, Table Eight]

The sixth form were timetabled with two other schools

and had the choice of a range of activities including

dry skiing, squash, swimming and ice-skating. All these

activities took place at other schools or off campus.

The observation took place during the summer term.

During the eight weeks of observation only three

activities took place during first to third year lessons

- tennis, athletics and indoor rounders. The timetable

was not strictly adhered to although on average the

first years had a double athletics session per week with

a single tennis session and indoor rounders session.The

second and third years had double tennis and single

indoor rcunders. On the few occasions when the weather

interrupted the programme either indoor rounders took

place in the gymnasiumor, if there was more than one

class, relay team games were organized.
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There had been changes immediately prior to the research

which had resulted in the addition of athletics to the

timetable. This had been on the insistence of the

headteacher that the school should have a sports day for

its summer programme. Consequently the decision was made

to remove dance and gym from the summer timetable and to

offer dance as a wet-weather alternative.In practice

this did not occur and in poor weather, rounders or

indoor games were offered.

The teaching observed involved tennis coaching across

all five years. Time was , spent during the first and

second year teaching basic skills, usually to small

grc!ups. Throughout the observation recordings the most

consistent entry concerned the relaxed approach

maintained by the staff. These included the following:

"The lesson is very relaxed. Each court
plays with the staff walking around and
coaching individual sali groups."

EFirst years]

"There is little formal class teaching.
The staff just coach on occas.onal
p0 in ts."

EThird years]

"On the whole there are good tennis
skills, the kids get on and play
the jseI yes."

EThird years]

"Little formal teaching they are just
left to play on their own - which they
do."	 -

EFourth years]

The indoor lessons did not involve any skill teaching

but primarily were supervized games of danish rounders.
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t..) Ex tra-Ccrr ic .1 ar

There was a programme of extra-curricular activities

which included tennis (summer), rccunders (summer),.and

dance [see Appendix Three, Table Nine].

The staff justified a rather limited extra-curricular

programme as follows:

"It is better to teach properly and have
fei.ier cThbs. Also most of the girls have
to travel so they can't stay after
school.. Their parents aren't keen on them
staying either anless it's a big dance
prodaction or something."

During the period of observation there was no

extra-curricular teaching- The girls played tennis in

their lunch hour but it was not organized formally. The

staff commented that they felt that they were too busy

to be constantly involved out of school time and so

during the summer months they had derided against formal

extra-curricular activities.
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CONCLUSION

The case studies in this chapter are important in

assessing how far the practices of P.E. teachers relate

to their ideas and beliefs as discussed in Chapter Six.

Chapter Six concluded that there remain powerful

assumptions held by P.E. teachers about femininity in

relation	 to	 physical ability/capacity, motherhood!

domesticity and sexuality. These images of femininity,

while not identical to those identified in the

traditions of P.E. in the nineteenth century, remain

powerfully articulated by P.E. teachers and by some of

the pupils and their headteachers. These assumptions

have implications for all aspects of P.E. teaching. This

chapter suggests that there are clear links between the

stated policies and the observed practices of P.E.

teachers in that within the practices of P.E. teaching

there	 can	 be identified aspects of organization,

•	 staffing,	 facilities, aims/objectives which clearly

reinforce gender in relation to physical

ability/capacity, motherhood/domesticity and sexuality.

However, the relationship between stated policy and

observed	 practice	 is	 not	 always	 direct	 or

straightforward.Across all the schools there were

occasions when there were clear gaps between policy and

practice significant to a critical understanding of

gender and girls PEE..	 -

The most obvious example of this is the issue of mixed
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sex teaching In both the co—educational schools

(Heyfield and Rc'sehill) there was a policy of some mixed

sex teaching. However, when cibserved in practice many

complex questions relating to mixed teaching were

identified.In practice few mixed sessions actually took

place. When they did, for the majority of the time the

girls remained together in single sex units within the

mixed setting. Furthermore, the observation at Rosehill

School identified the crucial issue of P.E. kit and the

problems of mixed P.E. in relation to developing female

sexuality. Throughout all the research - in the

interviews across the city and in the case study

observations - mixed versus single sex organization

continually has resurfaced as significant in relation to

gender and P.E..	 Consequently	 Chapter Eight will

consider this issue in more detail.

A further issue of significance illustrated by the

research is the reinforcement of ideologies about the

physical - physicality and sexuality - through the

teaching of P.E.. This issue haS arisen in the

historical material and the contemporary research into

stated policies/practices and observed practice. This is

in relation not only to what is taught but also w it

is taught and the emphases within P.E. In all the

research schools, the core activities remained the

female defined activities -which have develc'ped from the

historical origins of giris P.E 	 However, it was the

enforcement of 'standards' which was emphasized across
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all the schools irrespective of whether they were sinqle

sex/co-educational, middle class/working class It was

noted that in all the schools, time was lost in relation

to the enforcement of gender related standards defined

in terms of expected female behaviour and appearance.

These	 expectations were reinforced 	 through	 aims,

objectives and practice and resulted in considerable

time being lost from.the P.E. lesson. Furthermore, there

was little verbal cr observable emphasis on physical

effort in the observed schools, and the development of

physical skill or fitness did not appear to be an

emphasis in girls' P.E.. Again these issues will be

taken up in Chapter Eight.

The research interviews in Chapter Six identified the

need to examine critically the relationship of P.E. to

girls' leisure outside the school, cultures of

femininity and girls' future leisure opportunities.

Again this area was identified in the case study

observations. Leisure was viewed as a primary objective

for girls' P.E. but this was nc:t generally reflected in

practice. Only Tounley School provided any practical

links with external leisure facilities and provided

information on local clubs, organizations etc. Again

there seems a gap between stated intentions and

practical application in many shcu::ls. Part of the

problem would seem to be the need to be able to

critically define what leisure means for the majority of

women. This will .be addressed in a more detailed

page 383



discussion in Chapter Eight.

Overall, the case studies have provided an insight into

the day-to-day organization and teaching of girls' P.E.

Many of the issues highlighted in the case studies will

be considered in Chapter Eight. However, it is clear

that although staffing, organization and facilities may

differ there was a consistency across the schools in

relation to content, aims and objectives and the

emphases brought out during P.E.. teaching. Many of these

are related directly to gender and thus as the research

has prc'gressed it has become more apparent that girls'

P.E is part of the process of the reinforcement and

reproduction of gender ideologies through schooling. The

final two chapters will draw more detailed conclusions.

Finally it is important to note that the case studies

have raised a range of issues with regard to class and

its analysis. The difficulties and theoretical

implications for the analysis of the interrelationship

of class, gender and race to a critical understanding of

P.E. will be considered in Chapter Nine.
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CHAPTER EIGHT

PRIORITIES. POLICIES & PRACTICE

Major issues raied by the research
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Introduction

The historical analysis. in Chapter	 One identified

ideological assumptions around femininity in the

development of P..E. withinthe categories of physical

ability/capacity, motherhood/domesticity and sexuality.

Chapter Six discussed . the persistence and consolidation

of assumptions and emphases around 'femininity'

prevalent in the attitudes and beliefs of RE.. teachers

in contemporary schooling. Chaptr Seven, in its focus

on four case study schools, looked in detail at the

practice of PE and provided a more developed and

complete understanding of the practices of P.E. teachers

in relation to their beliefs and attitudes..	 This

chapter considers some of the major issues concerning

the relationship between gender and girls' P.E. which

have emerged from the case study observations and have

developed out of both the historical and contemporary

research material_
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IDEOLOGIES OF THE PHYSICAL AND

THE POLITICS OF SEXUALITY

This research was initiated as an attempt to extend

recent research on thg relationship between schooling

and the maintenance of a sexully differentiated system

of pciwer relations [e.g. Deem 1980; Spender 1982;

Stanworth 19813 to include a considaration of physical

education.	 ThrouQhout the research two interrelated

constructs have been consistently central to the

analysis 0f gender and girls' P.E: 'physicality' and

sexuality.

PHYSICALITY

The historical analysis in Chapter Three considered the

origins of P.E. and discussed how ideologies of the

physical and sexuality underpinned the development of

P.E	 and, consequently, have become central to its

traditions and ethos. Although P.E. may have

contributed historicall y to the liberation of girls and

young women in relation to dress, opportunities for

physical activity and access to a future women's

profession, PE also reaffirmed clear physical sex

differences in ability and capacity within generalised

boundaries and limitations of women's sexuality.
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In the policy and practices of contemporary P.E. the

social and ideological construction of the 'physical' is

of central significance. An H.M.I. report in 1979

confirmed that:

P.E. is the part of the curriculum that
can contribute most to the physical
experience of the pupils	 Its aims are
concerned with tFre development of
psycho-motor competence in order to
facilitate participaticin in worthwhile
activities during the critical years of
puberty and matiration ,to adulthood.
Its unique	 contribution is that it
focuses on the body and on experience in
activities in	 which bodily movement
plays a significant part.

In this statement no distinction is made between girls'

and	 boys'	 P.E.	 However,	 this research project

highlights the need to unpack what 'the physical

experience' of the pupils actually means in practice.

It establishes that the unique contribution of PE. j.

that it 'focuses on the body' but it is important to

understand what this means specifically for girls' P.E.

Chapter Six concluded from the interview material that

there remain powerful images of femininity in the ideas

and attitudes of P.E. teachers. These portray women as

weaker and less physically powerful than men while

reiterating the desirability for female grace, poise,

finesse, flexibility and balance. Chapter Seven

confirmed that in practice, physical activities which

were developed historically to encourage such feminine

virtues (egg. dance, gymnastics, netball) continue to

dominate the core P.S. curriculum. Furthermore, neither
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the stated priorities and policies nor the observed
t

practices in girls' P.E. teaching stress the development

of psycho-motor competence as suggested in the HM.I.

Report E1979]. Indeed the period of observation in all

four case study schools reinforced the notion that girls

are not stretched physically in P.E. either with rdgard

to skill acquisition or, more specifically, with regard

to the development of physical strngth and to general

fitness. Indeed in Heyfield School physical effort was

used as a punishment for misbehaviour rather than as a

positive and necessary part of physical education. This

finding confirms recent evidence which reports growing

professional concern about the lack of physical fitness

and skill development of children in schools throughout

the 1960s and questions the standards and motives of

contemporary P.E. teaching . This research project

suggests that the issues of health, fitness and skill

acquisition are pertinent especially for girls and young

oinen. While ideologies of the physical remain embedded

in the policies, priorities and practices of P.E.. a

construct of 'female physicality' is produced and

reproduced throuuh P.E. in secondary schools. This has

implications not only for a critical examination of

future P.E teaching [See Chapter Nine] but also for an

understanding of male-female pysical power relations as

an integral and crucial aspect of patriarchy.
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Physical Power Relations

Until recently feminist theory has concentrated on

male-female power relations without including or

defining a politics of physical power [see Chapter One].

Cockburn [1981: 4] suggests:

Socialist feminist thory has abandoned
a concept cuf the superior pnysical
effectivity of men on account of a very
reasonable fear of that biolo g ism and
essentialism whicW may pullify our
struggle.	 I suspect, however, that we
have thrown out something we need with
the radical feminist bathwater. We
cannot do without a politics of physical
power.

As discussed in previous chapters explanations for

physical sex differences based on biological

determinants have been the subject of much academic, as

well as popular, debate [Ferris 1978; Dyer 1982].

Whether differences in physical ability primarily are

biologically determined or socially cc'nditioned remains

controversial	 albeit,	 to	 some extent, irrelevant

[Cockburn 1981]	 What has becciine increasingly clear,

and this was emphasized by the P.E. teachers in the

research [see Chapter Six], i •t physiological

differences between girls and boys, women and men, are

Een as 'natural' and 'inevitable' rather than socially

constructed and culturally reproduced. Furthermore,

differences between women or between men are not

considered to be important.

Ideas about the physical, however, are nc 't restricted

solely to commonsense assumptions, 'achieved' by some
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individuals	 and	 challenged	 by	 others..	 Taken

collectively they form ideologies of the physical which

are formulated and articulated in cultures of

masculinity and femininity. For the experiences and

regulation of women it Ls the institutionalization of an

ideology of the physical - incorporating ideas about

their biology, physiology and psychology - which comes

to define 'womanhood'.. In the criminal justice system,

media, health service and schoolin g , this process is

powerful in constructing, reinforcing and maintaining

gender divisions in society.. Furthermore this ideology

of physicality is central in the restriction and

subordination	 of women in all aspects of	 their

participation in social practices.. Such restrictions

are experienced by women at a range of levels.. First

through a virtual monopoly over physical strength and

technical capacity men maintain control over technology

and manual occupation.. Cockburn E1981] suggests:

The appropriation of muscle, capability,
tools and machinery by men is an
important source of women's
subordination, indeed it is part of the
process by which females are constituted
as women

In a more thorough and developed account of her research

into the male domain of the printing industry she

argues:

Small biological differences are turned
into bigger physical differences which
themselves are turned into the gambits
of social, political and ideological
powerplay....... women are first tendered
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weak; the weakness, is transformed to
vulnerability; and vulnerability opens
up	 the way	 to	 intimidation	 and
exploitaticun.	 It is	 difficult	 to
exaggerate the scale and longevity of
the oppression that has resulted.

Cockburn t1983:204J

This emphasizes the social construction	 of female

physicality and the consequent cycle o-f oppression.

Furthermore, ideologies of the hysical reinforce

women's dependancy in domestic sitLations.. The image of

the male 'handyman' (i.e. changing the tyre, mending the

fuse, and performing physically 'skilful' tasks) remains

prevalent.	 In reality women perform many arduous

domestic tasks but these are defined as 'everyday',

mundane chores The sexual divisic'n of labour in the

home, and the ideology which supports it, leaves women

dependent on men to perform the more 'skilful' or

'craft' based jobs.

However, ideologies of the physical have consequences at

a more threatening and direct level concerning men's

direct physical control and domination 	 of	 women.

Evidence from recent feminist research 	 into male

violence against women highlights the extent of direct

physical dominance by men over wives, partners,

girlfriends, mothers, daughters. (Hanmer and Saunders

1954; Hall 1985; Radford and Laffy 1985). Radford and

Laffy	 emphasize the discrepancy between official

statistics on male physical violence and the results of
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surveys and studies by woman themselves. In their study

they found that three quarters of the women who had

suffered male violence did not report it.. The extent to

which women experience both the threat and- the reality

of male violence is coisiderable. Hanmer and Saunders

(1984) found that of the 129 women interviewed 97. had

experienced 'threatening, violent or sexually harassing

behaviour'. This is supported by Hall (198) who

reports that out of the sample of 1,236 women, more than

one sixth had been raped and 317.. sexually assaulted.

Furthermore, in addition to the actual experience of

male violence, Hall found, that the majority of women

felt restricted and fearful of rape and assault. Indeed

Radford and Laffy report that 927. of the women in their

study did not experience the streets as safe territory

for women either during the day or at night These

studies highlight the significance of both the reality

and the threat of physical violence by men on women.

The consequence of which is the pronounced restriction

on the social freedom of most women. This physical

advantage over and oppression of women is maintained at

an ideological level. The strength of ideologies of the

physical make many situations of male sexual harassment

and violence seem inevitable.. Men's physical power is

an acceptable feature of male sexuality and as Stanko

E1985:70] comments:

Women's experience of sexual and/or
physical intimidation and violence -
much of it the result of what is assumed
to be typical male behaviour - j . an
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integral part of women's lives.

The physical and/or sexual abuse of
women is a manifestation of male
domination itself, it has been seen to

a natural right of man.

The importance of contemporary feminist research on male

violence is that it identifies physical power relations

at both ideological and political levels and places

sexuality as central to the analysis and understanding

of women's oppression. It includes a critical

examination of the ideological construction of male

physical dominance as an integral part of male sexuality

used directly L indirectly in order to control and

discipline women.

Sexuality

Coveney et al [1985:19] explain how they see male

sexuality as a multi-dimensional form of social control

over women:

by confining us in terms of the space we
may move in, by dictating the way we
loo!z, by restricting the work we do and
how and when we do it .., and by
constraining the social life we engage
in. The effect is to undermine our
confidence and reinforce our inferior
status, to alienate us from our bodies
and to induce a	 timid and careful
response to men.

Female and male sexuality each: incorporate an ideology

of the physical which has become so internalised and a

generally accepted part of everyday life that it appears
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to be both natural and inevitable.. The ideology of the

physical which is specific to female sexuality is

constructed around assumptions about strength and

appearance (Lenskyj 1987). In terms of the generally

accepted stereotype of , ' ideal female sexuality', women

are expected to be passive, deçiendent and vulnerable yet

remain responsible for their own sexuality. As Coward

[1984:2] comments:

It is acknowledged that women have a
sexuality but it is a sexuality which
pervades their bodies almost in spite of
themselves. It is up to women to protect
themselves by only allowing this sexLtal
message to be transmitted in contexts were
it will be received responsibly, that is,
in heterosexual, potentially permanent
situations.

Furthermore in their appearance women are defined in

relation to sexual attractiveness. 	 For women the

primary objective in relation to the 'physical' is to

look good for others and, most significantly, for men.

As Coward (1984:81/82) says:

Every minute region of the body is now
exposed to this scrutiny by the ideal.
Mouth, hair, eyes, eyelashes, nails,
fingers, hands, skin, teeth, lips, cheeks,
shoulders, arms, legs, feet - all these and
many more have become areas requiring work.
Each area requires potions, moisturizers,
conditioners, night creams, creams to cover
up b],emishes. Moisturize, display, clean
off, rejuvenate - we could well be at it all
day, preparing the face to meet the faces
that we meet.

Female sexuality stresses.the need to be attractive but

not physically or sexually active [Jackson 19823. Women
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who project their sexuality through dress/style and

promote	 active sexuality are unacceptable and

'dangerous'..	 They are 'looking for trouble' ELees

1986]. Women ultimately are responsible for morality.

-The harassment of prostitutes and the stigma and debates

around prostitution highlight this polarity bet*een

'normal' and 'dan gerous' women.. As Bland E1984:187], in

discussing the case of Peter, Sutcliffe, notes:

With Jayne's death came press and police
horror that the Ripper had made an
'error' in his killing of an 'innocent,
perfectly	 respectable'	 victim.	 By
implication,	 prostitutes were deemed
non-innocent,	 non-respectable victims,
who had brought death upon themselves

It has been established in the earlier chapters that female

sexuality, incc'rpc'rating expectations around appearance and

behaviour, is an integral part of the traditions and

contemporary policies and practices of girls' P.E.. The

case study observations in all the schools noted an

emphasis on 'standards' of appearance, presentation and

specific 'ladylike' behaviour. For girls and young women

P.E. reinforces one primary objective of the 'physical'

i.e. to look good for others with a central concern for

personal appearance. Although P.E is not concerned

directly with the time-consuming quest for the 'ideal'

feminine appearance as described previously by Coward

E1985] there remains a central emphasis on 'acceptable'

feminine standards of appearance and presentation of self.
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The introducticin of an option course in P.E. entitled

'Health and Beauty' in one of the case study schools

represents an attempt to maintain adolescent girls'

interest in P.E. through an emphasis on the culture of

femininity. Clearly i this situation, the definition of

'physical' education is taken to include an emphasis on

appearance and 'beauty'.

