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Abstract
Two perceptions of the marginality of home economics are widespread across
educational and other contexts. One is that home economics and those who engage
in its pedagogy are inevitably marginalised within patriarchal relations in education
and culture.

This is because home economics is characterised as women's

knowledge, for the private domain of the home. The other perception is that only
orthodox epistemological frameworks of inquiry should be used to interrogate this
state of affairs. These perceptions have prompted leading theorists in the field to call
for non-essentialist approaches to research in order to re-think the thinking that has
produced this cul-de-sac positioning of home economics as a body of knowledge and
a site of teacher practice.

This thesis takes up the challenge of working to locate a space outside the frame of
modernist research theory and methods, recognising that this shift in epistemology is
necessary to unsettle the idea that home economics is inevitably marginalised. The
purpose of the study is to reconfigure how we have come to think about home
economics teachers and the profession of home economics as a site of cultural
practice, in order to think it otherwise (Lather, 1991). This is done by exploring how
the culture of home economics is being contested from within. To do so, the thesis
uses a 'posthumanist' approach, which rejects the conception of the individual as a
unitary and fixed entity, but instead as a subject in process, shaped by desires and
language which are not necessarily consciously determined.

This posthumanist

project focuses attention on pedagogical body subjects as the 'unsaid' of home
economics research. It works to transcend the modernist dualism of mind/body, and
other binaries central to modernist work, including private/public, male/female,
paid/unpaid, and valued/unvalued. In so doing, it refuses the simple margin/centre
geometry so characteristic of current perceptions of home economics itself.

Three studies make up this work.

Studies one and two serve to document the

disciplined body of home economics knowledge, the governance of which works
towards normalisation of the 'proper' home economics teacher. The analysis of these
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accounts of home economics teachers by home economics teachers, reveals that
home economics teachers are 'skilled' yet they 'suffer' for their profession. Further,
home economics knowledge is seen to be complicit in reinforcing the traditional
roles of masculinity and femininity, thereby reinforcing heterosexual normativity
which is central to patriarchal society.

The third study looks to four 'atypical'

subjects who defy the category of 'proper' and 'normal' home economics teacher.
These 'atypical' bodies are 'skilled' but fiercely reject the label of 'suffering'.

The discussion of the studies is a feminist poststructural account, using Russo's
(1994) notion of the grotesque body, which is emergent from Bakhtin's (1968)
theory of the carnivalesque. It draws on the 'shreds' of home economics pedagogy,
scrutinising them for their subversive, transformative potential. In this analysis, the
giving and taking of pleasure and fun in the home economics classroom presents
moments of surprise and of carnival. Foucault's notion of the construction of the
ethical individual shows these 'atypical' bodies to be 'immoderate' yet striving hard
to be 'continent' body subjects.

This research captures moments of transgression which suggest that transformative
moments are already embodied in the pedagogical practices of home economics
teachers, and these can be 'seen' when re-looking through postmodemist lenses.
Hence, the cultural practices ofhome economics as inevitably marginalised are being
contested from within. Until now, home economics as a lived culture has failed to
recognise possibilities for reconstructing its own field beyond the confines of
modernity. This research is an example of how to think about home economics
teachers and the profession as a reconfigured cultural practice.

Future research about home economics as a body of knowledge and a site of teacher
practice need not retell a simple story of oppression.

Using postmodemist

epistemologies is one way to provide opportunities for new ways of looking.
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CHAPTER!

Introduction

Home economics is a classic example of a subject which has been bedeviled
by perception of its relatively low status ... It was a subject designed explicitly
for girls, and taught almost exclusively by women. Its focus was on the
private rather than the public sphere of activity, and unpaid rather than paid
work. Its orientation was more towards the practical than the academic.
(Department of Employment, Education and Training (DEET), August 1990).

This statement from the Department of Employment, Education and Training, makes
explicit a negative history of beliefs about home economics as a field of study. It
acknowledges that home economics as a site of knowledge production is burdened by
certain taken-for-granted assumptions about what constitutes valued and valuable
knowledge in our society.

Thus, home economics educators function within the context of these beliefs and
assumptions, visualising themselves as perpetually fighting against being 'othered'
by an education system and broader society which relegates to the lesser preferred
position of patriarchal formulations.

It is a girl's subject (not boy's), taught by

women (not men), focusing on the private domain (not public), and practical in
orientation (not academic). When viewed from within this dualist framework, home
economics will always be condemned to the margins, 'othered', 'disempowered' and
'marginalised', a positioning which inevitably leads to the disenfranchisement of
home economists, their students and the field.

It could be argued, then, that home economics has simply been exposed for its
shortcomings and that the field and all participants in it should accept there is
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nowhere to go but to the margins. Perhaps home economists should indeed accept
the abjectness of their aprons, settle for their sewing machines and concede to the
dominant views and ways of understanding which places little value on their field of
study. It is the intention of this thesis to posit an alternative.

The alternative is to highlight the limited way in which the field has been explored
and understood, and the relationship of this limitation to the reinforcement of certain
narratives about the inevitability of the field being constituted in this way.

This study offers a reconstituted set of possibilities for home economics by way of a
postmodemist re-conception of home economics teachers and their practice. By this,
I mean that home economics as a body of knowledge and a site of teacher practice
will be explored beyond the biases and assumptions which underpin traditional ways
of thinking about what is valued and valuable in society. In re-looking at home
economics through this new lens, this work unsettles the comfort zone of some home
economics teachers and students who may be consoled by the idea that they have no
option but to be marginalised in a patriarchal society, and in doing so, have become
complicit (though generally naively) in such a positioning.