The message in relation to female sexuality remains clearly

articulated through P.E..	 Women's bodies are physically

developed	 in order to look good and presentable

(particularly to men), yet they must be protected from over

development and physical contact 	 in	 order to avoid

'unnatural' or 'unhealthy' touch and danger to 'delicate

parts'. Attempts to impose this ideological construction

of the 'ideal woman' are clear in P.E. practice.. As the

case study observations show a considerable amount of the

total teaching time for P.E. is devoted to discipline over

appearance and correct dress or uniform.

Furthermore, young women's anxieties concerning

participation in P.E., for a lc.ng time has centred on the

embarrassment caused by showerin g after a lesson.. It is

common that, when asked to reminisce about their former

P.E	 experiences, women cc.mment on their memories of

showers. In her research, Measor Ei984 identified a

general reluctance shared by young women to take showers in

group sitLatlons.. It is summarised in the following:
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Pat:

	

	 I don't like showers. On the first day we were
ever so shy. Everyone has got things different
... some people have got 	 hairs and some
haven' t.

Carol: There is one big girl in our group ... She is
big chested, and that and she walks through the
showers all covered up. Its best to be in
between, we all giggle and throw our towels
down. She finally went into the shower with
her towel. There is one really little girl,
who sits there making faces, she looks at
everyone, she makes you feel embarrassed.

The explanations of the problems faced by young women in

coping with showering and 'exposure' are clearly grounded

in physiology and the physical changes of puberty.

However, it is the interaction of physical development

and cultural expectations which is important. It is not

the actual physical changes of the young women's bodies

which cause the anxiety but the culturally determined

responses to these changes. Those who are 'in-between'

or average in their development can cope with the

situation. They meet the expectations for desired shape

and development. These who deviate from the expected

norm face acute embarrassment and often unkind comment.

Given that there is a societal emphasis on the desired

physique for adult femininity, those who become aware of

their differences during adolescence are caused anxiety

and often retreat or 'hide' from public scrutiny.

Traditionally PE. has provided the context in which

physical differences have been unmasked and made public.

Most adult women are not expected to expose their bodies
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and are encouraged to dislike their body shape unless it

conforms to the 'ideal' feminine stereotype. This

research, however, indicates that showering no longer

remains a central aspect cuf the P. E. lesson. Few

schools in the authority. had compulsory showers [See

Chapter Five] and none of the case study schools used

showers during the period of observation. The removal

of showers was justified as a ccncrn to save valuable

teaching time tSee Chapter Six] rather than a positive

move to avoid the embarrassment or humiliation caused to

young women concerning their developing sexuality. The

link between P.E. and sexuality is confirmed in this

discussion of showering although the removal of showers

is justified for structural, or ganizational reasons.

Townley School [See Chapter Seven] highlights that the

relationship between P.E. and sexuality is complex and

requires consideration. As reported in Chapter Seven,

the headteacher of Townley School was forced to reverse

his insistence on showers by parental pressure. Parents

were concerned not only that girls wc!uld be forced into

being naked in a group situation but, most importantly,

that P. E staff would be able to watch their daughters

in the showers. This reaction implies a concern not

only to protect their daughters' sexuality i.e. a

protected, hidden, heterosexuality, but a homcphobic

assumption that female P.E. teachers' heterosexuality is

'questionable'. Clearly the stereotype of the lesbian
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female F.E teacher is .linked to the 'masculine'

definition of physical activity/sport CLenskyj 1986).

Women who undertake physical activity, develop strength

and muscle and have chosen a career in this area are

stereotyped as having '!questionable sexuality'. This

implies lesbianism and its assumed non-feminine

attributes. Lees E1986J found similar situations in her

research on adolescent irls and cits many instances of

girls taunted with 'lezzie' chants.

Ideologies of the physical and the politics of sexuality

clearly create problems for P.E. as a subject the result

of which, as has been shown throughout the research is

that P.E. reinforces its links with 'acceptable'

femininity and sexuality in order to challenge the

stereotype of	 P.E.	 as	 'butch', 'masculine' and,

inevitably, 'lesbian'. It is significant to compare

this with the media portrayal of women athletes. Women

athletes are presented positively as conforming to the

desired image of femininity; Zola Budd - 't-e waif';

Donna Hartley - 'the golden girl'; Joyce Smith - 'mother

of two'. Alternatively, the negative construction is

that of having overstepped the boundaries of femininity:

Martina Navratilova - 'the lesbian', 'the machine';

Jarmila Kratchvilc'va - 'the man'.

Coward E1934:41] Suggests that the ideal sexual image of

woman today:
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is not of a demure, classically 'feminine'
girl but a vigorous and immature adolescent.
Nevertheless, it is not a shape which suggests
power or force. The sexually immature body of
the current ideal ... presents a body which is
sexual - it 'exudes' sexuality in its vigorous
and vibrant and firm good health - but it is
not the body of a woman who has an adult and
powerful control c'ver that sexuality. TI-e
image is of a highly exualized female whose
sexuality is still one of response 	 the
active sexuality of a man.

Very few women 'achieve' thi 4s ideal, image, although it

remains reinforced powerfully by media presentation.

This research argues that the 'ideal' image •is upheld

also through the institution of schooling and, more

specifically, physical education. P.E., more than other

subjects on the curriculum, encourages girls to be

'vigorous', 'vibrant' and to develop 'good health' but

within the constraints of an ideology of the physical

which sets limitations on female activity and physical

contact	 and concentrates attention 	 on personal

appearance.	 Together	 this contributes	 to the

development	 of	 acceptable	 female heterosexuality.

However it must be stressed that this is by no means

strai ghtforward	 c'r	 sipiistic	 and there	 is	 no

inevitable, determined result from this process. indeed

considerable conflict is experienced by teachers and

pupils working in a subject area centred on 'the

physical' yet clearly limited by social and ideological

expectations relating to cultures of femininity. There

are resistances and negotiations within this process and

it is this complex area relating to female youth
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cultures, femininity and P..E.. which will be discussed

more fully in the next section.

Over a decade ago, as the 'second wave' of feminism

became established, Simone de Beauvoir E1974:178]

defined the objectification of the female body and its

subsequent inactivity:

The ideal of feminine beauty is variable,
but certain demands remain constant, for
one thing, since woman is destined to be
possessed, her body must present the inert
and passive qualities of an object.
Virile beauty lies in the fitness of the
body for action in strength, agility,
flexibility, it is the manifestation of
transcendence animating a flesh that must
never sink back on itself ... 	 body is
not perceived as the radiation of a
subjective personality, but as a thing,
sunk deeply in its own immanence; it is
not for such a body to have reference to
the rest of the world, it must not be the
promise of things other than itself: it
must end the desire it arouses.

Today 'fitness of the body for action in strength,

agility, flexibility' remains the ideology of male

physicality. Men's control over women is generated by

an acceptable heterosexuality reinforced and justified

by this ideology. For women the ideology of the

physical is, as De Beauvoir suggests, constrained in

action and experienced as subordinate to and, especially

in appearance, defined by men. For women to develop the

basis for achieving they need to gain control over their
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sexuality. Implicitly, this requires a redefinition of

the 'physical' for both women and men. This research

has highlighted the areas in which P.E. contributes to a

predominant definition of woman-as-object.	 Not only

must P.E. critically relate its teaching to a feminist

analysis of physical power relations but it must use

this analysis to instigate positive change for girls and

young women ESee Chapter Nine]. The physical j central

to patriarchal power relations and thus physical

education within schooling is in a unique position to

challenge	 the structural	 relations and social

arrangements of oppression and inequality.
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YOUNG WOMEN'S SUBCULTURES. LEISURE. AND P.E.

'Loss of Interest' in P.E. - biological v cultural

explanations

Chapter Two reviewed the literature on young women's

subcultures addressing the complexities of counter

school resistances and how, for many young women, these

resistances at	 the same time serve to reinforce,

negotiate and challenge the 'culture of femininity'.

Resistance to P.E. by young women has been an issue of

concern within the P.E. profession. 'Loss of interest'

in P.E. was confirmed by the majority of heads of

department interviewed in the research.. The following

statements reflect this concern:

".. girls at this stage are going through
they're changing fairly rapidly. They

get embarrassed very easily They change
shape sore and feel sore self-conscious than
lads do. They just lose all interest in
physical activity at this time. its just
natural ."

"Once in the 3rd or 4th year .any girls just
don't like physical activity .u.zch. They'll
do it but only because they have to.
They're uch sore interested in other things
- boys, discos I suppose".

" I've talked to y girls and they alMays
say "Me're just beginning to be interested
in outside." They lose interest in P.E. at
school. If they go to a disco they expend
iore energy than they ever Mould in a P.E.
lesson."

The most common explanation for 'loss of interest' was
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that it is 'natural' - an inevitable, developmental

problem inherent in adolescent young women. As

discussed previously, the stereotypical view of young

women during adolescence is that of significantly less

commitment to physical activity than young men, a period

of development characterised by lethargy and inactivity.

The research indicates that this stereotype ' is a gender

expectation which cuts across class and ethnic divisions

(although articulated to different degrees) and P.E.

teachers tend to generalise the stereotype and apply it

to all young women. While this may reflect the reality

of the experience for many girls, the explanation must

involve more than a simplistic biological determinism.

It is clear that young women experience certain

biological changes during puberty, a process which

occurs on average between the ages of nine and thirteen.

These developments are dramatic, often including major

changes in body shape and they are related to the onset

of menstruation and occur over a relatively short period

of time. The findings in the Case Stud y Schools

emphasise this point with re gular co;mnents by teachers

on the differing physiques of girls in the 1st and 2nd

year classes ESee Chapter Saver.]. How far these

biological changes influence young women's responses to

P.E. remains in the past as an inhibition to young

women's physical movement, in recent times research has

challenged such assumptions and claims them to be

mythical ESee Ferris 1978]. It is now accepted widely
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that in most situations menstruation does not directly

affect	 women's ability to participate in physical

activity. What is more important is the social

construction of young women's biology - the ideology of

biology i.e. the expectations placed on young women as

to how they should be reacting to these changes. It is

reasonable to assume that for same young women the

changes of puberty produce such distinct changes in body

shape that they find it difficult to retain the levels

of mobility and movement which they have developed as

children. Again this is confirmed in the research from

the observations carried out in gymnastic lessons.

However, it is important to emphasise that social and

ideological pressures, linked to sexuality and body

physique (as discussed in the previous section),

together produce inhibitions on mobility and movement

rather than biologically determined restrictions. Young

women's developing awareness and exposure to the culture

of	 femininity reinforces an expectation 	 of the

'physical'	 defined by	 inactivity,	 passivity and

neatness. As established earlier, this culture of

femininity is accepted by the majority of P.E. staff and

it is intensified further by peer group pressure The

small friendship group, identified as crucial to the

reinforcement and maintenance of the culture of

femininity EMcRobbie 1978; Griffin 1985], influences the

take up of activities in physical education. While a

young woman may retain an interest in playing netball or
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swimming in the team often it is pressure from friends

which encourages her to 'drop out' or, 	 at best,

diminishes her enthusiasm. On several occasions in

Heyfield and Townley Schools it was evident that girls

did not attend extra-curricular activities because:

"No-one else will do canoeing so I'. not."

"They've not got their kit."

[Recorded statements from female pupils]

Certainly many potential senior team members are lost,

not through lack of personal interest or commitment but

because of the subcultural influences and pressures

experienced by young women.

Teachers' Responses

The research has raised the important question of what

happens when the P.E. on offer in secondary education

encounters the young women for which it is intended.. The

research on young women's subcultures suggests that the

culture of femininity could be in conflict with a subject

centred on education through the physical. The meeting

place is the lesson and it is here that the relationship

between secondary school P.E. and young women's

subcultures becomes potentially either the 'problem' for

the teacher or the negotiation and resistance of the

student.
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The research has highlighted what is on c'ffer to yOLtflg

women in the P.E. lesson. Chapters Five, Six and Seven

examined the activities and curriculum content, the ethos

of 'good practice' stressing discipline and standards,

and the primary aims and objectives 0f the teaching. The

P.E. on offer to adolescent girls was shown to be

influenced, both structurally and ideologically, by a

number of interrelated factors. Young responses

need to be understood in relation to physiological

changes, the culture of femininity and pressure from the

peer group. In theory many teachers explain the conflict

and loss of interest of girls in biological terms. In

practice they tackle the issue by reiterating their

belief and commitment to the values and ideals of the

P.E. on offer. Participation is enforced through

compulsion and discipline. This was apparent in all the

schools observed althou gh, the need to discipline and

enforce standards varied according to the class location

of the school [See Chapter Seven3. Archway School

appeared to be particularly 'successful' in maintaining

participatic:n in PE. through firm discipline. However

it is impossible to determine through observation whether

participation can be equated with continued interest and

motivation. Although the majority of the girls at

Archway appeared to take part in the P.E. lesson without

too much resistance it remains signi ficant that as soon

as compulsion was removed .in the sixth form the numbers

of young women continuing with physical education dropped
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dramatically.	 Thus it is questionable whether interest

and enjoyment placed so high by 	 j P.E. teachers on

their list of aims and objectives [See Chapter Six] can

be achieved by use of hierarchical and disciplinarian

methods.

A second strategy adopted by teachers to alleviate any

conflict between P.E. and young women's experiences is

the adaptation of the curriculum to make it more

'relevant' to the needs and requirements of young women.

Over the previous decade the schools in all the Local

Education Authority had introduced a scheme of options

for the upper school age group. Although in some cases,

these options had been introduced for ecc!nc.mic reasons

(i.e. shortage of staff and facilities) the primary

justification given by the teachers interviewed was that

they were more suitable for adolescent yciun g women and

more appropriate for future leisure participation. These

Pptiofl	 activities, while retaining the compulsory

element of P.E., allowed more choice of content. In all

the schools	 within the authority the bulk of the

'options' cc'mDrised 	 of individually-based activities

which were recognized by the teachers as being 'more

appropriate for older girls'. The observation period

emphasized that option sessions were primarily indoor

activities, justified as 'an activity which won't mess up

their hair or make them too sweaty' [Interview, P.E.

teacher].	 Indeed,	 observation in all the schools
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suggested	 that	 all	 P.E.	 for girls was becoming

indoor-based, primarily to avoid disaffecting girls and

to reduce any potential conflict. The above quote

typifies the response from P.E.. teachers in that care has

to be taken not to challenge too seriously the culture of

femininity which emphasizes appearance. As the previous

section has discussed the ideology of female physicality

and the politics of female sexuality set clear guidelines

which relate to appearance and behaviour which must not

be transcended.	 In some schools the activities

introduced into the curriculum related directly and

purposefully to appearance and to the development of an

'attractive' figure and body shape. Keep-fit was offered

as an upper school option in most of the authority's

schools and an extreme example of an 'appropriate option'

was the introduction of the 'Health and Beauty' course in

Heyfield. The main issue raised by these developments in

P.E. is that they are derived in and directly reinforce

the cultural expectations of femininity. Once more, as

NcRobbie (1978a) suggests, young women become 'both saved

by and locked in the culture of femininity'. The message

that is being transmitted in these situations is that

young women should not be interested and involved in

physical activity in order to develop stren gth, muscle

and fitness, rather they should be concerned with

enhancing their appearance (i.e. in making themselves

more 'attractive' particularly to men). 	 Consequently

teachers, in order to negotiate the potential conflicts
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between physical activity/P.E. and the culture of

femininity, create situations which avoid confrontation

while reinforcing the cultural definitions of femininity

which prevail elsewhere in the school and outside in the

wider community.	 Teachers are trapped within this

difficult dichotomy.

Girls'/Vounp Women's Resistances to P.E.

The literature reviewed in Chapter Two suggested that

girls and young women adopt gender-based resistances in

schooling. Similarly it was clear from the research

project that the responses from young women to P.E. also

involved forms of resistance. Statements from the

teachers and observation of practice suggested that

resistances based on appearance [McRobbie 1978; Griffin

1985] develop intensified forms when related to physical

education. As has been discussed, appearance in relation

to 'standards' and 'good practice' is an integral part of

the ethos of P.E. teaching. Young women who use their

appearance to challenge their school experiences confront

P.E. by contesting its central ideological tenet. In all

the schools researched there were observed occasions when

young women refused to wear the required P.E. uniform.

They wore make-up and jewellery and refused to consent to

the 'golden rule of P.E.' (i.e. 'tying your hair back'.

These challenges to authority were more obvious in the

changing room than elsewhere in the school. Potentially
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they produce confrontations which can be avoided by other

schc'ol staff. While other teachers can choose to ignore

the wearing of a ring or earrings which contravene school

regulations, P.E. teachers not only uphold their own

standards and values concerning appearance but they have

the added concern, which can involve litigation, for

safety during physical activity. Rings, earrings,

necklaces, badges and long hair are dan gerous in a range

of physical activity and	 in.jury	 would	 carry the

professional,	 and possibly civil	 law,	 charge	 of

negligence.'

A further 'resistance' identified in the research was the

'sullen stare' described by Chris Griffin [1981]. 	 It

takes on particular significance in P.E A sullen,

silent 'participant' on the netball court or in the

gymnasium effectively 'opting out' of the activity, is

inordinately difficult to manage. In the classroc'm a

young woman using the 'sullen stare' will often simply

encourage less attention from the teacher. In mixed

groups, where boys have been shown to dominate the lesson

and receive more attention from the teacher (Spender

1982; Stanwc'rth 1981), a silent, sullen female member of

the group provides little overt challenge to the success

of the lesson. Indeed it reinforces the view of the

stereotypical female pupil as being passive, quiet, less

articulate and disinterested. 	 In P.E, however, where

some degree of lively, active behaviour is demanded, a
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silent, sullen participant produces far more conflict and

can affect the participation of the whole group. It was

cubserved to be a particularly successful resistance to

P.E., for adolescent young women, in that it caused

considerable disruption..

Towards a Feminist Explanation for the Relationshi p 0f

P.E. to Young Women's Subcultures

What becomes increasingly clear in relating theoretical

analysis of young women's subcultures to the priorities,

policies and practical observations of P.E. in secondary

schc'ols is that biolcigical explanations for young women's

loss of interest in and resistances to P.E. as given by

many P.E. teachers are inadequate. While acknowledgina

the physiological changes of puberty, an understanding of

cultural expectations is vital to an understanding cif

young women's experiences, attitudes and behaviours.. It

could be argued that the P.E. on offer to young women is,

to some extent, in conflict with their interests and

attitudes not simply because they are undergoing

biological changes of puberty but also because the

cultural expectations of gender seific attitudes,

behaviour and role are at odds with both what is on offer

and the values, ideals and ethos which underpin P.E.

The research has identified some of the main points of

conflict between P.E. and the experience of adolescent
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young women.	 An understanding of why such conflict

occurs must draw on feminist critiques of sport, leisure

and	 young women's subcultures. 	 First, Chapter Six

identified a P.E. programme across the authority

dominated by team games i.e. netball, hockey, rounders..

Although in practice there were questions raised by the

research observation as to the real extent of the

dominance of outdoor games, team games were observed in

all the schools either in their outside traditional form

or indoors as wet weather replacements.. 7 Team games are

seen as synonymous with sport which in our society is

problematic for female participants [See Chapter Two].

The relationship of sport	 to masculinity is well

documented [Young 1980; Hargreaves 1982]. Sport

celebrates a specific expression of masculinity, with its

sporting heroes dominating the headlines on the sports

pages of all newspapers. It is clear from the earlier

discussion that for young women what is reproduced is a

culture of femininity and romance, reinforced through the

magazines they read, the television the y watch and their

everyday	 experiences [Chapter Two].	 P.E.	 appears

incompatible with their expected	 lifstyle	 and the

expectations of 'young womanhood' in popular culture.

Sport is seen primarily as a male pursuit and

participation in sport remains bound up with masculine

values. Young women spectate, support and admire they

do not expect, normally,- to participate. Furthermore

team games are problematic for young women not only by

page 420



definition but also in form. Young women's cultures

which emphasize the 'best friend' or small groupings

(Griffin 1981] do not relate easily to large collective

team situations, particularly as teams tend to be

selected for them whereas they are free to choose their

own friends.	 P.E. stresses collective identity through

team sports, gymnastic clubs, dance groups and athletic

teams.	 Young women often reject these situations as

being incompatible with their expectations of adult

femininity [Leaman 1984]. Young, fit, 'virile' men are

expected to revel in group camaraderie arid team spirit.

It is less acceptable for their adolescent sisters.B

One of the primary aims of P.E. teaching stated by the

teachers in the research was 'preparation for leisure'.

Various issues, relating to the problems of this aim in

practice, were raised in Chapter Seven. Theoretically

this aim needs to be evaluated in relation to the recent

literature on women's leisure [See Chapter Two] which

emphasizes the complexities of defining leisure for

women. As has been shown, women's leisure is constrained

by many factors including class, race, age and not least,

'men, collectively and as individuals' (Deem 1986]. Deem

(1982], Griffin et al [1982] and Green [1986] question

the very existence of 'leisure' for women as it has been

defined traditionally. They insist that in order to

explain women's leisure, or lack of it, both the public

and the private spheres of women's experiences must be
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Ltnderst:'.:'d. As Griffin et al E19823 state:

... women's position in waqed and unwaged
work in relation to the family means that the
existence of 'leisLIre' as a pure category for
women is questionable.

The notion of 'preparation for leisure' is problematic

for many women, especially in. the realc of physical

leisure activities. Deem's E1984:6] research confirms

this, for in her study of 168 women dwii at random from

the areas of a new t::wn, she found, "scarcely any adult

women who continued with any spc:rt or physical activity

done at school once they had left, with swimming the

only widespread exception to this". Similar statistical

evidence can be found in Social Trnd	 E1	 .nrt

Shef field study of women's leisure conducted by Green,

Hebri::n and W.::odward tiS7. Therfor 'preparation fc:r

leisure' is a dubious c'bective for youn g women's P.E

unless it is approached through a critical analysis.

Not only does leisure not exist for many women but when

women have opportunities for physical leisure the most

fraquenty pursued acti'ity is 	 Desr 1?34;E

The researc:i proje:t found that the offerin g of swinining

t.: adc:lea.:ant ycunç '!mefl as an ::tjcn n the crr1culuff.

was dependent	 the school having a swinming p::ci fl

site. In the local authcity esear	 this facility

was very 1imited.

The emphasis on leisure as a realistic objective f:r
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ycEung women seemed ironic given that many P.E. teachers,

as recorded in the interviews and confirmed in the case

study schools, recognised their own personal limitations

on time and opportunities in their private lives. Many

of the P.E.. teachers described the problems they faced

cc.ncerning family and domestic responsibilities which

restricted their opportunity to spend , more time on

extra-curricular	 activities	 or	 personal	 leisure

pursuits. The failure to realistically assess the

problems of using leisure as a relevant and useful

concept for women produces a contradictory and, in may

ways, an unachievable aim for P.E. teaching. P.E.

teachers need to look more critically at both structural

constraints and the realities of everyday experiences

for women in physical leisure activities in order to

provide a more relevant link between school and future

participation in physical activities. The recognition

of a gender division of leisure as well as a sexual

division of labour by all teachers is an important

aspect of the teaching of girls in schc 'ols. Literature

ENava 1984; Griffin 1982] suggests that young women

themselves often recognise the constraints on their

'leisure' time. This research has highlighi-d the

constraints of domesticity and childcare experienced by

both female staff and female pupils which influences

their experiences and opp.:irtunities for both in-school

and out-of-school activities. Even when girls and women

succeed in challenging their lack of access to time,
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space etc. (more easily achieved by middle class young

women as in Townley School) they often face unequal

provision	 of	 facilities	 and	 opportunities	 for

participation..	 Their present reality confirms and

predisposes	 for	 young women their future leisure

participation [Nava and McRobbie 1984].

Finally it must be stressed that the crucial

relationships between P..E.., physicality and sexuality,

as discussed earlier in this chapter, are central to a

feminist explanation of the relationship between RE.,

leisure and young women's subcultures. The issues

relating to showering, RE. uniform, and homophobia must

be considered if RE. is to relate to and understand the

complex transition from girlhood to womanhood and the

integral conflicts and confusions this creates for many

young women.

This section has argued that school P.E. fails to

provide 'meaningful experiences' for many young

adolescent women because it appears at odds with the

prevailing	 culture	 of	 femininity and	 does	 not

realistically	 link	 with	 women's	 future	 leisure

participation. It is acceptable for the 'tomboy' in

junior school or lower secondary school to participate

in and enjoy these activities but it is not acceptable

for it to persist in the transition to adult femininity.

However,	 the commonsense perception of P.E. - as
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involved in the physical, concerned with the development

of muscle, sweat, communal showers childish asexual

P.E. kit, low status activities - in practice is not sc'

simplistically reproduced.

It is a subject which centres on physical activity which

in our society j male defined and low-status for women

but attempts to circumnavi gate these crucial issues by

reinforcing a culture of femininity which has been shown

to be inherent in its traditions and continues to be

reproduced in its contemporary practice. As shown,

therefore, P.E. remains trapped within possibilities

which will 'appeal' to young women but will consequently

reinfc'rce the culture of femininity. Possible

directions for P.E. which could provide qualitative

shifts in the definition of the 'physical' for young

women while being aware ':' f the issues raised in this

chapter, will be considered in chapter nine.

Mixed v Sincle Sex P.E. - the implications for girls.

Throughout the research the issue of mixed or single sex

P.E. was raised continually b y the teachers thems2lves

and in observations of their practices. Indeed recently

co-education has become one of the most controversial

issues in P.E. gaining considerable support ;fcrrn those

concerned with offerin g 'equal opportuniies 1 across the

secondary	 curriculum EBrowne et al 19S4; I.L.E.A.
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1984]. The P.E. teachers interviewed in the research

L.E..A. were unanimous in their concern about mixed sex

groupings but were not united in their desire to promote

co-educational P.E.. [see Chapter Six]. 	 Indeed, the

research evidence suggests that moves towards

co-education remain primarily within the upper section

of secondary schooling with a core single-sex curriculum

taught in years 1-3 [see Chapter Five]. This is in

contrast to I.L.E.A. which identified 'a general

enthusiasm' for mixed teaching throughout the authority

with its recent study showing eight secondary schools

teaching all or most of their curriculum in the first

three years to mixed groups and twenty eight schools

organizing the fourth year upwards on a mixed basis

[I.LE.A. 1984].

Taking the research authority and I.L.E.A. as

contrasting examples confirms that there are no

consistent national developments in mixed P..E. teaching,

rather, any initiatives remain on an ad hoc basis.

Apart from I..L.E.A., developments have emerged either

from the enthusiasm and innovation of individual staff

members [see Heyfield School - Chapter Seven] or for

administrative convenience particularly in the top years

of secondary schooling [Evans et al 1985]. Evidence

suggests that the ma.jority of initiatives relating to

mixed P.E. did not develop until the late 1970s/early

1980s..	 Kane [1974] in his Schools Council study, using
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study, using a one in ten random sample of secondary

schools in England and Wales, investi gated F.E. teaching

in 575 schools. It is significant that the issue of

mixed versus single sex teaching was nc.t addressed by

the study.	 Furthermc're both the D.E.S. [1975] and

Hendry and Whitehead [1976] found P.E. to be taught

predominantly in single sex grc.ups in separate

departments. Thus the question of mixed versus single

sex teaching has become a major topic of interest only

within the past decade.

This is hardly surprising given the historical

development of girls (and boys) P.E. as discussed in

Chapter Three. This analysis identified the development

of girls' P.E. as a subject traditionally situated

within an ethos of	 'separate and different' P.E

provision for girls and boys.	 Idec'lc'gies of gender

relating to femininity, motherhood/domesticity and

sexuality powerfully underpinned the development of

different 'suitable' activities, teachin g priorities and

distinct, separate teacher training [see Fletcher 19853.

The implications for P.E. is that it has developed as a

discipline on quite	 distinctive gender lines with

different aims and expectations. It is important to

ncute, however, that historical evidence indicates that

there has not been a total absence of mixed P.E.

teaching at secondary level. Brehony [19843 emphasises

that there were	 various policies adopted for the
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teaching of names and P.E.. in the few mixed secondary

schools which existed in the nineteenth century. He

states, however, that:

This area was one which caused the
inspectorate to express most unease about
c o-educ at ion.

EBrehony 1984]

Clearly any alternative which otentia1iy challenged the

dominant gender ideologies of femininity particularly

within the sphere of the physical was viewed by the

educational authorities with concern and suspicion and

remained the exception rather than the norm. Through to

the 1970s, then, P.E. in secondary schoolin g reflected a

popular culture within which men's and women's sports

and leisure activities have been clearly demarcated and

distinct ideolcigies of masculinity and femininity

continually reinforced tHar greaves 1979].

The mixed sex initiatives in P.E. exemplified by

I.L.E.A. which have developed in the late 197Os early

1980s have their foundations both in co-education/equal

opportunities philosophy and econcaic necessity. Within

education in general there has been a trend, since the

1960s, away fror the traditional single sex secondary

school towards cc*-educat i onal comprehensi vi zat ion.

The concept of equality of educational opportunity was

given formal recognition in the 1944 Education Act.

Throughout the 1960s it was class inequalities which
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created most concern. However, with the second wave of

feminism and the growing awareness of both gender and

race inequalities within education, new initiatives

concerned with social inequality encompassing class,

race and gender have begun to receive increasing

attention. The official response was the implementation

of the Sex Discrimination Act E19753 and the Race

Relations Act C1976L Within schooling the Equal

Opportunities Commission recognized:

if true equality of opportunity is to be
achieved for girls/boys then it is essential
that during the schooling process boys and
girls receive the same educational access to
further and higher education courses,
training and employment opportunities.

CE.O.C. 1982:1]

However, sport and physical activity was exempted from

the Sex Discrimination Act and although co-education was

seen as essential across the school curriculum for

ensuring equal opportunities for girls and boys, P.E.

has remained predominantly single sex in secondary

schools warranting little critical consideration. It

has been only in the 1980s with the growing literature

on various aspects of gender relations and schooling

that the issue of mixed P.E. has received attention.

The recognition that P.E. fast became the last bastion

of single sex teaching in many co-educational

comprehensive schools has forced researchers such as

Rosen E1987:152] to comment:

The case for mixed P.E.. hardly needs to be
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stated ... The guiding principle in
schools should be that pupils must never be
segrgated by sex (or race, colour or any
other innate character) unless there are
absolutely compelling reasons for doing so.

Thus mixed RE. has been perceived by some critics as a

progressive move towards the fulfilment of a complete

equal opportunities policy in schooling which offers

equal access across jj areas of the curriculum EBrowne

et al 1983; O'Brien 1987; Rosen 1987]. As the research

interviews with all the heads of department EChapter

Six] indicated, however, this positive response to mixed

P.E. is by no means universal. There are indications

that much of the mixed teaching in the research L.E.A.,

which takes place primarily in the upper school options

programmes, is as much through economic necessity and

the rationalisation of limited teaching resources and

facilities, than because of a committed educational

philosophy. This confirms the findings of Evans et al

E1985] in their study of mixed sex P.E. initiatives in

three schools. They found that:

The strategic response of mixed sex
groupings at Martsons and Cherry Tree were
the expression of the liberal, even radical,
motivations of innovatory teachers. 	 At
Greenwood on the other hand, it was largely
contingent	 upon conditions of severe
financial or staffing constraint.

CEvans J. et al 1985:9]

The ad hoc basis of much of the educational innovation

in this area is further confirmed by the lack cf
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commitment to mixed P.E.. by the officers of the L.E.A..

It is significant that while the education authority in

1984 was about to institute co-educational community

schools throughout the city, the question of mixed P.E.

had been ignored by those implementing the change. In

answer to a question as to whether there was concern

about P.E remaining the only single sex subject on the

curriculum within an authority openly committed to

co-educational teaching, one county councillor involved

in the appointment of new P.E. department heads for the

reorganized authority replied:

The Laboar Party generally hasn't given any
serioas thozght to that issae - not at all.
If yoa've got these kids of 13 or 14
stripping off together - yoa can't have
yoa.ng bodies in that sitaation! It is
really going to be at that level.

CTaped interview]

This statement suggests that when dealing with the

'physical', attitudes around sexuality, rather than the

politics of sexuality, overshadow education priorities

and justifications. Clearly, as already discussed not

only biological justifications for physical differences

between boys and girls but also issues concerned with

sexuality place P.E. in a unique position with regard to

debates about co-education and equal opportunities.

The experien':e of the research L.E.A. is typical of the

general lack of thought and consideration given to P.E.

in a broader co-educational structure. The concern and
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unease expressed by the P.E. teachers in the research

over the possibilities of re-organization into mixed

P.E. teaching centred on several issues.

First they identified clear differences between the

teaching of girls' P.E. and boys' P.E.. The P.E.

adviser identified clear differences between women's and

men's perceptions of physical education. She commented:

I feel passionately that won'en's perception
of physical edacation is at least as
relevant as sen's. We have qaite different
emphases - not jast the activities we teach
tat also oar whole ethos.

This view was reiterated by a majority of the heads of

department interviewed. Furthermore, the periods of

observation confirmed that girls' P.E. remains totally

separated from boys P.E. not only spatially but by

perceived philosophy. Although the research study made

no formal contact with the male P.E departments the

girls' P.E. departments visited were considered by the

women teachers to be involved in separate and distinct

areas of work. Evans et al [1987] utilizes the concept

of subject sub-culture developed by Ball E1987] in order

to understand the differences between female and male

P.E.. This analysis recognizes two distinct

sub-cultures within the one subject area with male and

female P.E. teachers having 'quite different conceptions

of how and what to teach' [Evans et al198:6]. The

concern shown by the female P..E. teachers in the
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research L.E.A	 was that implementing organizational

change would not result necessarily in unified teaching.

The gender specific sub-cultures of P.E. teachers WOLt1d,

as recc'gnized by Evans et al:

tamper only with the surface of
educational practice, leaving paradigmatic
and pedagogic views and practice largely
untouched

CEvans et al 1987:6

The historical analysis of Chapter Three identified the -

separate development of girls' P.E. and together with

Fletcher's [193S] findings relating to the development

of separate training for 	 girls? P.E. teachers it

supports the teachers' concern about the enforced mixing

of the separate sub-cultures within P.!. Although

developments in teacher training thrc:ughciut the 1980s

have resulted in a gradual change from single sex

specialist secondary P.E. teacher training to mixed sex

P.!. courses there is little evidence yet that there has

developed a new ethos within P.E which unites the two

areas. Furthermore 7 as Chapter Fi ye shows, the women F.!.

teachers had worked in the authority on average for

eight years, the majority havin g trained in single sex

establishments. This hi ghli ghts that even jc new

initiatives and new developments were taking place at

the teacher training level Land this is an etreme?y

doubtful assumption], it takes a long time for new

approaches to filter into the sch 'Dc'ls. As Chapter Nine
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will conclude, in-service work becomes vital if major

innovations are to take place in the current practice of

schools. Yet local in-service work depends on the role

of	 the adviser and, as the	 interview evidence

demonstrates,	 the advisers are a product of a

traditional system committed to the ethos of P.E. as it

has developed from its historical roots. 	 Thus P.E.

exists in a gender differentiated form ideologically and

structurally underpinned by gender assumptions. P.E.

teachers are aware that the superficial merging of two

separate identities will not result easily in the

production of a new unified whole. Given the historical

analysis and the interview material of this research,

which identifies the continuing strength of gender

ideology at the foundations of the teaching of girls

P..E., their doubts and concerns are justified.

The second concern of the women P.E. teachers, with

regard to mixed P.E. teaching, was that the girls would

reject such an innovation and its implications. The

following quotes were typical:

"I ai sare the girls thesel,es woald not
want to do it".

"The girls woul t be happy aboat it.. They
are terribly lacking in confidence and when
the boys are aroand they're worse".

"It coald be mixed bat our girls hac'e enough
of the boys in class - oar girls are quite
happy to be on their own. How many tiaes do
you hear the girls ask to play with the
boys? Never! They'll play out together at
lunch and after school quite happily bat
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girls don't want to be with the boys"..

"It's the idd1e years really when they
don't (six) end want to be on their own with
their own peer groap. Girls don't want
,ixed gaies_ They'd also be too
ewbarrassed"

These comments made by women P.E. teachers, raise a

number of significant questions. The main reasons for

believing that the girls would not want mixed P.E..

relate primarily	 to girls'	 embarrassment	 during

adolescence and their confidence. Although these are

teachers' perceptions, rather than the girl's responses,

the evidence from qualitative research into mixed sex

teaching situations in other secondary subjects supports

this concern EMahony 1985; Spencer 1982; Stanworth

1981]. Arnot [1984] succinctly sums up the findings of

this research:

We get glimpses of the extent of boys'
disruption of the classroom: their
noisiness, their sexual harassment of girls,
their demands for attention and their need
of disciplining and their attitudes to girls
as the silent or the 'faceless' bunch.

Soames [19843 suggests that secondary school P.E.

teachers in mixed lessons 'have to learn when to iqnore

blatantly sexist remarks, and when to use them to

positive educational ends'.	 The problem of sexual

harassment (verbal, emotional and physical) potentially
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are intensified when dealing with activities centred on

the physical. There is growing evidence that girls have

to cope with severe sexual harassment thrciughout their

daily lives, especially in mixed settings in schools

CLees 1986; Jones 1984]. Although there were few mixed

teaching situations to be observed in the case study

school, many of the teachers confirmed that there were

problems faced by girls and young women in mixed P.E..

The annual mixed swimming galas and athletics meetings

were a main focus of harassment.

"Oh, the girls ha,e to pat ap with remarks
from the lads. That's why they all wear
tee-shirts over their cos tames while they
wait for their race."