1.1

Rationale for this Project

The earlier statement from the Department of Employment, Education and Training
sets the context within which my previous research in the field of home economics
for the award of Master of Education occurred, and this contemporary study begins
where that earlier study concluded (Pendergast, 1991). My previous work used a
feminist poststructural approach to explore home economists within their field of
study. At that time the field had been neglected as an arena of academic research. It
still is. This may be explained in part by the marginal nature and purpose of home
economics, or perhaps by a lack of real understanding of the field, or, as I have
already suggested, by the traditional ways of thinking which have dominated inquiry
into the field - or all three.
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My previous research revealed a pattern of constant remaking of the theory and
practices of home economics which appeared to be an attempt to gain legitimation
within a patriarchal hierarchy of knowledge.

This legitimation imperative today

remains at the forefront of the home economics profession. A recent example of this
occurs in the 1997 Mission Statement of the Home Economics Institute of Australia
(HEIA), namely the stated desire to "enhance the professionalism and legitimation of
Australian Home Economists" (HEIA Council Minutes, April 1997).

My previous research located home economics as condemned to a marginalised study
within the education system. I argued that this was principally due to widespread
perceptions (by home economics students and teachers, along with school sector
principals, and administrators, non-home economics teachers, parents and the
community), of the nature of the subject as gender-specific, and that this was a
product of a male/female duality which devalued the home economics knowledge
base, given the hierarchical, gender-based social construction of knowledge. These
findings, and the literature review which supported them, are an enactment of the
discursive limits of the body of existing home economics research - of which my
own was a part - and signal the need to push beyond this.

There is no doubt that home economics is located in a gendered reg1me of
power/knowledge which can and does have repressive effects. Because of this fact, it
is the site of a constant legitimation struggle - hence the constant remaking of the
field. The study presented here works out of the premise that mainstream speaking
positions of home economists fail to challenge the taken-for-granted assumptions
which produce dualisms of the sort that bedevil home economics. Home economics
as a lived culture has failed to recognise the possibilities for reconstructing its own
field of study beyond the confines of such dualisms. The result has been increasing
marginalisation because home economists have sought to gain legitimation within
and through the very logic that ensures its marginal status. Even the very recent
critical research which draws attention to this fact has been limited by the sort of
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theoretical approach taken (see for example, Brown, 1993; Henry, 1991, 1995). It
tends to focus on problems (as ideology)- rather than possibilities.

This study reconfigures my earlier work and that of other feminists. It interrogates
home economics culture by reconceptualising the field as being open to contestation
and change, refusing an essential reading of cultural dualisms such as male/female,
work/non-work, public/private - such as that implied in the very term home
economics - home being the private space of the female housewife. This research
challenges such essential readings by interrogating the power relations in home
economics which give shape to the culture as productive - both in repressive and
positive ways. Thus the inquiry works out of a theoretical perspective which rejects
the idea that such power relations are necessarily oppressive, and this represents a
departure from traditional critical research in the area. What is of interest then is how
pedagogical power circulates as both positive and repressive for home economics as
a site of pedagogy. The study seeks to recognise and name the difference which a
non-essentialist reading of home economics might make possible.

1.2

Purpose of the study

The purpose of this research is to explore home economics as a more than
marginalised pedagogical culture in schools. It will do so by focusing not on its
orthodoxies or mainstream practice, but on some of the aberrations and
discontinuities which indicate how the culture can and could be constituted
otherwise.

Thus it focuses on the spaces in which 'un-natural' meanings are

produced in which counter-identities are formed, in which perverse practices are
undertaken.

In keeping with poststructural approaches to educational research, the purpose of this
research is to develop and apply a method which allows the examination of the field
of home economics as a fluid category of pedagogical knowledge.

The

poststructuralist proposition at work here is that no culture is 'condemned' to
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marginality, but remains partial, open and contested.

This research seeks to

understand how the culture of home economics is being contested from within, in
order to bring this to bear on totalising perceptions of its marginality which are so
widespread across educational and other contexts. In this way, the literature will
unsettle an understanding of home economics as inevitably marginalised within
patriarchal relations in education and culture. Hence, the purpose of the research is
to reconfigure how to think about home economics teachers and the profession of
home economics as a cultural practice.

1.3

Specific research objectives of the study

Specific research objectives of this study are to:

1. engage with current research and map the knowledge base informing the field of
home economics;
2. utilise new feminist theory and gender debate in locating home economics as a
marginalised site of knowledge production;
3. identify 'marginal' persons and their practices m the teaching of home
economics;
4. analyse these practices in terms of their radical possibilities, which means:
•

documenting and describing some specific teaching sites,

•

indicating how the existence of such practices unsettles the idea of home
economics as a monolithic culture,

•

demonstrating the possibilities such marginal activities/ identities might
offer to home economics pedagogy; and

5. unsettle the mainstream culture of home economics by blurring the distinction
between 'orthodox' and 'marginal' practices.

The methodology which is utilised in this Project to facilitate these objectives is
detailed in Chapter Four of this thesis.
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1.4

Significance of the study

This research is significant for many reasons. Principally, it responds to a call for
quality, non-essentialist research and concomitant theory for the field of home
economics (Brown, 1993; Grundy & Henry, 1995; Peterat & Khamasi, 1995). This
call arises out of frustration with the present theoretical cul-de-sac. It is a call to a
theoretical perspective which advances the field beyond the current cul-de-sac by
challenging the constructions which locate it as inevitably 'marginal' and 'othered'.

This research offers an alternative way of thinking about home economics which
provides a reading of difference within the culture to focus on the possibilities for
'saying it otherwise' (Lather, 1991a). My review of the literature in the field (see
Chapter Two) identifies two main directions for theorising and research in the past.
The first is that research and philosophising in the area of theory, mission, focus, and
purpose, has relied upon 'the master's tools' (Lorde, 1984) as theoretical and
methodological frameworks. This has led to a 'replough(ing of) familiar academic
fields' (Den Hartog & Alomes, 1991:15) in home economics research. It is not that
critical and feminist critiques have not performed an important function - it is rather
that the research paradigms themselves in this area have become moribund 1•

The second trend in research in the field has been a tendency to undertake narrow
projects in specialised aspects of the field, typically working out of one subdisciplinary base or subject matter. For example, the two most recent Australian
doctoral students to submit their theses both selected a sub-discipline of the field as
the focus of their work2• This trend enables the researcher to focus on problems or
issues of a manageable size, and these specialisms or subdisciplines are typically

1

For an analysis of critical and feminist critiques and their contribution, refer to: McWilliam, E.
(1997) Beyond the missionary position: Teacher desire and radical pedagogy. ln. S. Todd (Ed.)
Learning Desire: Perspectives on Pedagogy, Culture and the Unsaid (pp. 217-235) New York:
Routledge.
2
Margaret Wingett graduated with a Doctorate of Education in 1997 which considered convenience
foods and the relationship to disappearing food preparation skills. It is entitled "The domestic kitchen
- the weak link in the food chain. Is convenience leading to apathy?" Jan Reynolds graduated with a
Doctorate of Philosophy in 1997 which proposes and evaluates a nutrition education program for
school settings. It is entitled "An action-oriented empowerment approach to school-based food and
nutrition education".
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characterised by orthodox research treatments (Horn, 1993; Pendergast, 1996a). For
example, the compartmentalised sciences of nutrition, textiles and food have a
research base which typically reflect a positivist epistemology, given their use of
quantitative methodologies and empirical science. On the other hand, the disciplines
that deal with inter/intra-personal and family relationships, sociocultural and
aesthetic environments, and psychosocial development historically have a research
base that draws on phenomenology as an interpretive science (Bobbitt, 1993). The
problem with this compartmentalisation is that the sub-disciplines of home
economics often neglect rhizomatic networks, overlaps, the surprises, leaps and
discontinuities that could be - and ought to be made - among the various
specialisations of the field (Horn, 1993).

A danger in the predictability of this

research pattern is articulated by Becher (1990:333) who warns:
[W]hat are variously described as segments, sub-disciplines, specialisms,
schools, sects and the like, form their own counter-cultures which may press
against the overall culture of the discipline of which they form part, and thus
may seem to threaten its unity.
This project goes further than Becher by insisting on the disunity as an important
characteristic of the field, refusing the 'tidying imperative' that orthodox science of
this sort can bring.

In this study, the field is read as a 'play of surfaces' in

acknowledgment of the diversity of the terrain of pedagogical practice which is
named 'home economics'.

1.5

Theoretical approach

The theoretical terrain that this study draws on is poststructuralist conceptualisation
of the body3 • The corporeal conceptualisations of interest here are located in feminist
poststructural work informed by postmodern imperatives.

The benefits of this

approach are outlined by Maxine Greene (1994:444), who notes the value of being
" ... sceptical of the structures and the systematic modes of thinking linked to
structuralism ... point(ing) out what educators are loath to see" (Greene, 1994:444).
3

A detailed explanation of the theoretical approach underpinning this project is elaborated in Chapter
Three of this thesis.
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In the case of home economics, it means re-thinking the thinking that has positioned
home economics as a field of marginal practice, and thereby been complicit in its
marginal status in schools.

This research takes as its starting point the idea that home economics teachers as
professional knowledge workers have been limited in their ability to reconstruct the
field of study beyond the confines of modernist dualisms.

The research works

towards a practice of home economics in which essentialisms (including those of
gender) can be re-thought.

This involves applying a feminist poststructuralist

analysis- specifically posthumanist body theory, in particular Mary Russo's (1994)4
analysis of the grotesque body - to the work of a number of teachers who selfidentify as practising on the 'margins' of home economics culture, to understand how
such teachers accommodate and resist orthodoxies in the cultural practice of the
teaching of home economics. In taking this approach, this work thus utilises an
embodied analysis of home economics and home economists. It investigates the
relationship of language, social institutions and subjectivity as it is reflected in
'marginal' or 'atypical' subject positions adopted by home economics educators in
the secondary education sector. The possibilities that exist within these marginal
identities for enacting a politics of difference in home economics are scrutinised to
that end.

Feminist poststructuralist theorising and methodology is applied in the research
because it provides a rigorous framework for understanding how social power is
exercised. Of particular interest is the means by which normative accounts of social
practices and institutions so often come to privilege masculinist and eurocentric
knowledges, while allowing at the same time the possibility of shifting and
precarious power relations at the local level. Given that, as feminist poststructuralists
argue, subjectivity is precarious, contradictory and constantly in the process of
reconstitution (Weedon, 1987:33), this research inquires into the 'gendered' world of

4

Mary Russo's (1994) analysis of the grotesque body is strongly influenced by the work of the
theorist, Mikhail Bakhtin (1968). Bakhtin theorises about carnival and the camivalesque, and is
considered to be extremely prominent and influential in this field.
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home economics teaching as an embodied world, unfixed and unfinished yet always
amenable to completion. This demands readings/interpretations of particular local
identities/activities that are fluid, rather than fixed. Moreover it demands a reading
of cultural practice that departs from s.ome orthodoxies in education research.