"Yoa can see the boys eyeing ap the girl5 and
comparing them. The girls are obc,ioasly
aware of this - SO of them jast refa5e to
swim in the galas. I think at a certai, age
they jast prefer to opt oat."

In these situations gir ls run the gauntlet of persistent

comment on their physi cal appearance and sexuality.

While some ir1s respond by attempting to disuis their

bodies by dressing in iciose clothing many c'ther opt out

to avoid being the target of innuendo and sexist

comment. Clearly the assumptions about women's bodies

as objects to be looked at. admired and criticised is

intensified in mixed settin gs of physical activity
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particularly during the sensitive years of adolescence.

This does not deny the problems faced by boys during

adolescence with regard to sexuality, but while boys are

judged by 'achievement' with regard to masculinity,

girls are judged 'against' masculinity. Given societal

and cultural expectations of 'attractive femininity'

(Connell 1987 refers to 'emphasized femininity') girls

are expected to respond to the stereotype in order to

achieve male gratification. Their femininity is,

literally, 'up for grabs' EJones 1984]. There is a

possibility that given sensitive, aware teaching, mixed

P.E. might provide a positive challenge to sexism in

schools.	 However, its potential must be placed in

context. This research has shown that the past and

present structure and organization of teacher training,

the practices of teaching in schools and the cultural

demands on schools to reinforce the the traditions of

female - male behaviour, prevents mixed P.E. from

instituting a less sexist experience for girls. On the

contrary, it could condemn adolescent girls to an

intensification of sexual abuse.. Consequently the

answer for many girls would be to opt out of P.E.

altogether.

Further, the significance of self-confidence and the

restrictions on girls' participation improved by a lack

of confidence is substantial given the evidence of
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research into classroom interaction in mixed settings..

The indication is that boys have far more contact with

the teacher, receive more attention, talk more in class

and are far more 'visible' [Stanworth 1981; Spender

1982]..	 The evidence suggests that mixed P.E. would

probably not be that different.	 Mixed P.E. generates

problems concerning levels of participation and degrees

of confidence. In principle there might be equal

participation but in practice girls usually are less

involved.. The observation of mixed lessons showed this

to be the case. In both mixed volleyball and basketball

classes the boys dominated the action with girls only

involved occasionally as active participants. Research

by Graydon, Gilroy and Webb [1985] found similar results

in their observations of mixed P.E. teaching.. They

found the boys control over the mixed setting to be

crucial:

Generally we found that girls were tolerated
by boys in the lesson as long as their

•	 contribution was kept within certain bounds
and the boys didn't lo	 control.

Also:

Another issue in ball game situations is the
girls'	 involvement	 in	 the	 game.	 Many
complained that the boys wouldn't pass the
ball to them in basketball and soccer. 	 The
boys freely admitted this to be the case.

As has been noted in classroom based work, the boys tend

to make the decisions, are loud and demand more of the

teacher's attention. Futhermore, as the teachers

interviewed recognized (see Chapter Six) by the time
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children arrive at secondary school physical skills have

been considerably influenced by their socialisation and

by junior teaching. Many of the teachers noted that

girls at eleven on average do not start from an equal

position to boys both in terms of physical skill and

hand-eye coordination. In many cases girls have not

been encouraged to develop ball skills and have been

literally taught to 'throw like a girl' (Young 1980].

This does not mean that girls are incapable of reaching

similar skill levels but mixed teaching, given the

available evidence, would seem unlikely to assist with

this development. As Deem (1984) recognizes:

-. .The sexes do not stand equal on admission
to secondary school, and offering both girls
and boys the same opportunities and
facilities cannot lead to equality of
opportunity, still less equality of outcome.

The teachers themselves recognize many of the potential

problems of moving towards co-educational P.E. in

schools. The adviser raised a further important issue:

"One of y big worries is that there are
already sore en teaching P.E. than wornen for
the 11-15 year olds The problem I can see
is that if it goes mixed then there will be
fewer women teaching especially with the fact
that. a woman's career strctiire is often
interrapted. I can see en ioving in if we
aren't carefal.."

These serious reservations concerning women's jobs and

status are justifiable. Statistics on the position of

women teachers on pay, status and promotion point to

considerabic inequalities. This is particularly marked
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with regard to the percentage of women in senior

management positions as heads, deputy heads and heads of

departments in comprehensive schools (N..U.T. 1980). In

schools where there are separate P.E. departments the

evidence shows that in the majority of cases the male is

the overall head of department. Evans and Williams

[1988] found that:

Although most of the schools in the sample
operated with a male and a female in charge
of boys and girls P.E., in 847. of these
schools it is the male teacher who holds
responsibility as overall Head of P.E.
department

In the research authority the tradition of separate

girls and boys P.E. (reinforced by the fact that it is

one of the few authorities with a male and a female P..E.

advisor) resulted in women heads of department f or

girls' P.E. in all the schools.. However in 66X of the

co-educational schools studied the male head of boys'

P.E was on a higher salary scale than the girls' head

of department. Thus while women P.E. teachers hold

status within the girls' department in the majority of

schools the male head of department has higher status

and, ultimately, power concerning P.E.. within the

context of the whole school. I3jven the evidence from

co-education in other subjects, the concern about the

career prospects of women P.E staff and their potential

loss of control over girls' PE. in a move towards mixed

P.E. teaching within one joint department, is justified.

Further, loss of control by women P.E. teachers in mixed
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settings has been exacerbated by economic constraints

and cuts in education. Evans and Williams [1988]

suggest that women are more likely to leave their jobs

or take a career break. They state:

It has tended to be women who have left
their	 jobs,	 not	 from	 any lack of
commitment but because of lack of
opportunity and the power of some men to
enact their gendered stereotypical imagery
upor the careers of men and women.

Over one third of the women heads of department in the

research study had taken a break from teaching for

childbirth or family responsibilities.. If this trend

continues then in a single department teaching the same

activities to girls and boys there is a danger that

women will be replaced by men. Evans and Williams

[1987] found also that the ideology of 'familism', the

view that the family is where women should experience

their self-fulfilment remains pre-eminent in views about

and responses to women P.E. teachers who are mothers.

This ideology generates substantial constraints on

women's career opportunities. The research undertaken

for this study demonstrates that such ideology is not

solely a male construct! The female P.E. adviser when

interviewed stated:

/?fter all soen hac,e far greater family
coitments than men. Women used to take
time out to have a family butt now they
stay with maternity leaved. Maternity
leave is the biggest load of rabbigh. I

know it might be old fashioned but I think
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no hoasehold shoald have both parents in
fall time jobs. It is good for a child to
have their iother aroand the hoase. I can
see that it is good for woien with sial1
children to have part-tiie jobs. In fact
that is very iwportant for the women and
the children bat it is wrong to have fall
time work. It is only storing problems
for society.

Given the contemporary consolidation of ideologies of

motherhood and domesticity and the substantial

structural constraints on women in British society any

move towards mixed P.E. must be treated with caution

particularly with respect to the status and career

opportunities for women P.E. teachers.

The historical material in Chapter Three identifies the

strength of ideologies of femininity, motherhood!

domesticity and sexuality in the traditions and

development of female P.E.. The interview material in

Chapter Six confirms that women P..E. teachers still hold

stereotypical views of femininity with ideologies of

gender continuing to underpin girls' PE. curricula.

Observation of mixed P.E. together with awareness of

further	 research	 in this area suggests that

organizational innovation towards co-edu ':ation teaching

must be treated with caution.. Equality of access

through or ganizational policy does not automatically

result in equality in outcome and practice. Mixed P.E

does not necessarily create a less gendered structure of

girls' P.E.. nor experience for the young women on the

receiving end. i3jrls' P.E. must be considered within
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broader feminist theoretical analyses of schooling and

women's position in society.

CONCLUSI ON

This chapter has discussed in some detail the main issues

raised by the historical and contemporary research

material.	 Overall the impression created is one of

pessimism. Girls' P.E. can be seen to be underpinned by

gender ideology.	 Many teachers continue to hold

stereotypical gendered opinions and attitudes.

Structurally and ideologically girls' P.E.. has been

shown to be very much a part of the institutionalization

of	 gender	 through	 its policies,	 practices and

priorities. Yet the analysi.s must not remain at this

level. Theoretically, feminist frameworks [Chapter One]

contribute to an understanding and explanation of what

is happening in girls' P.E.. But, as discussed in the

opening chapter, feminist theory is closely related to

feminist political action. Girls' P.E. is totally

determined by the structural and/or ideological strength

of a capitalist patriarchy. Some teachers do challenge

the system - some female pupils refuse to have their

'femininity'	 defined and determined by a dominant

culture. It is these chinks of optimism which must

inform the recommendations for the future of girls'

P.E..
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The final chapter will consider how the teaching of

girls' P.E. contributes to the reproduction of the

social relations of gender. Further, it will prcpose

that a feminist politics of P.E. can contribute to a

less gendered teaching of P.E. for girls and young woir1

and thus contribute to the overall struggle of women in

opposing and resisting broader gender divisions in

society.
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CHAPTER 9 - CONCLUSION

PART I: Theor y . Practice and Po1itic

PART II: Future Polic y , Future Directions
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Introduction

This research project was conceived and initiated with

the aim of examining and analyzing the relationship

between gender and girls' physical education. Clearly

this relationship is sigJifit3nt for the experiences of

girls and their eventual participation in sport and

leisure activities as wc'men It is ' of particular

importance given that physic'al education is the only

compulsory, separate and distinct curriculum area in

secondary schooling which remains predominantly

single—sex taught by women to groups of g irls and young

women'. Also, it has inherited particular historical

traditions which inform this unique separation. Unlike

many other curriculum areas in which gender

differentiation has been researched and analyzed, girls'

physical education is a subject area exclusively

concerned with girls' experiences which provides a

curriculum for girls taught by women. One project cannot

cover all aspects of this unique aspect of schooling and

there is work to be done which considers in depth the

exDeriences and responses of girls and young women to

physical education. Alsc'c there is parallel work to be

developed on boys and young men and the relationship

between gender.sexuality and masculinity in the context

of physical education.

This final chapter draws togethár the main findings

of the research pro.ject.It identifies four significant
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dimensions c'f enquiry and aralysis:

I) teachers' perceptions - attitudes and ideas

ii) structural analysis

iii) historical context

iv) cultural responses and resistances.

It will be ar gued that all four dimensions have been

found to be crucial in developing both a theoretical

understandin g of gender and an informed, critical

analysis of the teaching of girls' physical education.

Gender and girls' physical education are essentially a

dialetical relationship in which gender is identifiEd as

a central construct of girls' PE. and an analysis of

girls' physical education is seen as an essential

contributic'n	 to the theoretical debates concerning

gender (see Chapter One). The project ernphasises the

importance of the connection between theory, practice

and politics. For example, the research identifies the

need to recognise and develop the importance of nhysical

power relations as part of the social relations of

gender (see Chapter Eight). This has been considered not

only at a theoretical level but at the level of everyday

practice in girls' physical education teachingArising

from this consideraticin is the question of whether

and/or how the social relations of gender might be

transformed through the transformation of girls' physical

education. In other words, whether the nolitirs of

girls' P.E. can include strategies and policies which
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will not only change girls' PE but also contribute to

changes in the social relations of genders
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PART I: THEORY, PRACTICE AND POLITICS

I) Teachers' Perceptions. Attitudes and ideas

Chapter Six, through anaiysis of the interview material,

identified the presence of powerful assumptions about

femininity in relation to girls/young omen's physical

ability/capacity, sexuality, motherhood and domesticity.

These gender stereotypes were accepted and e<plained by

most heads of department interviewed as being

'natural' This 'naturalism' was defined either as a

biological	 or	 a	 cultural	 inevitability.	 The

interpretation 0f gender differences as 'natural' is

surprising particularly with regard to physical

ability/capacity because the reality is so obviously

different. The stereotype of girls as weaker, less

powerful, neater and precise in their movements is

factually inaccurate. The research observations (Chapter

Seven) confirmed that the physical differences within

one sex are far greater and more obvious than those

between the sexes. Furthermore, the appearance of many

of the teachers themselves was in direct contradiction

to their own stereotyped views, as many were strong,

powerful, muscularly developed women. Connel? E19871

argues that in attempting to understand gender, 'nature'

Is O ften used as a justification rather than as an

explanatjccn.This suggests that the teachers felt the

need to justify their practice of sterotyping and used

biology as an explanation even though their own reality
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and experience were in variance with their views. What
S

this suggests is the existence of a powerful ideology of

biology which will be considered in more detail later in

the chapter.

A major explanation put forward for gender stereotiping

is sex role theory which ccuncentrates on the importance

of socialisation and sx ' role larning. This is a

central consideration within liberal feminist analysis

(see Chapter One). However, there are many critiques of

this perspective which emphasize: the lack of an

adequate theorizing of power relations within liberal

feminism; the neglect of an historical analysis; the

over-reliance on individualism and voluntarism; the

tendency to reduce gender to the biological dichotomy of

male and female EConnell 1983,1987]. This research

project contributes to an understanding of both the

strengths and weaknesses of this theoretical analysis

which	 focuses	 cm	 socialization	 and	 sex	 role

stereotyping.

At a positive level the research material on teachers'

perceptions of gender and girls' P.E. is important in

that it describes how te3chers hold and promote

expectations based on gender stereotypes. In considering

attitudes and ideas the rsearch confirms that women

P.E. teachers have clear expectatic'ns about g irls and

young women which are constructed around a notion of

'femininity' .This 'femininity' encompasses ideas about
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physical ability/capacity, sexuality, domesticity and

motherhood. Crucially the research demonstrates that

this construction does not remain simply in the minds of

individual teachers but it is generalised and both

informs and influences P.E. practice. This is reflected

in the choice of 'suitable' activities for girls, class

organization and teacher-pupil interaction. The dominant

ethos of 'separate and different' P.E for girls,

prevalent throughout the research L.E.A., is supported

and maintained by the construction of 'femininity'. In

their	 professional	 practice, then, women physical

education teachers are agents of socialization,

transmitting gendered messages to pupils through their

interaction,language and teaching. It is a process

derived from expectations around femininity.

However, it is necessary to return to the criticisms of

this analysis. While research into attitudes and ideas

contributes significantly to an understanding of the

importance of gender in girls' P.E., particularly at the

level of description, it fails to give an adequate

account of the relationship between gender and girls'

P.E. Focusing on attitudes and ideas there is a tendency

to concentrate on differences between the sexes. This is

evident in the responses of the P.E. teachers to the

interview questions. Considerable emphasis was given by

them to differences between girls and boys and the

importance of these differences in practice. Although

this is understandable given their training, if the
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analysis remains at this level, there is a danger of

considering femininity and masculinity as polar

opposites, with the assi gnment of girls to ascribed

roles and behaviour usinq the dichotomy of sex as its

organizing principle. The 'problem' of gender is then

reduced to biological sex diferences. What is missing

in this analysis is the vital element of structure and,

implicit within this, an unde-standing of power

relations. Girls' P.E. cannot be studied outside its

historical and structural context. It does not exist in

a	 vacuum	 influenced	 only by	 individuals with

'free—floating' ideas that can be changed simply by

raising awareness and challenging attitudes. Such

initiatives are significant but they must be located and

analysed within the broader relations of ideology (see

Chapters One and Six) and situated within contemporary

structural and institutional contexts. The 'tip of the

iceberg' has been illuminated by researching attitudes

of teachers but	 the broader underlying structural

complexities require further investigation and analysis.

II) Structural Analysis

The case study material, obtained from periods of

observation in selected schools, concentrated on the

daily reality of teachin physical education in its

institutional setting. From the evidence presented in

Chapter Seven it is clear that gender is a significant

factor in the structuring of girls' P.E., which' can be
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identified in its organization, staffing, facilities,

aims and objectives and curicular content.

However, this research also contributes to an

understanding of the structures of gender as power

relations. Three significant areas have emerged frorr the

research, each of which is concerned with the wider

social relations of gender 4 rather than solely with the

specific context of gender and girls' P.E. Althou gh, for

ease and clarity of discussion, these areas will be

discussed separately it is acknowledged that they are

interrelated, overlap in many instances and cannot be

viewed independently.

(1) Patriarchal Power - the i,,portance of the

'phq.ical'

The research set out to investigate the contribution of

girls' P.E. to the reinforcement and maintenance of

patriarchal power relations. Chapter Two discussed the

complexities of the cc'ncept 'patriarchy' and the

importance of analysis which identi fies male-female

power relations at the economic, social, political and

ideological levels. Two major issues have emerged from

the project which warrant consideration.

First 7 it is necessary to question the use of 'male"

power as a definition of structural power relations.

There is a tendency, not surprisingly, to associate male
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power with all men. While acknowledging that this is an

accurate application in many, or indeed most,

situations, the power of men over women cannot be viewed

as a universal and inevitable theory of

dc'mination.Eisenstein £1984] introduces the concept of

'false universalism' to describe literature and analysis

which talks of the experiences and subordination of

women regardless of other structural relations such as

race, ethnicity, class and age.: Similarly, 'false

universalism' can be applied to the notion of 'male

power'. Yet there remains a need for a concept that can

describe the relevance importance of patriarchal

power relations without resorting to simple biological

reductionism. The significance of this research project

is that it identifies the presence of gender power

relations in an area which usually is exclusive to

women. In fact everyone concerned with the research -

advisers, teachers, pupils - were wc 'men Therefore it is

not direct, overt 'male power' which is identified in

the teaching of girls' P.E. but, as Connell [1987]

observes, the power of 'heemonic masculinity' or 'the

maintenance of practices that institutionalize men's

dominance over women'. Interpreting hegemony is crucial

to this analysis and is well defined by Williams

t1977:27], drawing on the work of Gramsci:

hegemony supposes the existence of
something which is truly total, which is
not merely secondary or superstructural,
like the weak sense of ideology, but
which is lived at such a depth, which
saturates the societ y to such an extent,
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and which, as Grmsci put it, even
constitutes the limit cuf consciousness
for most pec'nle under its sway, that it
cctrrespcinds to the reality of social
experience.

[emphases added]

Thus gender needs to be theoried as bein g structured by

a dominant hegemcinic masculinity which not only forms

the basis of male relationsJ'ips but also is conveyed and

internalised, through institutions and social practice.

Giris P.E. does not exist in isolation,outside this

hegemonic order. Despite being a female institution, it

remains	 an	 institutional fc'rm which internalizes,

supports,	 maintains	 and	 reinforces	 hegemonic

masculinity.

The second area identified by the research is the

significance of physical power relations as a central

construct of this hegemc'nic masculinity (-see Chapter

Ei ght). The relationship between men's physical

activity, prowess, strength and the contemporary Western

definitions of masculinity is well referenced [Young

1980; Dunning et al 1987]. This relationship finds

particular ex pression in the competitive sportinn world

[Hall 1584; Connell 1987]. Within feminist literature

the importance of men's power has been defined primarily

in terms of economic, social and political power.