Most studies of this type ignore the material bodies of teacher and student unless in
the frame of 'behaviours' (McWillam, 1997b). In this study the material bodies of
home economics teachers are read as inscribed by social and cultural meanings about
the nature of the discipline itself. As already indicated, a Bakhtinian interpretive lens
is utilised as a tool for producing a reading of the embodied practices of the 'atypical'
home economics teachers.

Bakhtin's (1968) theory of discourse and the

camivalesque offers a less-than-familiar reading of home economics teachers, and
this is further refined to focus on Russo's (1994) theory of the grotesque body of the
carnival5 • This approach enables analysis which offers other ways to think through
problems of reproduction, resistance, and transformation (Grace, 1996).

Home

economics teaching as carnival and the ways these teachers have taken their
pleasures and had their fun offers a disruption to the neatness of the modernist
tidying imperative.

1.6

Methods

This research proceeds as a discourse-theoretical inquiry, founded as it is on
poststructuralist assumptions about the relationship between power and knowledge in
and through discourses. Discourses, for Foucault, are practices, not simply a group
of signs, inasmuch as they "systematically form the objects of which they speak"
(Foucault, 1972:49).

In that they embody meaning and social relationships,

discourses constitute both subjectivity and power relations. Their power to constrain
the possibilities of thought in any area of educational or other endeavor derives from
their capacity to order and combine words in particular ways, changing their meaning
and their effects through deploying them in ways that exclude or displace other
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possible combinations.

Thus the exercise of power through the effects of the

discourses in home economics as a lived culture is "a way of acting upon ... acting

subjects by virtue of their acting or being capable of action" (Foucault, 1982:220).
For Foucault, this exercise of power incites, induces, seduces, makes easier or more
difficult (1982:220). In this sense, discourse as both an instrument and an effect of
power can be both the means to prevent an opposing strategy and the means by
which an alternative strategy can begin.

Discourse analysis as method "is more like bricolage than it is like engineering"
(Gottlieb, 1988:141).

However, there are broad characteristics of how research

which engages with its 'object' as textual might be engaged in, for example, those as
described by Mishler (1990t These characteristics are applicable to this discoursetheoretical study of marginal teachers in home economics in that, like the studies on
which Mishler draws, the object of its scrutiny is textual, in the form of the written,
'material' (or embodied), visual and spoken texts produced by such teachers in
performing and documenting their practices.

It understands these texts as

representing "efforts by the speakers/authors themselves to describe and interpret
their experiences" (1990 :424).

This Project is a study in three parts. These three parts provide opportunity for a
'play of surfaces', with the accounts 'winking' at each other. The comprehensive
details of these studies form the basis for Chapters Four, Five and Six of this thesis,
along with the appendices referred to in these chapters.

5

Bakhtin's (1968) theory of carnival and Russo's (1994) theory of the grotesque body are further
elaborated in Chapter Four and more particularly Chapter Six of this thesis.
6
They are (Mishler, 1990:423-424):
1. focusing on a piece of 'interpretive discourse';
2. taking this 'text' as basic datum;
3. reconceptualising it as an instance of a more abstract and general 'type';
4. providing a method for characterising and 'coding' textual units;
5. specifying the 'structure' of relationships among them; and
6. interpreting the 'meaning' of this structure within a theoretical framework (in this case,
poststructuralist theory of the body).
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Study One and Study Two7 are extensive surveys of Queensland home economics
teachers where they provide a written account of home economics as a location of
their pedagogical performance. This modernist account is in keeping with the advice
of Fraser and Nicholson (1990), who argue for a rejection of the suggestion that
research genres with modernist epistemologies be abandoned unequivocally. Study
One involves the administration of a survey which collects firstly demographic
information, then respondents list up to five adjectives they would use to describe a
home economics teacher, followed by advantages and disadvantages of being a home
economics teacher.

All of this information is analysed statistically 8 .

Finally,

respondents are asked to indicate how they could recognise a 'good home economics
teacher'. This data is analysed using content analysis to generate a picture of overall
trends through the identification of categories of responses. Ninety-nine respondents
completed Study One.

The purpose of Study Two is to consolidate, refine and validate findings from Study
One regarding home economics teachers perceptions and understandings of
themselves. There are one hundred and ninety-one respondents to the survey used in
Study Two. Respondents choose the five preferred words, from a list of adjectives,
they would use to describe a home economics teacher. This list is generated from the
analysis of Study One. Survey Two also asks respondents to complete a semantic
differential bi-polar comparison measure (Kane & Snyder, 1989) to describe their
perception of a 'home economics teacher' (eg. conservative/radical, political/
apolitical, professional/unprofessional, academic/nonacademic). This information is
analysed statistically9 .

The information from Study One and Study Two locates home economists, by way of
the language they use to name themselves. In essence, it provides a plain language

7

See Appendix A for extensive details on the development, administration and analysis of Study One
and Two. See Appendix B and C for copies of Study One survey and Study Two survey respectively.
8
The statistical analysis used the computer software program, 'Statistical Package for the Social
Sciences, for Windows 7.0' (1995), commonly known as SPSS.
9
The statistical analysis used the computer software program, 'Statistical Package for the Social
Sciences, for Windows 7.0' (1995), commonly known as SPSS.
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account of home economics teachers. Out of these studies, the disciplined, governed
body of the home economics teacher emerges.

The major phase of the research project follows with Study Three 10 • This work
comprises interviews with four home economics teachers who identify themselves as
'marginal' or 'atypical' within the culture of home economics teachers. Again, the
rationale is to proceed in a way that refuses singular models of home economics as a
site of practice, with the 'governed home economics body' as a norm against which
all others are judged (Grosz, 1994). Drawing on Grosz's (1994) work in theorising
embodied postmodernist research, physical representations of the four teachers' lived
bodies are included, along with items such as student texts and other contributions
which were not solicited but volunteered by the teachers to demonstrate the ways in
which they consider themselves to be atypical. The con-textual analysis through this
third study heeds the advice of Flax (1990) and Me William, Lather and Morgan
(1997) to be disruptive, pressing, opening up ironic, contradictory and disrespectful
possibilities in the analysis. Certainly, insistence on the carnivalesque characteristics
of the body is crucial to this reading. The text work for Study Three appears in
Chapters Five and Six. These chapters contain moments of carnivalesque in their
construction, working to disrupt the linearity of this thesis by refusing to present a
linear, cumulative text. By that I mean that Chapter Five is disrupted by graphics
and text from Chapter Six. This occurs through the use of a simple form of two
dimensional hypertext and graphics. This form(att)ing of the analysis removes the
linearity of the thesis text, adding an element of 'surprise' for the reader (a technique
which is appropriately carnivalesque) and facilitating a postmodernist analysis''.

10

See Appendix D for details of the undertaking of this study. Appendix E contains stimulus
material used for the interviews, and Appendix F the transcription conventions used.
11
The notion ofform(att)ing text in 'other' ways has precedent in postmodemist work, including that
of Lather and Smithies ( 1997) and Foster (1996), both of whom use other than linear text to display
their analysis.
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1. 7

Thesis outline

The following outline serves as an introduction to the themes which will be explored
in the following chapters ofthis thesis.

Home economics - Marginal subject/s

Chapter Two:

Chapter two has eight themes which serve as organise:s for reporting the literature in
the field of home economics.

These themes are shown to have informed the

development of home economics secondary education in Queensland. The themes
also serve to indicate that the research in the field is embryonic and theoretically
limited. Analysis of this research also shows that, despite the focus on the material
body in the curriculum itself, home economics research has ignored the bodies of
teachers and students, privileging the mind in line with most other educational
research. This produces a pattern of accounts which is impoverished in terms of its
ability to interrogate home economics as embodied and shifting as a cultural
performance. An argument is made for a shift toward postmodernist epistemologies

which includes a brief account of recent work in home economics and postmodernist
research to date.

The links between feminism and home economics are also

documented.

Chapter Three:
\

Body subjects - From modern to postmodern concepts of
the body

This chapter traces the need for a shift from modernist to postmodernist theorising,
focusing in particular on changing conceptions of the 'invisible' or 'unre-marked'
body from the mind/body duality of the humanist subject to the posthumanist body
subject as a culturally inscribed surface. The text highlights the contrast between
modernist and postmodernist traditions of research. The chapter argues a shift to
postmodernist research in home economics in order to make a different sense of this
site as a pedagogical field of performing bodies.
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Chapter Four:

The theory/method nexus

This chapter introduces a rationale for the methods which have been selected for
undertaking the work of this thesis.

It commences with an argument about the

elements of posthumanist research which are useful for this home economics
research, noting that the particular discourse analysis attempted here is a one-off
conceptual tool for analysis that has been forged out of new body theory. It directs
the analysis to cultural inscriptions on the individual and collective body of home
economics knowledge workers and in the texts generated out of those
material/textual bodies.

Preamble to Chapters Five and Six:

Form(att)ing the display

This preface serves to set the scene for the spectacle of Chapters Five and Six. That
is, it pre-empts the display, form(att)ing and reading of the analysis chapters of the
thesis. It invites the reader to 'transgress' a predictable, linear-cumulative reading of
'findings' and to use instead a simple hypertext reading technique. This preface
emphasises the value of the play of surfaces between scholarly accounts, allowing
one reading to be counter to as well as an elaboration of others.

Chapter Five:

Disciplining the body of home economics teachers

This chapter is comprised of two sections.

The first section constructs home

economics teachers as particular sorts of docile bodies, self-governing and
disciplined according to versions of 'proper' professional practice that are made
available in the culture of home economics teaching. This analysis is drawn from an
orthodox, modernist analysis of two large scale surveys administered to home
economics teachers. The analysis reveals two key themes in texts written about
home economics

teachers~

home economics teachers, that is, that 'normal' home

economics teachers are skilled bodies, but also they are suffering bodies.

The second section of this chapter looks at resistance to the 'normal' home
economics body coming from within the teaching body itself, in the form of four self
identifying 'atypical' teachers. The analysis aims to determine how their potentially
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transgressive bodies trouble the conventions of the profession, by refusing invitations
to produce the skilled and suffering bodies of many of their counterparts.

The two sections of this chapter combine to provide an orthodox poststructuralist
reading of corporeal pedagogical identity, that is, a picture of the self-production of
the disciplined body that is the home economics teacher. This chapter also contains
previews of Chapter Six in the form of hypertext which insinuates camivalesque
moments into the very textual analysis of their disciplinary work.