Chapter Ei ght discussed the importance of including and

defining a politics of physical power and concluded that

the physical is central specifically to the teaching of

girls' P.E. and, more generally, to patriarchal power

page 46



relations. The recognition that ideologies of the

physical cc'ntribute to the definition c'f woman-as-object

and, reinforce women's physical subordination,both at

the overt level of physical violence and confrontation

and at the more subtle level of self confidence, bodily

awareness and the stereotyping of women as weak and

passive, should underpin all analyses of gender power

relations. The relationship between , girls' PE. and the

structures of gender as power relations must be

recognized both for future PE. policy and feminist

politics. Physical power inequalities are experienced as

direct	 physical force and violence but also they

contribute to that aspect of hegemonic masculinity which

defines women as weak, passive, inactive and,

inevitably, submissive. Women in authority (e.q.teachers

and advisers) are part of that hegemonic process and, as

the research shows, can be significant agents in the

conveyance of gender ideology.

By focLissing on an aspect of social practice which is

concerned with the body and physical activity,

biological explanations for the totality of gender

differences can be challenged effectively As noted in

the research, one of the reasons sport and physical

education have been neglected until recently by feminist

analyses is that research that focuses on the body and

physical action is assumed to be rather too close to

biology for comfort! As Connell E1987:33] points out:
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Even to speak of contradiction between
social process and the body is not to
have moved far encictgh from doctrines of
natural difference and biolc'gical
determination.For this is still to treat
the body as unmoved mover, as what is
fixed in relation to what is fluid, as
what gives meaning and does not receive
it.The body in relaticin to the social
system still	 sems like the monster
looming outside the bright li ghts of the
space station, alien • and	 immovable,
compelling by its sheer presence.

This research, clearly related to 'women's bodies' and

women's physicality, stresses the need to move away from

analysis which fctcuses on assumed 'differences' and to

recognise how social practice easily can be reduced to

biology by emphasizing and naturalisin g difference. The

interview material demonstrated the strength of

ideolog ies of biology which found expression in and were

conveyed via the teaching of girls' P.S.

ii.) Sexaality

Throughout the research the significance of sexuality to

an understanding of bc'th gender and girls' P.E. has

appeared consistently irnportant.What is apparent is that

the construction cf an 'ideal heterosexuality is a

crucial aspect of the structuring of gender relations.

As discussed in Chapters Six, Seven and Eight, P.E. can

be identified as a ma.jor force in the process of

sexuall sing young women into heterosexual 'objects'.

This finds	 expression not only in the persistent

concentration	 on	 appearance,	 clothing,	 specific

behaviour and	 desirable body sha pe which together
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contribute to the reinforcement of 'feminine'

heterc'sexual appeal. 'Sexuality' for girls and young

women does not develop in isolation, it is a social

construction with male heterosexuality of central

significance to its formation. As Connell [1987] argues,

'emphasised femininity' is the response to the dominance

of 'hegemonic masculinity'. Girls' P.E. is shown by the

research to be part of the social prcicess whereby girls

and young women, durin g the important period of

adolescence, are encouraged to develop an 'acceptable'

feminine sexuality organized around heterosexual appeal,

desire, objectivity and subordination. This is not a

simplistic, over-determined process readily received and

incorporated into the lives, experiences and behaviours

of all young women. As will be discussed later, these

structures and relations of gender power are by no means

totally determining but are complex and can produce,

also, strategies of resistance and negotiation in girls

and young women. However, it remains important to

identify the structural relations of gender within

social	 institutions	 and	 practice.	 i3irls'	 PE.

contributes significantly to the maintenance and

re-inforcement of a subordinate 'feminine' sexuality and

as a consequence feminist analyses of schoolin g should

recognise girls' P.E. as potentially a most significant

site for the building and maintenance of gender and

sexuality.

The research also shows that an analysis of gender must
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include sexuality as a central concern. Adult femininity

is intricately tied to a cc'nstructed and compulsory

heterosexuality. Again, research which focuses on the

body and physicality contributes significantly to this

understanding. The body and sexuality are not related

simply throuqh biology but throuqh the sdcial

construction and use of the female body as sexLtal

object, be it an object of 'desire or an object of

reprc'duction [O'Brien 19813. Adolescence is a vital

period in the lives of young women. Physical biological

changes have profound social significance. At this stage

of physical development and sexual maturation

women's bodies become public property, developed for and

controlled by others. In many spheres women's bodies are

on show, open to comment and abuse. The body moves to

public ownership and z:ontrol which for many young women

creates private anguish. The conflict for younQ women

at this stage is immense. Unless they conform to 'ideal'

femininity in relation to appearance and presentation of

self, they are open to verbal abuse and their sexuality

becomes questioned and scrutinized. P.E. provides a

situation where 'the body' is on show and therefore at

its most vLtlr.eraDle. This is evidenced in the

reconition by women teachers in the research, that many

young women have to face comment and abuse in mixed

ettings such as swimming galas and athletics meetings

see Chapter Eight]. However, this 'public possession'

of, cir public control over, women's bodies is not a

'natural' development - a biological inevitability. It
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is part of hegemc'nic masculinity whereby men can gain

and maintain control over women, not only in relation to

their sexuality, but also in relation to the use of

social spaces. P.E. teaching in secondary schools must

be made conscious of this conflict for young women and

recognise how it contributes to the maintenanceS of

hegemonic masculinity. It is not ncessarily a conscious

reinforcement but through tile language used by teachers

and the organisation of P.E. (content, P.E kit,

changing rooms etc. - see chapters Six and Seven) that

it becomes part of the institution of P.E. and, as such,

is central to the relationship between gender and girls'

P..E.

jjj) Di',isioxi of Lahctir

The structural analysis so far 	 has	 focused on

patriarchal	 power	 relations,	 and physicality and

• sexuality. Throughout the research, however, it became
apparent that an analysis of gender and girls' P.E.

should consider the r1ationship between schooling and

other social institutions. It is clear from the research

that female teachers and female pupils are influenced

considerably by the social relations cif the family. The

sexual division of labour in the family whereby women,

as	 wives,	 mothers and daughters, bear the major

responsibility for both domestic work and childcare, is
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identified in the research as having major implications

for teachers and pupils in PE. (see Chapters Six and

Seven) e.g. opportunities to participate, extra-

curricular prc'gramme, teacher career structures etc.).

Economic pciwer relationshowever, are not restricted to

the family. They extend to encdmpass all aspects of the

sexual division of labour. They exist in he work place,

in the community and are4 clearLy in evidence in

education at all levels. In girls' P.E. despite being a

subject exclusively female in its teaching andpractice,

the relative financing of male and female departments is

significant. The research shc'ws that where the female

P.E. department exists alongside a male department in a

mixed school, there is often gender differentiation in

terms of salary scales and status (Chapter Five). Even

though girls' P.E. has its own histc'ry and cultural

context, often it is the male P.E. department which

retains and wields the economic power. Where there are

two distinct departments in a school the holding of

economic status an power by the boys' P.E. department

often has implications fc!r the future and devec!pment of

the girls' deparent The research highlights the need

to consider carefully the staffing implications of

initiatives such as mixed P.E. where economic power and

status are likely to move increasingly into the male

P.E. world (see Chapter Eight).

Much of the work on the relationship between schooling

and the sexual division of labour concentrates on the
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place of schooling in the preparation of girls and bciys

for differential positions, within the labour market

EMcDonald 1980; Deem 1980; Spender and Sarah 1980].

However, it is not only the transition of school to work

which warrants attention. This research shows that there

is a need also to Ltndevstand the sexual divisiof

isure, particuiarly in. th	 traition from chool to

leisure	 where	 future opportunities	 and	 leisure
4

experiences are concerned. The resech shows how girls'

P.E. contributes to a gendered leisure and sports

experience for women. Clearly gender divisions in

leisure are not solely dependent on girls' experiences

at schc'ol but their P. E. experiences are a signi firant

part of their reproduction. It is interesting to note

that for girls this is often a negative experience and

influence whereas by contrast it tends to be positive

for boys. In constituting a critical analysis of leisure

other institutional contexts are 	 significant (i.e.

family, sport, etc.) but it is clear that g irls' P.E. is

central to the development of these complex and

inter-related determinants. Gender and girls' P.E.,

then, is b::th informed by -and informs gender relations

in cither social institutions.

Consideration of the 'division of labour' and the

'divisicin of leisure' emphasizes, as shown by the

research, the need to theorize the complex relationshiP

between gender and class. Although the research is

concerned primarily with cnder and girls' P.E. the

class location of' scho':'ls, teachers and pupils emerges
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as significant. Thrciughciut the research the impart of

class on the experiences of both women teachers and
S

female pupil.s was evident (see Chapters Six and Seven).

Chapter One introduced some of the complexities and

problems associated with theorizing the relationship

betweeen gender and class. The inadequacy of analyses

which concentrate solely on class, incorporating geder

as a secondary determining structure, r' which point to

the universality of patriarchy and rleaate class to the

periphery, is confirmed in this research (see Chapter

Two). Certainly hegemonic masculinity and sexuality have

been discussed and shown to be important, regardless of

class location. It is important to stress, however, that

gender, through ideologies of femininity . the

material of masculine power, is not static, pregivefl

and experienced as a common, universal form. While

Qender both constructs and is reinforced by girls' P.E.

it is constantly cross-cut by class location and it is

dependent on specific contexts for its expression and

influence.This conclusion	 is	 closest	 to feminist

analyses which identify capitalism patriarchy as

comprehensive social systems which interact, and are

mc'st usefully defined as constituting a capitalist

patriarchy ECaDckburn 1932; Eisenstein 1984]. While this

brings the theoretical understandng of the complex

interaction of class and gender no nearer it contributes

research evidence to the proposition that a 'dual

analysis' perspective provides the potential for a more

adequate, coherent and comprehensive theory of social

relations. Most importantly, this research contributes
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not cinly to the theoret.ical debates around gender

also tc' the politics cif action. Although starting from

an analysis of gender relations it is clear that a

feminist analysis of girls' P.E., which is to inform and

change practice and politics, must take into account the

cc'mplexities of both gender and class.

While the research illuminates the need for an

integrated analysis of gender and class, the neglect of

race throughout the research has become apparent. Again,

the research shows that the analysis of gender, within a

schooling system which is a predominantly white, middle

class, male institution, must attempt to theorize the

interconnections between gender, race and class. slack

feminists ECarby 1982; Amos and Parmar 1982; Hooks 1981]

have correctly identified the ethnocentrism of much

feminist analysis and research. This research project

began with a concern to explore the relationship of

gender and girls' P. E. but it concludes that race and

institutionalized racism •needs to be incorporated into

future work in this area. Certainly the research shows

how aspects of gender cLtt across race divisions and are

experienced by all girls and young women. Throu ghout the

research, however, there has developed a growing

awareness that black Afro-Caribbean and Asian g irls and

young women need to have their experiences situated more

centrally within analyses of gender relations and that

structures of race and racism cannot simply be added to

the analysis. One outcome of this research is the

recommendation that there needs to be future work which
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considers	 the experiences of black	 yOUfl9: women,

particularly in relation to the teaching of girls' PE.

The preceding section on the importance of a structural

analysis of gender and girls' P.E. identifies •the need

to locate both gender and girls' PE within the broader
"S

social and institutional contxt. Beyond this, in brder

to challenge assumptions that criticl analysis is

inevitably over deterministic, it is important to

consider two further areas of investigation.

jji)Historical Context

In discussing sport in N. 	 merica, Lensky.j [1986:139]

comments:

Medical professionals played a major role
in determining those sports and levels of
participation that were safe for female
anatomy	 and	 physi ol cay.	 Not
cc' incidentaliy,	 these activities were
seen ti:' enhance fernininity,a si:'cially
constructed	 and historically specific.
concept encompassing personality,
appearance and comportment. Acceptable
activities prcsrnc:ted the physical and the
psychological characteristics that males,
as the	 dominant	 sex,	 pronounced
appropriate and appealing for females:
general	 and	 productive	 health,
heterosexual	 attractiveness, passivity
and c;::nfcirmity. On all of these issues,
physical	 educators,	 sports
admi nistrat::rs, journalists and the
general public treated medical opinion as
the voice of reason and authority.

[emphases added]I

The material in Chapter Three	 identified	 similar

influences on the development of	 girls'	 P.E. in
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nineteenth century Britain. The roots and Ltnderpinnings

of this female subject, as noted, are centred cm male

medical opinion which was c ' snveyed and institutionalized

as ideologies ccmncerned with girls' physical

ability/capacity, motherhood/domesticity and sexuality.

It is important to situate contemporary girls' P.E.

within its historical contexts in order to recognize

that "structure is not pre-qiven	 but historically

composed" EConnell 198763]. It is important to realise

the historicity of gender relations in order to

challen ge the 'false universalism' of gender CEisenstein

1984].	 The historical	 analysis in cJaper Three

contributes to a fuller understanding of gender and

g irls' P.E., bei:ause it demonstrates that 'femininity',

whilst continually present and central to girls' ?.E,is

not a fixed or immutable category. The identification of

gender in girls' P.E. in the lSSOs cannot be interpreted

as identical to that which emerges from historical

accounts. Femininity is not to be equated with some

transcendant biolo g ical category of being a woman but is

both socially constructed and historically specific.

However, by identifying the influence of male

professionals and the strengths of ideologies of gender

on the development of g irls' P.E., it becomes possible

to understand the part played by g irls' P.E. in the

institutionalization of gender rather than understanding

gender as simply the manifestation of attitudes acid

ideas held by unenlightened individuals. Girls' P.E. is

another aspect of schoolin g in which gender has become
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institutionalized and is conveyed through the practice

of everyday teaching. Thus the historical evidence

gives weight to the argument that a structural analysis

of gender and girls' P.E. is crucial while identifying

where change and negotiation can and does take place. As

Kesslar et al [1987:233] note:

S

Gender relations, then, are historical.
The pattern they assume in any society is
produced by its .particular hj,story and is
always in a process of transformation.
Even when change is slow to the point of
being invisible, the principle should be
kept	 in mind,	 because	 it	 directs
attention to the ways in which., the
patterns of gender are constantly being
produced in everyday life.

The relationship between 'structure'and 'cultural

practice' leads on ti: the final level of analysis

identified by the research.

iv) Ca1twaJ Responses end Resistances

The relationship between 'structure' and 'agency' has

been a central concern of socicloqi.:al theOrY. As

discussed in Chapter One 'reproduction theory' has been

used to explain how the social order is constantly

reproduced	 In this analysis gender is seen to be

determined and reproduced by the structures of

patriarchy and/or capitalist economic relations [see

Chapter One). This research suggests that this anal'sis

is inadequate. Although gender ça be sh0' to. be

reproduced throqgh the institution of qiriS' P.E.,
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structured by a hegemonic masculinity, this is not the

whole story. The researrh also hi ghli ghts aspects of

girls' PE. which involve rsistance and negotiation,to

the structures cit gender. All girls do not accept

passively the definitions of femininity which place them

in a weaker and physically subordinate position.

Teachers are not all pasive aqents within a process of

cultural reproduction. Some women P.E. staff in their

responses and practices negotiate gender stereotypes and

encourage girls to dielcip and chalenge 'femininity'.

Girls resist some of the institutionalized definitions

and practices of girls' P.E. which relate to femininity

(appearance, suitable 'ladylike' behaviour etc.).

Although this research did not set out to investigate

girls' responses to P.E., the periods of observation in

schools shc'w that girls' P.E.	 is by	 o means a

straightforward process of gender ideology and identity

reproduction	 (see	 Chapter Eight). Giddens' E1979]

analysis of 'structuration' in which he attempts to

theorize	 the	 dialectical	 relationship	 between

'structure' and agencyY helps move towards a more

satisfactcry	 analysis. The research identi ties the

structures of 'patriarchal power', sexuality' and th

'division of labour' as central to an understanding of

gender - girls' P.E being an institutional form which

maintains and reinforces these structures.Alsc:,

however, it identi fies the need for a cultural analysis

which allciws fc'r those involved in girls' P.E. tc'

resist,negotiate	 and,indeed,	 transform	 both	 the

instititution cif P.E. and ultimately the	 of
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gender	 (see	 Chapter	 Eight).	 This	 dialectical

relationship between structure nad agency is crucial to

interpreting the politics of girls' P.E While the

research shows the power and influence of hegernc'nic

masculinity over girls' P.E. which maintains, reinforces

and produces femininity, it demonstrates, also, the

potential of resistance and challenge. It is with this

potential that the foundations of transforming girls'

P.E. and the social relatiors of gender can be laid.

Part	 II	 of this chapter	 discusses	 the	 policy

implications arising from the research. Although this

first section provided a powerful ar gument for the

importance and influence of dominant ideologies of

gender in the structuring of girls' P.E. and gender

relations, it needs to be stressed that the future for

girls' P.E. need not necessarily be totally determined

nor negative. Davidson E1E1B:4J outlines Gramsci's

arguments in relation o social change:

rationality, intelligence, ideas,
ideologies and those who made these ideas
and ideologies are rnc:st important. And
who are these but the intellectuals?
Furthermc're,if the common man cannot,
when faced with a bourgeois hegemony of
ideas, articulate his own coherent
philosophy of life, it must be supplied
from outside by the intellectuals.

Although speaking about 'men' and class relations,

Gramsci's notion of the 'role of intellectuals'' 0 is

useul for an understanding of hegemony and social

change as it relates to hegemonic masculinity, the

structures of gender relati ':'ns and P.E. and the future
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potential for challen ge and resistance.This challenge

can be initiated by those in authority ovr PE. i.ethe

teachers and the advisers, although the complexities of

the structure-agency relationship cannot be ignored or

simpli fied..

I
'I
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Part II - FUTURE POLICY - FUTURE DIRECTIONS

Chapter Ei ght discussed how strategies for increased

participation and interest that are adopted in girls'

P.E. often are based on their potential appeal to young

women	 (e.g.	 health	 and	 beauty, keep-fit). Such

strategies	 inevitably	 reinforce	 the	 culture	 of

femininity,	 locking girls' P.E. within 'emphasized

femininity'. t1 However, the research also shows that

girls' P.E. has the potential to develop policies and

directions which could transform P.E. and provide a

platform for building resistance to the culture of

femininity. The case studies highlighted the autonomy of

P.E. within the overall school system. P.E departments

are usually situated away from the rest of the school,

the heads of department have authority over the

curriculum and, in most instances, the teaching of

girls' P.E. is carried out in a private sphere

unfettered by the restrictions of emainations or the

critical eyes of school hierarchies. Thus girls' P.E.

has the potential for change even within a schooling

system which s becoming more rqly dened by cer,tra.

government interventicxnst.

Weiner and Ai-not Ei537:34J comment that:

Teachers have played a central role in
challenges to	 the tradibional	 exual
divisions of schooling... Teachers'
potential to initiate change and the long
history of teacher inspired innovation
are rarely referred to or acknowledged.
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This research agrees that it is possible for P.E

teachers to initiate change although the stereotyping

by, and entrenched attitudes of, many of the women

heads of department illustrates that change will not be

aLttomatic or straightforward.

Gender initiatives in education have been outlined and

evaluated in a range of literature EAcker 1585; Weiner

1985, Weiner and Arnot 1987; Whyte et al 1985]. Weiner

t1935] identifies two main approaches to have emerged as

challenges to sexism and sex differentiation in schoz:ils;

an equal opportunities	 approach,	 concentrating on

equality of access	 to	 all	 educational	 benefits

(girl-friendly) and an anti-sexist approach,

concentrating on girl-centred education with its main

objective being the 'relationship between patriarchy,

power	 and	 women's	 subc:rdination'.	 The	 'equal

opportunities'	 approach	 encompasses initiatives in

girls'	 P.E.	 which	 emphasize	 equal	 access	 to

faciiities,activities and curriculariextra-curricLdar

time. Chapter Eight discussed one such organizational

change which has been developed in order to provide

'equal opportunities' in F.E. - co-educational teaching.

As pointed out in the discussion of mixed P.E.

initiatives, there are pr::blems with strategies based on

equal access without questioning the structures and

power relations of the institution to which equal access

is sought.; 'Equal opportunities' initiatives stem from a

liberal feminist perspective on gender and schooling

Esee Chapter One]. Weiner t1983:1O] articulates the main
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ci'ticisms cif this approach:

Expanding eqL(al opportunities is not just
a	 question of juggling resources or
rearranging option choices... To
liberalize access to an inadequate system
may be acceptable in the short term but
for more permanent change a major
restructuring of all social institutions,
including schools is needed.

HOWver, it is important to acknowledge that some 'equal

opPortunities' initiatives, introduced by teachers

cCfflinitted to reform, are an important political response

to generations of limitations imposed on young women in

al' aspects of school and related activities. As Yates

[l98:225J comments:

Schooling is a limited venue for
producing social change,but it dc!es help
to form the consciousness of the next
generation.

Pessimism in the face of structural and institutional

inequalities provides no rc:ute towards change. Although

this research firmly establishes that a feminist

analysis of gender and girls' P.E. must be situated

within a structural analysis of capitalist patriarchy it

acknowledges the usefulness of some short-term strategic

reforms. indeed,unlike Weiner [1985 who draws clearut

boundaries between the inadequate equal opportunities

approach and the more long-term radical anti-sexist

strategies, this research recommends that strategic

gains can be made in both areas. The important issue

is that policy does not remain locked into an equal

opportunities approach within girls' P.E. but must work
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towards a more radical restructurinq of girls' P.E. in

order to attempt to transform the power bases of gender

identified throughout the research. This challenge is

not a straightforward task. The powerless can attempt to

appropriate their	 rightful	 situation but for the

powerful to relinquish their p':'sitic'n demands

considerable material change. As Connell E1987:281

recognizes:

In a gender order where men are
advantaged and women are disadvantaged,
major structural reform is, on the face
of it, against men's interests.

Furthermore,	 although	 this	 research	 and	 its

recommendations are concerned with Qender and girls'

a more integrated strategy for change must also be

recognized. Theoretically the research is locatedsithin

a framework which neither identifies gender as the

dominant social relation nor as a secondary factor in

relation to primary class inequalities. The complexities

of the interrelationship between gender, class and race

are essential to the analysis, and changes in the

structure of gender relations should be concerned with

structural inequalities of race and class. Consequently

the connections betesn and acrc:ss institutions and

strategies for institutional change should be analysed

and deve.c!ped. As discussed in Part I of this

chapter,any potential changes in girls' P.E. must be

made with the awareness of the need for fundamental -

:}ianges in the structures of the family, the labour

process, sport, leisure etc.
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At first si qht this appears to be a substantial and

unattainable	 objective.	 However the importance of

inter-institutional	 links	 can	 point towards more

positive dire ':tions. There is considerable evidence to

demonstrate that young and adult wc'men's experiences are

not totally determined by structural inequalities.. Since

the early 1970s there has been a substantial shift,

through	 the development of new directions,in the

reconstruction of women's sexuality and consciousness.

These include the development of self-help groups in

medical care/mental health, the emergence of well-women

clinics and other all women projects geared to giving

women more control over their own health and bodies.

Women's groups have developed, resisting male violence

through rape crisis centres, women's refuges and

counselling. Within education new initiatives, such as

N.O.W. cc'urses 1 , 'outreach' projects, women's writing

groups, have developed and have encouraged women to gain

confidence and assertiveness in intellectual situations.

The emergence of self-defence/assertiveness training and

women's fitness programmes 	 which	 are	 geared	 to

developing health, strength and physical well-being,

rather than the stereotypical constrLtctlon of

'femininity' around appearance and body physique, have

given women greater cc'ntrc'l over their physicality Esee

Lenskyj 1986L These latter developments indicate a

qualjtative shift in definitions of the 'physical' (see

Chapter Eight).. Women in these programmes are reclaiming

the right to physical development and appearance on
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their own terms rather than on the terms laid down in

the traditions of 'feminine CLtltLtre' which are learned

and reinforced in youth and, as this research shows, in

their P.E. experiences at school. Lenskyj £19823, in

describing her own experiences, suggests that after

years of upbringing women are:

alienated from our bodies not knowing the
extent of our physical strength and
endurance and not daring to find out.
Those of us who have dared have found a
new avenue for sel f-realisatiofl as women
and as	 feminists -	 joyful at the
discovery that our bodies are strong and
resilient, capable of hard work and hard
play.

Advocates of girls' physical education should not rely

on 'emphasized femininity' in order to encourage young

women to participate. Not all young women are steeped in

a deterministic 'Jackie' mentality 1 and developments in

adult women's projects should point the way t.:'wards more

optimistic initiatives. The historical section in

Chapter Three showed that girls' P.E. and women's sport

in the nineteenth century 1:ontributed positively to a

redefinition of women's fejiñnity and, in particular,

women's physical potential. While this remained within

the clear boundaries of 'acceptable' behaviour, women's

struggles this century have shown that women can

cha.lenge inequalities at all levels. Girls' P.E. has

the real potential to challenge contemporary patriarchal

definitions of women's submissiveness, passivity and

dependence. While this is not straightforward the

following recommendations, arising from the research,

provide a foundation for future policy directions.These
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recommendations are not rankeq but should be interpreted

as the basis for constructive moves t ':a more critical

and radical feminist form of PE. teaching.

i) GirI-Cextred Organization

The discussion of mixed PE. teaching in Chapter Eight

indicates	 that girl-centred organization should ba

retained. This raises the problem of retaining

boy-centred or ganization in male P. E. and the attendant

implications. In the short-term, however, girls require

both the space and the time to develop their potential.

In some instances this could involve the retention of a

single-sex programme as the norm throughout the

secondary school with selective periods of mixed

teaching, if appropriate, fc:r specific activities. It is

crui:ial that the politics of gender and sexuality are

understood by the staff involved in mixed activity

sessions. With sensive,understandinq teaching, which

may require positive intervention and leadership (see

Chapter Eight), mixed teaching can provide the forum for

increased pupil awareness of gender issues and also

challenge existing gender expectations and inequalities.

If sing le se teaching remains the icing-term goal then

the future is bleak for a comprehensive overthrow cf

gender inequalities. Yet there needs to be a short-term

strategy to ensure girls receive opportunities, time,

space and understanding to redress the traditional base

of gender imbalance.
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ii) Fe,,,ale-onl y Spece

This is linked directly to the arguments made for

girl-centred or ganizatic'n For it is not only the formal

organization of single-sex teachin g which must be

retained but also the provision of informal female-only

space. Girls and young women need space to develop their

confidence and realise their interests and to be in

control of that social space 	 In co-educational schools

the evidence shows that boys and men dominate space -in

all social situations - physically and verbally Epender

1982; Young 1980]. In both co-educational and single-sex

schools the main female-only space is in the toilets,

the cloakrooms and the changing rooms. These are the

areas where young women 'hang out', where they spend

time together away from 'the lads' and/or the teachers

EGriffin et al 19S2. It would be a positive move for

women P.E. teachers to recognize the need for young women

to have their own space for conversation, making plans

or, simply, 'having a laugh'. Clearly this poses

problems for school orqaniation and the enfor':ement of

school rules and regLdations -iowevey, as Townley School

shows, it can be a positive move to open up chancing

rooms and facilities durin g breaks, lunchtime and after

school, to provide oper access to extra-curricular time

and ti: encourage girls/young women to use the space

available for their 'leisure' whether it be 'formally'
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for netball, table tennis or 'informally' for chatting

with a friend. Too often youn g women's access to the

P.E. wing is restricted solely to participation in

organized,	 formal P.E. activities. It WOLtId be a

signi fican development to enable young women to develop

greater control over their extra-curricular activities

and therefore provide the space	 for	 meeting and

socializing without interference from boys or teacheTs.

A further symbolic - and practical - policy change would

be to allow girls effective choice concerning clothes

worn for P.E. The research shows that formal P.E. kit

remains the norm. While there are arguments for and

against school uniform it is clear that, within specific

safety guidelines, adolescent girls should be able to

determine appropriate clothes for physical activity. The

earlier discussion argued that from puberty girls come

to experience their bodies as 'public property' -

defined, compared, criticized and often, degraded.

Within P.E., especially given the contexts of movement,

girls need	 to ' have	 effective	 control over the

'present.atic:n' :Df their physi:aiity in dress and style.

Consequently, F'. E. teachers need to develop a greater

snsitivi y to and awareness of the pressures on young

women regarding bod y shape and appearanc9 1 . Young

women's bodies are on display durin g physical activity

and P.E. teachers mLtst realise the ease with whici they

can contribute to the alienation of young women with

regard u ':' their bi::dies.
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iii) Collectivity/Ccmfide,ce

The unifying feature of the women's projects mentioned

previously is the emphasis on collective support. P.E.

is, in an ideal situation, to offer young women

c'ppc'rtunities for collective support through

co-operative and enjoyable physical activity. While the

relationship between teacher and student inevitably

will reflect an institutionalized power relationship

based on age and status, young women can be encouraged

to work closely together, and with their teachers,

through activities such as dance,outdocr pursuits and

self-defence. Many boys and young men thrive on their

collective 'rugby club' experiences. Indeed hegemonic

masculinity is sustained and reinforced by male

collective experiences. Youn g women also need the space

for collective physical experience while rejecting and

challenging the competitive, 'macho' values of the male

sporting ethos. This emphasi:es the need for women to

gain access to the positive aspects of the sporting

world. These positive aspects include collectivity,

co-operation and a sense of community, all of which can

be encouraged through physical activity. Adolescence is

a time to develop group and collective experiences

rather	 than the channelling c:f young WC;Cfl into

individually-based activities (see Chapter Five) which

deny opportunities to develop gr::up confidence and

ability. This is particularly important for young women

where group membership and experience tends to be

played down. P.E. can contribute to developing a sense
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of solidarity between young women,	 thus defining a

female-based construct of confidence and motivation. In

many ways the 'movement' approach c'f girls' P.E

prevalent in the 1960s and 1970s, and to some extent

perpetLtated in schools today, has emphasized these

qualities. Where it has failed, however, is in its

tendency to reinforce gender stereotypes and emphasize

gender	 division5 while	 encouraging	 a	 level	 of

cc'-operation and a sense of community.

What is clear is that equal access to t contemporary

sporting world would involve access to male-defined

dominant, aggressive institutions. P.E. needs to take a

lead in the encouragement of a redefinition of

male-dominant sport. Such a proposition clearly is

idealist in its construction. Sport in British society

is dominated by competiti:::n, commercialism, sponsorship

and p rc' fessicinaiism [Whannel 183. Revolutionary change

would be required even to begin to challen ge a sporting

world predominantly controlled and defined by men

tWhite and rackenridge 19S] and situated within a

capitalist ecorcjc strLcture. Yet chan ge within the

institution of sport has . to be a long term objective for

feminist Strugq1	 ven that sport is an arena centrally

involved	 in the reinforcement and reproduction of

he;emonic m asculinity Esee Chapter One. Part of this

long-ter:n struggle must c:::rne from P.E within the

schools at both primary and secondaiy levelsChanges i

the iflstitLttion of sport will not come from policy

introduced from	 the 'top' or dominant hierarchies
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involved in sport. AstWhite and Brackenridge 193J have

shown, sport is owned, controlled and organized by

white, middle class men. Change, however, can be

encouraged at grassroots level. Sport can be redefined

only if those involved in sport at this level begin this

prcicess of redefinition. Willis E1982J reflects this

position thus:

A sport could be presented as a form of
activity which emphasizes human
similarity and not dissimilarity, a form
of activity which expresses values which
are indeed immeasurable,	 a	 form of
activity which is concerned with
individual well-being and satisfaction
rather than with Comparison.

Within physical education it should be a priority to

consider alternative forms of sport which in the

lc'ng-term will not only encoura ge different values but

also will encourage girls and boys, and eventually women

and men, to enjoy sport on equal terms 1 . This may mean

educators and those involved in sport developing new

games and activities and taking seriously sports such as

handball and korfball as activities appropriate to both

irl' and boys' F.E. Although F.E is not syncnmous

with sport, sport remains the emphasis within the

curr-culum' 9 . This emphasis will remain, particularly if

P.rn. cc'ntnues to be identzed as preparation for

future leisure activities. if g irls' P.E. is not going

o simply reinforce the gender divisions f leisure and

sport in society then it must begin to question what it

is preparing for and how it can begin the process of

challenge and redefinition.
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iv) Physical itv - JJUISC1CSg strength and physical power

The research hiqhlights the need to locate physicality

and physical power relations as central to the analysis

of gender relations. Therefore the development of

individual potential in physical strength and power for

girls must be	 a primary objective of girls' P.E. This

requires effective challenges to the ideology of the

physical,identified and discussed in this research, so

that girls affectively can develop confidence and

assertiveness and, ultimately, greater control over their

bodies. The most obvious recommendation in this area is

to include self-defence as an essential core element of

girls' P.E. teaching. Just as adult women are beginning

to reclaim the right to control and develop their own

bodies for intrinsic satisfaction rather than sexual

exploitation, so P.E. must emphasize these values for

young women. They must be encouraged to enjoy physical

movement; ti: develop strength and muscular potential; to

work together t:D discover body awareness and confidence.

As Lnskjy EiE2: says, women tend to- be alienated from

their bodies and unaware f their physical potential.

Girls'	 P.E.	 must	 move	 away	 from stereotypical

expectations of girls' physical potential and look to

new directions which may ITC:t1Vt2 young Wc:mefl to be

act5.ve, fit and physicallY developed. This maymean the

development and introduction of 'new' sports or perhaps

the development of new teaching approaches to the

traditic-.nal	 games. The	 practical	 implications	 are
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difficult to determine and Would require considerable

research - for example as action research in schctczls

The important issue remains the need for the fulfilment

of physical potential and the awareness that muscular

development, physical power and strength do not need to be

the prerogative of menu The ideology of physicality is

as powerful as the actual appropriation of muscle and

strength by men. Girls and yczuflg Women need to be

encouraged to see the positive arguments concerning the

development of physical strength and to challenge their

construction as the passive	 recipients	 of	 male

aggression and strength. 'Women fighting back' is an

important slogan in the struggle to gain equality

between the sexes. Part of this 'fight back' must be the

realisation that women too can be "strong and

resilient, capable of hard work and hard play" ELenskyj

1982L As Lenskyj argues, in a development of her work:

Wcimen ? s	 increasing	 participation	 in
fitness-related	 acti .,jties, from	 dance
exercise to body building, is potentially
liberatinq	 To feel at ease with one's
body and to be aware of its strengths and
weaknesses is to knc	 c.nsse. f better.
::er, the sense of a::h.i'e'jE .nent derived

frc:rn physical fitness gains encourages
women to tackle either physical or mental
challenges.

ELanskyj 19SE:137]

This research shows that girls' P.E remains locked

within an emphasized fe:nininity and the rein orcement of

a 'feminine' physical potential. However the research

indicates, also, that P.E. is in a powerful positiun to

challenge this crucial aspect of gender relations.
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v.) Ccn,sciolJsnegs-AaisinQ

In order to achieve the first four recommendations of

this research, teachers, advisers and pupils need to

develop an awareness of the significance of these

issues. This implies that gender should be placed high

Ofl	 the	 agenda	 of	 initial	 tead'ier	 education

courses,in-service courses, staff meetings and

teacher-pupil discussion. From the evidence it is clear

that the issue of gender is not a core ccimpcznent of the

initial training of P.E. teachers. However, this must

become a priority if any of the recommendations of this

research are to be implemented. As this research shows,

many of the women P.E teachers currently in a position

to initiate change were trained years ago and clearly

retain	 gender-stereotyped attitudes. As Deem E19S5

emphasizes in relation to policy implementation, teachers

must admit first that there is a problem before they

will question their practice. Pratt [198J found that

P.E. teachers are generally unsympathetic to the notion

of equal opportunities between girls and boys in school.

This research shows that powerful gender ideologies

remain	 beddd in the traditions and	 of girls'

P. E. Yet teacher commitment is necessary for change to

be implecrented. This research concludes that it is vital

that gender is discussed and action initiated at advisory

level, :in teacher education and in iflservice training.

Initially the setting up of teacher support groups for

those teachers with a personal commit;ient to anti-sexist
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strategies within P.E. would be a positive move of support

for those isolated at work in scepbical, and even

hostile, environments. Within schools P.E. can contribute

to the creation of a positive 'female' atmosphere by the

use of photographs and displays in the P.E. areas. In

many schools the research found either a lack of

display material or the use of posters exhibiting

typically male sporting	 'heroes'. There should be

positive images of women which challenge the stereotyped

ideas of women in relation to appearance, body image,

shape and dress and which encourage young women's

participation in, and enjoyment of, physical activity.

Related	 to this,is the need	 to promote active

teacher-pupil discusson about the main	 issues of

'physicality' and 'sexuality'. Adolescent youn women

require encouragement in addressing these issues within

a broader political framework. if physical 'education'

is to move beyond i s rigid traditions then it must

tackle directly issues contextualized within the

politics of sexuality and the structures of gender

divisions. This cc'nfir;vis the priority of situating PE

within	 broader	 structural	 relations	 not	 only

theoretically but also at a practical level with the

pupils. There must be an awareness that social relations

c'utside the school (e.g. in the family) directly

inflÜnc gender in school P.E. Pupils need to be aware

and question who it is who supports their P.E. activity

by providing them with clean P.E. kit and, indeed, what

the reality is 'for out-ofSchool and post school sport
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and leisure opportunities for young women. These issues

need to be addressed both formally in P.E. time bLit also

constantly in the informal contacts between staff and

pupils.

q i) Fiit.iire Research

Finally, this research raises a number 'of issues thich

require future investigation.

() Bo ys, asc.1iy,it' ad P.E.