Chapter Six:

Carnivalesque in the home economics classroom

This chapter of the research project is a counter-orthodox reading of the home
economics body.

The interpretive tool in use is the grotesque body of the

camivalesque, drawing upon Bakhtin's (1968) theory of carnival and Russo's (1994)
theory of the grotesque body of the carnival, both of which are elaborated in this
chapter. This postmodemist work foregrounds the grotesque bodies which have been
ignored and suppressed to date in home economics research through its rejection of
the irrational and excessive in favour of rational experiences and explanations. The
home economics body is redescribed as a matter of desire and pleasure rather than as
skilled and suffering. A strong theme which emerges is the complicity of home

economics as the site and sight of heterosexual normativity. Using Foucault's (1985)
construction of the ethical individual, analysis here reveals a home economics body
which is 'immoderate', constantly struggling to remain 'continent', particularly with
respect to the maintenance of heterosexual normativity.

Chapter Seven:

A shift from the familiar to the unfamiliar - re-thinking
home economics

This final chapter of the research Project revisits the purpose and specific objectives
of the project, outlining the ways in which they have been achieved. The chapter
concludes with a reflection on the transformative possibilities of undertaking
postmodemist work for home economics.
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CHAPTER2

Home economics - Marginal subject/s

Home economics today is in turmoil. There seems to be among us in the field
a frantic search for identity and status, a general confusion about what we are
doing and what we ought to be doing, an embarrassing sense of guilt about
our "image", and, among the dedicated professionals, a deep questioning of
the meaning of home economics and its reason for being in today's world.
(Creekmore, 1968)

This comment could well be argued to typify the position of home economists and
their field of study for the entire post war period.

There has been continual

discussion about the mission, the focus, the purpose, the definition, the name, the
content. This discussion happens in local, state, national and international settings.
The fact that this comment is not taken from the latest journal of home economics
theory- though it may well have been 1 -but was published thirty years ago indicates
that the dilemmas of today are not new. In fact, Brown and Baldwin (1995) trace the
roots of such questions back to 1902, in the years when home economics was
struggling to be identified as a field of study and there was a lack of theory through
which to legitimate the field.

Throughout this struggle, 'home economics' has been on the timetable of many
generations of school students in many countries of the world, and for Australian

1
See for example American Home Economics Association (1993); Peterat & Khamasi (1995);
Derkley (1997).
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school students - particularly female students - for well over a century, with the
centenary of home economics education being celebrated in Queensland in 1981
(Logan, 1981 ). During this time there have been major changes to the content,
processes, skills, outcomes and value of the subject, but there is a paucity of research
which goes beyond merely presenting chronological histories of the field during
these re-workings 2•

Currently, home economics as a curriculum offering in Queensland secondary
schools can be studied by students ranging from a one to a five year period. It is
recommended by Education Queensland as a compulsory subject in year eight and,
though historically it was offered to girls only, it is now available to both boys and
girls in most schools. Home economics is available in year nine and ten at the
discretion of the school3, with the majority of secondary schools including the subject
- or a derivative of it - in their curriculum offerings. In the post-compulsory years of
schooling, home economics is a year eleven/twelve Board of Senior Secondary
School Studies (BSSSS) accredited subject\ again offered in most secondary schools
in Queensland. The data on student enrolments in home economics indicates that
home economics is a 'popular' subject in schools, retaining consistent student
numbers over recent years.

This begs the question: why is it that after more than one hundred years of home
economics education and a demonstrable commitment by students to study it, the
field remains in turmoil? Why with decades of addressing the same issues and
concerns does the profession of home economics teaching appear to be no closer to
resolving its dilemmas? Why is it that home economists continually remake the field
of home economics, transforming it through scientific, management, consumer,
2

See for example Logan (1981).
The 1994 figures show that for year 10 alone, home economics was offered as a curriculum choice
by 323 schools with 8845 enrolled students (BSSSS, 1994).
4
In 1994 home economics was taught in 250 schools throughout Queensland, with over 6500 students
actively engaged in study - with 3771 students enrolled in year 11 and 3191 enrolled in year 12
(BSSSS, 1994). In 1996, home economics was offered in 259 high schools, with approximately 7000
students enrolled in years 11 and 12. Of these, approximately 770 were males and 6200 were females
(BSSSS, 1997). In 1998, home economics was offered in 253 high schools, again with approximately
7000 students enrolled in years 11 and 12 (BSSSS, 1998).

3
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family and other discourses, by changing the name, the focus, the mission - and yet
the field has continued to be stigmatised as 'condemned' to the margins in the culture
of schooling? To explore these questions it is necessary to look at the themes and
assumptions which have informed a large number of curriculum shifts and which
underpin research in the field.

In particular, it demands consideration of the

epistemological terrain of the research itself. The review which is undertaken here
focuses on the Queensland and Australian context as a particular site of home
economics pedagogy, and when appropriate, draws upon international trends and
influences where they have impacted on our unique context, as part of a 'cargo cult'
mentality5 •

This chapter sets out the thematics and underlying assumptions of the research base
of home economics made evident through the literature, arguing that the
epistemological limits reflected have disallowed certain identities and practical
possibilities.
humanist

The chapter culminates in recognition of the need to depart from
accounts

reflected

m

the

literature,

whether

they

are

psychological/curriculum or critical feminist accounts that proceed using the logic of
ideology critique in favour of a more risky but potentially more fruitful means of
mqmry.

There are eight (8) themes or underlying assumptions which emerge out of the 'body'
of the research of home economics. These, listed below, form the structure for the
remainder of the chapter, with each theme being elaborated in tum through the
literature. The themes/assumptions evident in home economics research literature in
Queensland and Australia are:
1. home economics research as a small and piecemeal body of work;
2. the historical pattern of the uncritical adoption of off-shore developments;
3. struggling for legitimation;
4. problematising ofhome economics re-form;
5. what is to be learned;
5

It is noteworthy that all too often we have relied on the intellectualism of our international scholars
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6. social justice agendas and home economics;
7. initial and tentative 'experimentations' with post theorising; and
8. the difficult relationship of feminism and home economics.

It is interesting to note the extent to which these are in keeping with what Marjorie

Brown (1993t has described as the current dissatisfactions and misunderstandings of
the profession of home economics. She suggests the following concerns are felt
world wide as grievances among home economists, though they all may not be felt
by all members of the profession:
1. the splintering of specializations and of knowledge in the profession;
2. the loss of common professional purpose;
3. an anti-intellectualism which thwarts the use of reason and a depth of
understanding;
4. reluctance on the part of many professionals to be publicly self-reflective about
their own concepts and beliefs together with an assumption that any selfinterpretation of home economics is final;
5. lack of respect in the academic world and in public opinion;
6. the questionable legitimacy of authority in home economics; and
7. an apolitical orientation of members of the profession (Brown, 1993 :417).

The text which follows will juxtapose Brown's concerns and grievances with the
themes or trends emerging from the Australian literature to determine if and how
they parallel and inform each other. In doing so, it insists that the very 'naming' of
home economics as 'grieving' is part ofthe cultural predicament of home economics
itself, more than mere documentation.

Along with other practices, it constantly

brings marginality into being by constantly re-naming the condition as 'normal'.

to lead the way, and perhaps this is part of some of the local issues to be addressed.
6
Marjorie Brown is considered to be the leading international scholar in the field of home economics
amongst her contemporaries (Vincent, 1994).
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2.1

Themes in the 'body' of the research of home economics

2.1.1

Home economics research as a small and piecemeal body of work

What research exists? What thinking has taken place? Is there any theory of home
economics?

What does the body of home economics research look like?

In

answering these questions, patterns in home economics research emerge.

Research in home economics does exist and is characterised by three main trends.
The first trend is a general lack of research theorising the field compared with other
professional fields of study, both in international and local settings. Brown and
Baldwin (1995:7) lament this trend stating:
... it seems that, historically, home economists have paid scant attention to
theory for we find only scattered reference to the need for theory development
and even less to critical examination of the content of theories in home
economics journals throughout much of this century.
In her list of concerns felt by home economists, Brown (1993) points out that this
trend in research towards an anti-intellectualism thwarts the use of reason and depth
of understanding, and thus leads to a misunderstanding of the profession of home
economics.

In perhaps their most significant contribution to home economics theory, Brown and
Baldwin (1995) joined forces to prepare a paper entitled The Concept of Theory in
Horne Economics. This is a culmination of their work over the years, with various

prevailing concepts of theory described and critiqued, and with examples in home
economics literature cited.

They document and critique the limitations and

assumptions of theoretical approaches including eclecticism, the formal model,
positivism, antitheoretical bias, theories of meaning including phenomenology,
linguistic analysis, and hermeneutics.

What emerges from this comprehensive

collation is firstly a need for theorising of the field and secondly, the need for an
alternative conceptualisation of theory beyond the dialectical, which they argue
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overcomes the shortcomings of other approaches presented.

They also note a

growing interest, over the last decade, in theory within the field 7 •

This leads to the second trend in home economics research, the unquestioning use of
positivist epistemologies, with little evidence of approaches which work across the
grain of essentialist thinking (Baldwin, 1995; Jones, 1995l Brown (1993) also
notes that the 'empiricist position' is the prevailing view of knowledge and action, of
theory, and of the role of the philosophy in home economics9 • As already noted, it is
not that this work does not perform an important function in theorising the field, but
7

It is not the intention of this thesis to revisit the work that has been done by Brown and Baldwin
(1995), but rather to focus on the Queensland and Australian context as a particular cultural site of
home economics pedagogy.
8
By way of example, the following studies and their brief summaries represent the type of
essentialist approaches which have dominated home economics research. Callahan (1993) found that
responses from 574 of 827 students in introductory home economics classes identified positive
influences in selecting home economics as a major: friends, high school home economics teachers,
and home economics faculty. Negative influences were family, other high school teachers, radio
advertisements, and campus recruitment. Moe (1991) used the Bern Sex Role Inventory three times
by 84 female home economists to describe themselves, to describe home economists, and to describe
home economists as an outsider would. They described themselves as masculine and a home
economist as undifferentiated or mixed; they thought non-home economists would describe home
economists as feminine. Cunningham's (1992) study collected descriptive information about 152
Nebraska home economics teachers and their curriculum orientation(s). The questionnaire was
adapted from the Curriculum Orientation Profile designed by Babin (1979) and revised by Carlson
(1991). Teachers responded to 45 statements on a Likert-type scale. Nine statements reflected each
of five curriculum orientations; technology, critical consciousness of social reconstruction, personal
relevance, cognitive process, and academic rationalism. Miller's ( 1991) research involved sending
Indiana vocational home economics teachers a 58-item questionnaire designed to determine reasons
for their dissatisfaction with their jobs. These teachers had been identified in an earlier study as being
dissatisfied with their jobs. Respondents numbered 367 (80 percent); 56 added notes explaining their
feelings. Computer forms were electronically read and analysed statistically using chi square for
determining differences and Pearson Product Moment for relationships. Significant correlations were
found for 27 test items, most on factors relating to administration. Differences were found for I 0
factors with most in the administration category. Teachers with occupational assignments seemed to
be least dissatisfied; teachers with assignments for both vocational and non-vocational classes seemed
most dissatisfied. Dissatisfaction prevailed for both assignment and category. Results implied that
home economics teacher educators need to emphasise teachers' multiple roles and opportunities to
create a more positive attitude.
9
By way of example see Banes (1992) whose research fmdings are that a female dominated
profession such as home economics should focus on developing realistic attitudes toward careers,
awareness of socio-cultural conditioning, and management skills. A leadership development model
has four competencies: favourable attitudes, psychological and social preparedness,
technical/administrative skills, and political astuteness; Dykman (1993) who suggests the "new" home
economics focuses on combating sex stereotypes, living skills that include balancing work and family,
outcomes-based education that integrates academic and vocational skills, encouragement of male
enrolment, and helping students deal with serious social problems; and Smith (1993) who presents
constructivist global education as the morally and ethically defensible position to hold, and illustrates
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rather, that new, unpredictable readings of home economics do not become available,
a shortcoming also recognised by Brown (1993).