This research concentrates on girls' P.E. However, if

gender divisions are to be challen ged then there must be

concern for the physical education of both girls and

boys. There is a need for research which looks at the

relationship between boys' P. E. and the reinforcement,

production and reproduction of heemonic masculinity.

if girls' P.E. reproduces an ideology of the physical

which constructs young women as physically subordinate

to men then there i a need to consider the proposition

that male P. E. reproduces an ideology of the physical

which underpins a culture of masculinity emphas.Zing

renth, toughness,	 competitiveness	 and	 physical

domination. Without identifying and challenging the

dynamics of gender in the schooling of boys, male-female

power rela'ions ,:ar.nct charge.
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(2) P.E	 to;ards en analysis of r&ce class and qder

As discussed previously, there is a need for future

research to concentrate on the relationships between

race, class and gender within P.E. There is a lack of

research into race and sport or leisure although race

and schooling is a developing area. Future research into

P.E. should centre its analysis :fl fl LLJide5tafldiflg of

race, racism and P.E. teaching.

(3) Gender end P.E: pupils' perceptions

and exm?ctations

This research concentrates on teachers and th teschin

of P.E. in relation to gender. However, there is a need

for more in-depth cultural research which would provide

analyses of pupils' perceptions and expectati ons abOut

gender and P.E.

(4) Thit.ial traini y,-, end in-seriics training

This area is reconi2ad as cf crucial importance for

future policy initiatives. Future research needs to

assess the impact i::f current debates about gender on

both P.E. initial training courses and jn-seViCC P.E.

courses. This research is necessary in order to idnti fy

the gaps and weaknesses in these areas, assess current

prcjectsicourses/initiatives relating to gender and

point towards future directions.
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(5)	 - sport f leisure.1, fe',iily, divisio. of leoar

Ihis research indicates the need for more research

cincerned with the relationships between institutions to

Provide a fuller analysis of gender, race and class.

esearch, for example, which looks at the connections

between the family and P.E. experiences and teachings,

the relationship between P.E. and future leisure/sport

experiences.

(.	 Priarg scool P.,E. ay'd ge',de

Throughout the research it became clear that the

teaching of secondary school PE. is heavily dependent

,n the primary school P.E. curriculum. There needs to be

in-depth qualitative research which questions both girls'

and	 of.P.E. at primary school level,

and a strvctural analysis of primary school PE. looking

at the primary school curriculum and teachin g in relation

to gender, class and race.

(7) The ?ato7ei	 ode' ad PE,.

s the i930	 witnesses considerable chare in t:-

stuctu cit secondary schc:oling there is a need for

research to consider the implications of the natior:al

curriculum for the future PE of both girls and boys. In

particular, it will be important to monitor the impact

c.f the national curriculum on equal oppi:irtunity policies

and initiatives.
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These are recommendationS general to both short-term and

1cin-term refc'rms in the 'classroom' of P.E. Although

the implementation of are of value, however,

in the long-term P.E. needs to question fundamental

issues around physicalitY and sexuality. For 'physical'

power relations and, ultimately, the politics of

patriarchy to be challenged, girls and young women

should be encouraged to enjoy physical mcrvrnent on their

terms and develop confidence, assertiveness and control

over their own bodies. Most importantly, gender

relations cannot be altered fundamentally by women

alone. It is for men also to take up the challenge, both

in P.E. and in the wider society, for any future radical

restructuring of gender relations to take place.

However, this research does show that all feminist

analyses of schooling must include a full consideration

of the complex relationships between gender and P.E.

P.E. is in a position to initiate chan ge which will

influence not only those teachers and pupils directly

involved in feminist innovations in P.E. but also, in

the lon-tarm, it can contribute affectively to a

redefinition of gender. There 	 a need for a feminist

analysis and approach	 to	 P. E. and this research

highli ghts its importance for future PE. pc : licy and for

a fuller understanding cf gander relations in Sciciety

Hall E1535:40] points out that:

•. nowhere is there a recognition arnon
feminist theorists /scholars as to the
fact that sport plays a considerable role
in the reproduction of a specifically
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patriarchal	 social	 order and could,
therefore,	 be	 significant	 in	 the
transformation of that c'rder.At the very
least it	 can	 provide a	 site	 of
resistance. Let	 US get on with the
analysis and historical work necessary.
By doing so we will be making an
important contribution to some essential
thinking about the sociology of sport
as well as to feminist theory.

This research argues that Hall's concern for the

sociology of sport needs to be extended to an analysis

of physical education. This thesis has begun the debate

by combining empirical investigation and theoretical

analysis and it contributes to essential debate and

future action concerning girls' physical education and

feminist theoretical analysis.
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Footnotes



:1.

Introduction.

1. For the purposes of this thesis P.E. is used to denote girls'
physical education.

2. A further point is that debates about P.E. unlike those about
science, language, mathematics, have tended to be directed to
specialist audiences only.

3. During the research two publications appeared in relation to
equal opportunities in P.E. - ILEA (1984); Leaman (1984).

4. See Eichler M. (1980) for an interesting discussion on the com-
plex definition of 'sex and gender'. For the purposes of this
thesis the most commonly accepted definitions will be used: 'sex'
refers to the biological aspects of being female or male and
'gender' as the social/cultural construction of 'femininity' and
'masculinity•.

5. The 1980s have seen some developments in this area. 	 See: Hall
(1987); Gilroy (1988); Scraton (1988).

6. It is acknowledged that during the 1980s there have been a number
of schools throughout the country which have introduced mixed-sex
P.E. However, in the research authority P.E. teaching was
predominantly single sex.

CHAPTER ONE

1. The importance of class location, culture, ethnicity, etc. must
be recognized.

2. See Yates L. (1983) for further discussion.

3. See Acker (1984:67) for a discussion of divisions within radical
feminism e.g. revolutionary, separatist-lesbian.

4. Refer back to the introduction for further discussion of this
point.

5. See also: Gorbutt (1972); Young and Whitty (1977).

6. For reference to recent ethnographic work see Hammersle y and
Woods (1984).

7. See Apple (1979); Sharpe and Green (1976) and Bowles and Gintis
(1976) for further work on the relationshi p of schooling to the
reproduction of the social relations of capitalist production.

8. See: Hall (1977); Macpherson (1977).

9. For attempts to integrate 'micro' and 'macro' explanations within
educational theory see West (1983).

10. Sex differences have been described previously but until now ac-
cepted as unproblematic.

11. The complexities are discussed by Beechey (1979) on patriarchy;



13.

Willis (1981) on reproduction theory and CCCS (1977) on ideology.

12. See: Tiger (1969); Morris (1969).

13. Biological divisions are not totally rejected by all feminists.
See: Firestone (1971).

14. See Sayers (1982) for further discussion of this point.

15. See Eichler (1980) and Sayers (1982) for a discussion of the com-
plexities of the definitions for 'sex' and 'gender'.

16. See Althusser (1971) for details of this position.

17. A fuller critique of Althusser can be found in Johnston (1981).

18. Bowles and Gintis' (1976) work was a major development in criti-
cal educational theory.

19. Willis (1981:58) defines culture as: "a relatively coherent sys-
tem of material practices and interlocking symbolic systems
having, according to the region, their own practices and objec-
tives which constitute the ordinary milieu of social life through
which amongst other things, social agents come to a collective,
mediated, lived awareness of their condition of existence and
relationship to other classes.'

20. The major debates concerning 'patriarchy can be found in Beechey
(1979).

21. See: Hall et al (1978); Shaw (1975).

22. See: De Beauvoir (1953); Friedan (1963) Greer (1970).

23. New Wave' refers to feminists in the postwar period.

24. See also: Kelly (1981, 1985); Harding (1980).

25. See: Whylde (1983); Whyte et al (1985); Sutherland (1981).

26. See also: Delphy (1980).

27. It should be noted that not all feminist lesbians necessarily
hold a radical feminist position.

28. See Coveney et al (1984:10/21) for fuller discussion of these
issues.

29. Mahony uses 'social maleness' to avoid slipping back towards
biological determinism which she sees as sometimes a danger when
aen. are defined as the 'problem'. Social maleness allows for the
possibility of change.

30. See Weiner (1985) for a more detailed account of anti-sexist
strategies in school. , See also the discussion in Chapter Nine.
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31. The issue of single sex versus mixed sex schooling will be con-
sidered in more detail in Chapter Eight. 	 See: Deem (1984);
Mahony (1985).

32. See Levitas (1974 - Chapter Five) for a discussion of the concept
of 'class'.

33. See Barrett (1980) and Kuhn and Wolpe (1978) a discussion of the
sexual division of labour.

34. See: Wolpe (1977); Deem (1978); David (1980).

35. See Arnot (1981) and Barrett (1980) for a discussion of Wolpe's
work.

36. See: Hough, J. (1988); National Union of Teachers (1980).

37. There is a problem of categorizing under specific labels. 	 See:
Acker (1985).

38. See: Sargent (1981) and Eisenstein (1984).

39. Refer back to the sections on 'reproduction' and 'ideology' at
the beginning of this chapter.

40. See Rubin (1975) for a justification of the usage of the term
'sex-gender perspective'.

41. See: Willis (1977) and Corrigan (1979) for work on male counter-
school culture.

42. Sexual division of leisure is seen as an important concept which
can be viewed as a parallel to the sexual division of labour.

CHAPTER TWO

1. There was literature from North America and Europe prior to the
1970s.

2. See Clarke and Critcher (1985, Chapter One) for a fuller critique
of the sociology of leisure.

3. There is evidence to suggest that the 'nuclear' family is no
longer in the majority and there are many types of family or-
ganization.

4. Refer back to Chapter One for a discussion of Marxist perspec-
tives on education.

5. Stanley (1980) argues that women are not an homogenous group and
therefore women's leisure is different for women in different
circumstances. See also: Dixey and Talbot (1982).

6. For Further Discussion of the domestic labour debate see: Corner
(1974); Oakley (1974); Seccombe (1974); West (1982).

7. Green et al (1986) found in their research that 97% of women were
responsible for the 'majority of housework.
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8. As noted by Stanley (1980:3) that "one persons free and untram-
rnelled leisure can be and often is another person's pain in the
neck.

9. Much of women's leisure has been shown to involve the servicing
of others. See: Talbot (1979); Deem (1986).

10. Patriarchy is not always clearly defined in the literature and
the complexity of the concept needs to be noted.

11. Class location can influence women's access to private transport
to leisure activities; financial freedom to participate etc.

12. The use of Barrett (1980) as the main literature used by Clarke
and Critcher reflects the limitations of their analysis and a
lack of thorough consideration of the wealth of feminist litera-
ture that is available.

13. See also: Lees (1986).

14. This is confirmed in the research of Dorn (1983) and Dorn and
South (1983/1984).

15. The definitions of culture and sub-culture are complex and
there is a need to reflect that girls experiences cannot be sub-
sumed under a male definition.

16. Refer back to Chapter One for a full discussion of girls school-
ing.

17. Much of the mainstream literature on the sociology of sport comes
from North America and is rooted in structural functionalist
analysis.

18. A structural framework' suggests the need to consider sport
within the wider structures of society. This issue will be taken
up in Chapter Nine.

19. Methenys work looked at the irreconcilability of female traits
and athletic ability. It was an early contribution which was ex-
tremely influential in sex role theory and sport.

20. This explanation does not consider sport within its wider social
context.

21. There is a growing literature on sex differences in sport. 	 See:
Mees (1979).

22. Refer to the Report of A Commission of Enquiry - Ph ysical Educa-
tion in Schools - March 1987.

23. See Mangan (1973) who discusses the positive functions of P E. as
being part of the socialization process and central as an in-
tegrative role.



V

24. See Chapter One. An example is Whyte et al (1985) which provides
no reference to P.E.

25. For further discussion see: Whylde (1984).

26. See the research of Deem (1986); Green et al (1986); Talbot
(1980).	 0

27. See Evans (1986) for a criticism of this position.

28. Refer to: Roberts (1976).

29. An interesting and significant set of papers relating to
homophobia and sport were presented at the workshop on Homophobia
in Physical Education, Sport and Dance at Missouri April 1988.

30. For example, The teacher education/training courses in P.E. at
Leeds Polytechnic draw on this full range of academic dis-
ciplines.

CHAPTER THREE.

1. Refer back to Chapter One for a discussion of ideology.

2. School attendance was compulsory between the ages of five and
thirteen. However, there were numerous by-laws including one
which exempted girls for domestic duties.

3. The National Union for the Education of Girls was set up in 1871
by Maria Grey and Emily Sherriff.

4. See: Howarth (1985).

5. The Technical Instruction Act (1889) did enable grants and
scholarships to be awarded to working class girls but the number
of girls was limited.

6. See: Dyhouse (1981). The control of finance, governing bodies
etc. remained with the men but the teaching and ancillary staff
were alL female.

7. See: Metcalf (1974).

8. It should be recognised that working class men also had less
leisure time.

9. See: Mason (1983); Dobie (1973) and Guttman (1978).

10. Cunningham (1935); Lauer (1937).

11. For example: 'The Ladies Sanitary Dress Associationi	 (1857) and
'The Dress Reform League (1861).

12. Swedish exercises were developed from the work of Ling.

13. For a full account of the life and work of Madame Bergman Oster-
berg see: May (1969).
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14. See May (1969) for details of P.E. appointments.

15. An example of this was the 1909 Syllabus for P.E.

16. Ehrenrich and English (1975) note that the middle class woman was
defined as 'sick and the working class woman as 'sickening.

17. Medical inspection was part of a whole trend towards a greater
public awareness of health and hygiene, e.g. school milk.

18. There was a recommendation in 1921 for increased playing fields
and gymnasia but this was not a reality for most schools for many
years.

19. This relationship is epitomised in John Bowlbys work which was
used throughout teachers' training.

20. Refer to Fletcher (1984) for a discussion of 'wing' colleges.

21. Male P.E. developed at the teachers training colleges of Carnegie
and Loughborough.

22. This was also true in other curricular areas e.g. crafts.

23. Sports science courses developed in the Universities in the
1970s. This reflected, also, the need to broaden and despecial-
ize training in response to the James Report.

CHAPTER FOUR.

1. 'Hygienic' research, traditionally, has implied that the research
process is neutral and free from subjective values, opinions,
etc. Feminist researchers challenge this assumption.

2. See Stanley and Wise (1983) for a development of this argument.

3. See Taylor, Walton and Young (1975) for further information and a
critique of these positions.

4. Although more qualitative, 'soft data has been utilized in par-
ticipant obervation and ethnography, it remains dominated by male
researchers investigating male experiences.

5. It is important to note that access can create problems in the
research process. In this instance many hours were used attempt-
ing to contact busy teachers by telephone.

6. During the period of the reseach the L.E.A. was planning to reor-
ganize secondary schooling. See: Chapter Five.

7. See also: Stanley and Wise (1983).

8. Various schools in the authority were attempting to initiate
policies.	 I was invited to give a staff seminar to one of the
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case study schools.

CHAPTER FIVE.

1. The 1980 Education Bill gives parents the right to state their
preference and to have this taken into account.

2. An example of this is Heyfield School which opened in 1973 as an
amalgamation of four secondary schools.

3. This issue of the right of ethnic groups to have separate school-
ing is complex and beyond the scope of this thesis.

4. See: Deem (1984); Mahony (1985).

5. See the final chapter of Fletcher (1984) for a discussion of
these points.

6. Specialist P.E. training refers to that received at a College of
Physical Education or a wing college. See Fletcher (1984) for
clarification of this organization.

7. The 1977 Staffing Survey (H.M.I.) found the average age of P.E.
specialist women staff to be 25 to 26 years.

8. B.A.A.L.P.E. (British Association of Advisers and Lecturers of
Physical Education).

9. Women often have a dual role in domestic work and the labour
force, even when not married e.g. in the parental home.

10. The recent union action demonstrated this point.

11. Standards were defined as: manners, self-discipline and ap-
pearance.

12. This is consistent with Critchleys (1985) survey of P.E. in
eight L.E.A.s.

13. Similar results were found by Hill (1985).

14. See early texts on gymnastics e.g. Morrison (1969)

15. This was reiterated in the Panorama programme (May 1986).

16. This interest has returned in the 1980s particularly with the Na-
tional Curriculum and increased assessment.

17. It is interesting to note that the publications in this field are
dominated by male commentators and researchers.

18. The H.E.C./P.E.A. Health and P.E. Project is based at the Univer-
sity of Technology, Loughborough, Leicestershire.

19. Fletcher (1984:153) discusses the male approach to P.E. as:
'the bio-mechanical approach to movement, the voice
of exercise physiology, which seeks to measure,
rather than evaluate and is linked historically,



viii.

with circuit training rather than the insights of
Laban."

CHAPTER SIX.

1. See Chapter One for a definition of ideology.

2. This quote demonstrates stereotypical assumptons about boys. The
reality is nQ.t. that all little boys play football.

3. Modern educational dance developing from the work on Laban has
remained primarily a girls activity in secondary schools.

4. This study was conducted in 1981 by the advisory staff in order
to provide an overall 'picture' of P.E. across the authority.

5. Race must be acknowledged, also, as important but beyond the
scope of this research.

6. For example: rules of 'sticks' and 'turning.

7. See Chapter Eight for a fuller discussion of this.

8. There is a need for further research which focuses on race and
P.E.

CHAPTER SEVEN.

1. It is difficult to assess the extent to which ideology is inter-
nalized by individuals. Critiques of research on reading schemes
and sexist literature highlight this issue. There is a need for
fuller research specifically on the responses of girls and young
women to extend the work of McRobbie (1978) and Griffin (1985).

2. The names of the Case Study Schools are ficticious.

3. This reflects the increasing reliance on parental contributions
and money raised. The Panorama programme, March 6th 1986,
focused on this issue.

CHAPTER EIGHT.

1. The important issue is not whether there are biological sex dif-
ferences but these differences create unequal gender divi-
sions.

2. Similar results were found in studies of women's; leisure e.g.
Green et al (1986); Deem (1986).

3. Refer back to the literature review (Chapter Two) on young
women's subcultures.

4. It must be acknowledged that menstruation can be painful and can
cause discomfort wl4ch may influence girls'/young women's at-
titudes towards participation.
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5. This was parallelled by	 the introduction of options in other
areas.

6. The issue of legal liability in P.E. is complex and the focus of
increased interest.

7. Supported by the 1987 study of P.E. in secondary schools
(11.11.1.).

8. Connell (1987) considers this issue in detail.

9. With cuts in expenditure some L.E.A.s offer swimming only to
younger children. The future is unclear and will depend on the
1988 Act.

cHTEIL1ilJi.

1. This was the situation at the time of the research although the
proposed core National Curriculum will create changes in secon-
dary schools. P.E. is named as a foundation subject but with the
guidelines still to be published.

2. Structural analysis is used in the context of this reserach as
expressed by Giddens (1979:60):

Structural analysis whether applied to language,
to myth, literature or art, or more generally to
social relationships, is considered to penetrate
below the level of surface appearances.

However, Conriell (1987:92) argues that the concept of social
structure expresses the constraints that lie in a given form of
social organisation.	 Attempts to decode social structure
generaljy begins by analyzing institutions. 	 Structural analysis
is concerned also with the pattern of constraints on practice in-
herent in a set of social relations.	 In the case of this
research: gender relations. The issue of structure and struc-
tural analysis is corriplex and is well discussed in Connell
(1987), Chapter Five.

3. Feminist research and methodolo gy stresses the importance of the
relationship between theory arid practice. Theory develops out of
experience and informs political action. 	 See Stanley and Wise
(1983).

4. For young women the emphasis on clothing, fashion and expecta-
tions of femininity create a public 'face' for young women's
bodies. However, in contrast, certain aspects of a woman's body
remain private (e.g. menstruation), thus creating difficult and
often conflicting situations.

5. See Mahony (1983) for a discussion of the control of school
playgrounds by boys and Stanley (1980) on women's leisure.

6. See Fletcher (1984 - final chapter) for a discussion of this
point.
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7. Institutionalization is the creation of conditions which makes
cyclical practice probable. See: Giddens (1979).

8. The work of Giddens (1979) is of importance, in particular his
theory of 'structuration'. See also Connell (1987) for a discus-
sion of structure and agency.

9. See the discussion in Chapter One of Willis (1981) on production
and reproduction.

10. See Davidson (1968), Chapter IV for a full account of Gramscis
ideas on the role of intellectuals'.

11. The term emphasized femininity' is used b y Connell (1987:183) to
describe a form of femininity around compliance with subordina-
tion to men, "and is oriented to accommodating the interests •and
desires of men."

12. This may change under the guidelines for the new National Cur-
riculum.

13. Deem (1986) argues, also, that the two approaches are not as
separate as Weiner suggests.

14. New Opportunities for Women (N.O.W.).

15. See McRobbie (1982) for a discussion of the magazine Jackie' and
cultures of femininity.

16. Presumably many P.E. teachers find this difficult because they do
not experience these pressures themselves.

17. See English (1978) for a discussion of this point.

18. This is confirmed in the report on school P.E. conducted by the
Inspectorate in 1987.
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A Brief Introduction to the City.

The history of the city in which the research project was based is

dominated by its geographical location on an estuary and its deve-

lopment as a thriving and succesful port.

The importance of the port and port-based
activities has been the key to ( --------)
economic development over the last two cen-
turies. Other smaller industries like pottery,
china, watch and clock making declined after
1800 mainl y because (--------) needs as a port
turned her into a commercial rather than an
industrial centre. Trading activities yielded a
far higher return on capital invested and as
the major distribution centre for the import of
raw materials the export of manufactured goods,

) rose to become the wealthiest provin-
cial town in this the "First Industrial Nation.

(Merseyside Socialist Pesearch Group
(1980:27)

During the first decade of the twentieth century the docklands of the

city were busy and economically active. Although the city coped con-

tinually with irregular employment and associated poverty, the ship-

ping trade ensured a certain level of employment in the docks,

shipyards and part-related businesses. However, with the change to

container trading and the gradual decline in the shipping industry the

city experienced economic recession and during the 1970s this produced

economic crisis in an intensified form. The outdated docks gradually

became redundant and industries closed or moved to areas which

provided better and more efficient road and rail communications. This

decline has been felt not only in the inner city areas but has ex-

tended to the peripheral estates and beyond to the post-war towns.

The manufacturin g industries, which contributed initially to inner
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city decline by promoting migration of the unemployed to seek work in

the new factories, also experienced a dramatic decline during the

1970s. Consequently, the city of the 1980s bears the marks of urban

decline and economic recession with unemployment well above the na-

tional average and long term structural unemployment facing a growing

proportion of the population. This social and economic climate of

decline consolidated alongside local political uncertainty. Until the

mid 1950s the dominant Protestant working class ensured the continued

re-election of a conservative City Council.	 As the Merseyside

Socialist Research Group (1989:76) comments:

Merchants and casual workers, rich and poor,
owners and creators of wealth, all were united
by a Protestantism, resulting in a shared pol-
itical focus. So solidly working class areas
which were predominantly protestant like St.
Domingo, Kirkdale, Netherfield and Breckfield
elected either Tory or Orange councillors (often
one and the same) right up to the 1950s and 1960s.

However, one result of the post-war slum clearance programmes and the

decline and break-up of the inner city, has been the fragmentation of

communities and the diversification of the strongholds of Catholicism

and Protestantism. During the 1960s the Labour Party gained some

ground and through to the reorganisation of local government in 1973

the Tories and the Labour Party vied for power in what was essentially

a two-party contest. Following re-organization, however, the Liberal

Party gathered support with its electioneering emphasis on community

politics', the result of which was a three-cornered battle with the

years 1974 to 1983 notable for the absence of an overall majority on

the council.	 The election of 1983 produced the first Labour council
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after reorganization (Bush and Gettins, 1981).	 It was thiz council

which began the process of reorganizing the state secondary schools of

the city.
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TABLE ONE STAFFING ACROSS THE RESEARCH L.E.A.

HEADS OF FE DEPT.

EXTRA-	 YEARS AT
SCHOOL	 STAFFING (FE)	 CURRICULAR	 TRAINING	 SCHOOL

FULL TIME FE & OTHER 	 HELP
(FE)	 SUBJECT

	

A	 1	 1	 1 (badminton)	 LOCAL	 3

	

B	 2	 1	 -	 LOCAL	 8

	

C	 2	 1	 -	 LOCAL	 14

	

D	 0	 1	 -	 LOCAL	 4

	

E	 2	 2	 1 (badminton)	 LOCAL	 18

	

F	 2	 0	 1 (hockey)	 OTHER	 16

	

G	 0	 3	 -	 CATHOLIC	 9

	

H	 1	 2	 2	
1)	

LOCAL	 17

	

I	 1	 1	 -	 CATHOLIC	 5

	

J	 2	 1	 1 (badminton)	 LOCAL	 6

	

K	 1	 1	 -	 LOCAL	 8

	

L	 2	 1	 -	 LOCAL	 5

	

M	 2	 0	 -	 LOCAL	 4

	

N	 2	 2	 -	 LOCAL	 8

	

0	 1	 2	 1 (swimming)	 LOCAL	 5

	

P	 4	 0	 2 
(netball)	

4

	

S	 2	 -	 1 (badminton)	 LOCAL	 - .(9)

	

T	 1	 0	 -	 CATHOLIC	 - (3)

	

U	 4	 1	 -	 LOCAL	 - (12)

	

V	 4	 -	 -	 OTHER	 - (9)

	

W	 1	 1	 -	 CATHOLIC	 - (15)

	

X	 2	 -	 1 (badminton)	 CATHOLIC	 - (12)

	

Y	 2	 -	 -	 OTHER	 - (6)

	

Z	 1	 1	 -	 CATHOLIC	 - (4)

	

AA	 2	 1	 -	 LOCAL	 - (9)

	

BB	 2	 1	 -	 LOCAL	 - (10)

	

CC	 1	 1	 -	 LOCAL	 - (13)

	

DD	 2	 1	 -	 LOCAL	 4

	

EE	 0	 2	 -	 LOCAL	 8

	

FF	 1	 0	 -	 LOCAL	 2

/c
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\TABLE TWO CHANGES IN NUMBER OF SCHOOLS PARTICIPATING IN P.E.
ACTIVITIES DURING YEARS ONE TO FIVE

NO. OF SCHOOLS IN YEARS ONE TO FIVE

ACTIVITIES	 Yr. 1	 2	 3	 4	 5

BALL GAMES

INDIVIDUAL
ACTIVITIES

RACQUET
SPORTS

MOVEMENT

Netball	 31	 31	 31	 21	 10

Rounders	 29	 29	 29	 14	 3

Hockey	 22	 23	 21	 9	 2

Volleyball	 0	 0	 0	 18	 18

Basketball	 0	 0	 1	 4	 5

Athletics	 29	 29	 27	 0	 3

Swimming	 29	 24	 15	 11	 6

Cross Country	 1	 1	 1	 2	 2

Canoeing	 1	 1	 1	 2	 2

Trampolining	 1	 1.	 1	 5	 8

Judo	 0	 0	 0	 4	 4

Tennis	 26	 26	 27	 21	 14

Badminton	 0	 0	 4	 26	 29

Table Tennis	 0	 0	 0	 9	 9

Gymnastics	 32	 32	 31	 9	 2

Dance (M.E.D.) 14	 12	 12	 3	 2

Popmobility	 0	 0	 0	 18	 26

Country Dance	 0	 0	 0	 4	 0
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SCHOOL PROFILES.

I. Hevfield School.

Heyfield is a split-site mixed 11-18 six-form entry community com-

prehensive school. It is situated in the inner city and is designated

a Social Priority School. It opened in 1973 with the amalgamation of

four previous secondary schools and now operates from two sites ap-

proximately 400 metres apart. 	 At the time of the research there were

1,058 pupils on the roll. The catchment area is a multi-racial dis-

trict of Liverpool with approximately one quarter of the school

population black. It is an area which is recognised as having endured

substantial social and economic problems and it has some of the

poorest housing and highest rates of unemployment in a city which

suffers acutely from regionalised economic recession. The catchment

area is bounded by derelict dockland to the south, which at the time

of the research was being converted into a controversial International

Garden Festival Site. Most of the children live locall y in nineteenth

century terraced housing or in privately rented flats in large Vic-

torian houses which suffer from many years of neglect and poor main-

tenance. At the time of the research over one quarter of the children

were entitled to free school meals. However, even in the face of

falling school rolls and rising youth and adult unemployment, the

school continues to maintain a sixth form which, at the time of the

study, consisted of seventy full-time, fifty part-time and forty-seven

day release students.

Although the majority of the school entrants each year are designated
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as having below average I.Q. the school achieves considerable

'success' in its examination results. The H.M.I. report published in

1982 recognized this fact commenting that over 230 'O level and

C.S.E. Grade One passes were being recorded most years even though the

level set for 'average' children by exam boards is C.S.E. Grade Four.

This 'success' is not altogether surprising. On entering the school

buildings, which externally are old and bleak, there is an atmosphere

of hard work and enthusiasm reflected in imaginative displays of crea-

tive work. The ethos of the school sterns from the strong pe±sonal

qualities of the headteacher who is respected throughout the authority

for her enthusiasm and commitment to comprehensive education and the

concept of 'community education'. She was described by several mem-

bers of staff as a "strong, forceful personality who had firm ideals.

Even though decision-making in the school involve consultation and

delegation many staff concluded that there was no mistaking the

headteachers personal "authority and power over what happens both in

the short-term and over long-term plans."

The Head's commitment to community education is reflected in the fact

that since 1976 the school has been designated a community school.

This is a relatively new concept for the city with only one other com-

unity school operating in the authority. To this end the school has

incorporated into its system the local Adult Education Centre and now

offers a wide range of adult and youth education, leisure activities

arid clubs.

In 1977 the school began a 'eturn and Learn' scheme which from 1979

has been funded under the Manpower Service Commission's Special Tern-



xxvii

porary Employment Programme (S.T.E.P.).	 In this scheme unemployed

people attend classes for up to twenty one hours per week while

retaining eligibility for unemployment and supplementary benefit. At

the time of the research there were twenty five Return and Learn'

students engaged primarily in literacy and numeracy schemes.

The school day runs from 8a.m. until 10p.m. thus incorporating the

community element into its education provision. 	 Staff involved in

evening sessions or	 twilight	 sessions (4 to 7p.m.) receive extra

pay. There is a youth club in the school on four evenings each week.

The school has a uniform of navy skirt, white blouse and navy

sweater/cardigan. Although a uniform is encouraged it relates

primarily to a school colour with considerable flexibility around

style, material etc.

II. ROSEHILL SCHOOL.

Rosehill is a mixed comprehensive school for11-18 year olds. At the

time of the research there were approximately 1400 pupils including

one hundred and eighty in the sixth form. The school is situated in a

middle class suburb three miles from the city centre. It comprises

the amalgamation of three former secondary schools (two grammar and

one secondary modern) and works from these three sites.

The immediate area is residential with :most houses medium size,

private and semi-detached. Many of the children live here although a

proportion travel from areas closer to • the city centre (the 1980
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Education Act allows for parental choice). The school attracts a num-

ber of pupils gaining a reputation from the traditions of the two

former grammar schools. The school population is predominantly middle

class with a small core of working class children.	 The majority of

the pupils are white with one or two Afro-Caribbean 	 and/or Chinese

pupils and several Asian pupils in each year.

The academic structure of the school is unstrearned. 	 There are no ex-

aminations on entry and the pupils are palced alphabetically in eight

forms.	 From Christmas of the 1st year the pupils are set in each

subject which is preferred to streaming because:

A pupil could be in a top set for one subject,
a middle set for another and a bottom set for
a third. Weakness in one subject will not pre-
vent a boy or girl from being in the top set in
in another subject in which he or she is strong.

(School Guide 1983:3)

It is interesting to note that this system does not apply to P.E. 	 In

1982 69 5th formers sat at least 5 0 levels gaining 399 grades

A.B.C. The average number of subjects per pupil was 5.77. 	 A further

268 Grade One C.S.E. examinations were gained by other pupils. Over-

all the school has a good academic reputation. The School Guide em-

phasizes that as a result of 'A level examinations approximately 700

girls and boys have entered University, including Oxford and Cambridge

since the school was reorganized in 1967. 	 It was proud to announce

that in 1980 47 pupils entered University with others gaining places

at Polytechnics and Colleges of Higher Education.
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The school day runs from 9.15a.rri. until 3.45p .m. and is divided into

seven 40 minute periods with lunch and afternoon registration taking

place between 12.35p.m. and 1.45p.rri. The timetable is organized into

six teaching days thus lessons are structured over these six days

rather than a calendar week. School uniform is worn in the first four

years and for girls it consists of a navy blue flared or pleated

skirt, a plain pastel-blue school blouse, navy blue cardigan or pul-

lover, plain white or navy blue three quarter socks or tights.

Trousers may be worn in the winter months but not jeans. 	 The School

Guide points out that:

These items are available in many stores
and as all the items are widely stocked
and commonly worn, prices are relatively
low.

The fifth year and sixth form do not wear school uniform and their

dress is "at the parents discretion."

III. TOWNLEY SCHOOL.

Townley is a single-sex comprehensive school of approximately 1200

pupils (11-18 years). The school was formed in 1963 and was pre-

viously a secondary modern school. Its original building was exten-

ded to provide new classrooms, a wing for Home Economics and Science

and a Physical Education block. 	 The school is situated to the north

of the city between two major first division football grounds. 	 The

housing in the area is dominated by streets of nineteenth century ter-

raced housing with areas of semi-detached, private housing ap-
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proximately one mile away to the North-East. The school buildings are

opposite a large park which has a sports complex and all-weather play

areas. It is traditionally a white, protestant area of the city and

this is reflected in the school intake - there are no black children

in the school.

The school is designated a seven form entry school but each year is

taught in eight forms to give certain classes small group teaching.

Each year is also divided into three bands of ability with two forms

in the top band, four in the Thiiddle and two in the bottom band

(School Prospectus). Within each band there is mixed-ability teaching

with some setting in Mathematics and English. The sixth form is open

access, allowing students to follow A' level courses or a course in

which examinations are not of significance.

The development of the school from a secondary modern is reflected in

the school's weak academic reputation. As a girls' single-sex com-

prehensive catering for a predominantly white working-class intake,

the school is of particular interest. This is in contrast to the

other single sex schools in the city which are either Catholic or

Anglican and which have predominantly middle-class rolls and good

academic reputations.

The school day begins at 8.45a.m. with lessons beginning at 9.20 a.m.

and continuing as eight periods of 35 minutes. The school uniform

consists of navy blue skirt or trousers (no jeans), white blouse or

white polo neck sweater, navy cardigan or pullover. First years must

wear white or navy socks and older pupils are allowed tights. 	 A

blazer and school tie are optional and available from a designated
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retail outlet.

IV. ARCHWAY SCHOOL

Archway was established in 1894 by the Community of the Sisters of the

Church. an Anglican Order of Nuns.	 The Sisters ran the school until

the mid 1970s when it became the responsibility of the Diocese. In

September 1980 the school became a four-form entry comprehensive

school for girls. At the time of the research there were 746 children

on the roll.

The policy regarding admission of pupils is negotiated between the

Diocesan Board of Education and the L.E.A. The school has a city-wide

intake, prospective pupils being recommended by each parish. Although

it has a mixed ability comprehensive intake the school maintains a

prestigious reputation within the Church and selection for admission

is dependent on fulfilling 'suitability requirements within the local

parish. Although the school is situated in a working class city area

(approximately one mile from Heyfield School), there is no local

catchment area and the pupils attend from areas across the city.

The school has a strong academic reputation with a large sixth form

and emphasis on O level and A level achievement. In the first

year all pupils are taught in mixed ability groups with setting taking

place in Maths and French in later years. Latin is introduced in the

second year for those pupils judged to have high ability levels aiid

the reminder are taught classical studies.
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The school day begins at 8.40a.rn. arid ends at 3.35p.rn., the day being

divided into 8x35 minute lessons. There are strict regulations cover-

ing school uniform.	 It consists of blouse, skirt, school sweater,

blazer (from one retailer only, cost £49) and school hat.
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Structured Interview Question (Heads of Department).

1. What activities do you teach?	 -

2. Why do you teach these activities?

3. Do you see netball and hockey as especially suitable for girls?

4. Do you think some activities are more suitable for boys and some
for girls?

5 What are the reasons for this?

6
	

Should girls be allowed to do football, cricket, rugby, boxing?

7
	

Should boys do dance, netball?,

8
	

Do you see any restrictions on girls doing physical activity?

9. Do you see any restrictions on boys doing physical activity?

10. Has the curriculum altered much over the past ten years?

11. Is the introduction of options a positive development?

12. Where do you see their place in the curriculum?

13. Do girls and boys require different approaches in P.E. teaching?
Why?

14. Who determines what and how activities are taught in your school?

15. Do you meet as a staff to discuss content?

16. Where were you trained?

17. How important was your training on influencing what and how you
teach?

18. What do you see as your main aim in teaching P.E.?

19. Are the aims of girls and boys P.E. the same'?

20. Should there be different emphases?

21. How important do you think P.E. is in influencing girls' future
leisure pursuits?

22. Do you have contact with leisure facilities in you local area?

23. Is it important to encourage girls to continue physical activi-
ties after school?

24. Do you think P.E. could/should be a mixed activity?

25. Do you see any problems with mixed P.E.?

What do you think are the reasons behind separate P.E. depart-



xlv

merits?

27. How important is competition in your P.E. programme?

28. Are girls competitive?

29. Do you have P.E. exams?

30. Do you think P.E. should be compulsory for all girls?

31. What do you offer in extra-curricular time?

32. Do many girls take part?

33. Are these activities optional or compulsory?

34. Are there any restrictions on girls staying after school or
weekends?

35. How many staff are there? Full-time/Part-time?

36. Do you get help from other members of staff?

37. Do girls have outside coaching?

38. Do you notice that girls drop out/lose interest in P.E. at any
time?

39. How do you try to retain girls' interest in P.E.

40. Do you have a set P.E. Kit?

41. Do you have compulsory showers?

42. Do you have problems enforcing this?

43. Are girls allowed to be excused P.E. for reasons associated with
periods9

44. Do you adapt your programme due to weather conditions?

45. Given adequate financial resources are there any changes you
would like to see for girls' P.E.?
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