The third trend is the undertaking of specialised but narrow projects in specific
aspects of the field, typically by disciplinary base or subject matter. Newell and
Green (1982) explain that disciplines are variously characterised by their subject
matter, their method, their perspective, and/or the questions they ask. They go on to
define interdisciplinary studies as "inquiries which critically draw upon two or more
disciplines and which lead to an integration of disciplinary insights" (p.24). This is
supported by Vaideanu (1987:494) who explains the meaning of interdisciplinarity
as:
... [an] encounter and cooperation of two or more disciplines, each of which
brings with it, at the level of theory or of empirical research, its own
conceptual approaches, ways of defining problems, and research methods.
If we accept that home economics is interdisciplinary in nature, then it brings with it
the characteristics of individual disciplines, including particular conventions in
research and theory. The emphasis on research in recent years in home economics
has been towards specialisation by disciplinary base or subject matter area in order to
focus on problems of manageable size and these are typically characterised by the
dominant positivist research tradition. For example, the sciences of nutrition, textiles
and food have a research base which historically reflects positivist analyses,
quantitative methodologies, and the empirical sciences.

On the other hand, the

disciplines that deal with inter/intra-personal and family relationships, sociocultural
and aesthetic environments, and psychosocial development historically have a
research base that is characterised by phenomenological work associated with
qualitative methodologies and the interpretive sciences (Bobbitt, 1993).

This is problematic for home economics in that interdisciplinary research implies
interdisciplinary fields of study and a variety of research methodologies utilised
collaboratively.

Most of the research named as 'interdisciplinary' by home

the need for continued research of a philosophical nature in home economics and home economics
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economists, is a cooperative effort with one or more scientists in the core disciplines
(Hom, 1993). Moreover, it is an effort that neglects the connections and overlaps
that could be made among the various specialisations of the field. This is a serious
limitation in a field which typically deals with issues that, as Hom (1993) explains,
do not fit conveniently into narrow categories or disciplines.

A key reason why interdisciplinary approaches to learning, and interdisciplinary
research have not gained more attention in home economics is a trend towards more
'scientific' research (Vincenti, 1990). Its prescribed methodologies tend to atomize
knowledge into components in order to control variables, isolate phenomena from
their context, and develop generalisations.

Hence, given that home economics is interdisciplinary in nature, and given that the
disciplines upon which it is constructed privilege research traditions, it is important
to understand the differing characteristics and features of these research
methodologies and to appreciate the potential contribution of both qualitative and
quantitative research, and hence the benefits of interdisciplinary research using both
sets of methodological tools become apparent. It is important that home economics,
as an interdisciplinary field, recognises the benefits of interdisciplinary research.
Indeed, as Vaideanu (1987:489) has suggested

" ... interdisciplinarity has been

regarded as an idea with a great future, [and] a refuge for superficial researchers ... ".

This concern is also reflected in Brown's (1993) dissatisfactions with the profession
of home economics. She described it as the 'splintering' of specialisations and of
knowledge of the profession. The problem with this piecemeal approach is that the
sub-disciplines of home economics often neglect the connections and overlaps that
ought to be made among the various specialisations of the field (Hom, 1993) and put
at risk the unity of the field of study. Of course, all these people calling for 'more
unity' do not see 'blowing things apart' as relevant, unfortunately.

education.
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As a result of the theoretical and methodological impoverishment of home economics
research, "home economists worldwide have worked under incredible pressure to
maintain their discipline.

This is not a local but an international phenomenon"

(Thompson, 1995b:53). McCullers (1988) has urged that sound theory must be an
integral part of research and has sought to encourage home economists to take
research and scholarly activity seriously.

2.1.2

Uncritical adoption of off-shore developments: The Australian pattern

In Australia, research, theorising and scholarship in the field of home economics is in
its infancy (Pendergast, 1996a) and is constituted principally by empirical work
(Jones, 1995), as noted in the previous section. In the international environment,
recent research in and about home economics theory and philosophy is limited to a
small band of researchers, and has generally been carried out by those within the
field but off the shores of Australia 10 • Furthermore, Australian home economists
have typically simply adopted the theorising of international writers (who base their
research in other contexts, such as Marjorie Brown in the American context) for the
Australian cultural setting with little adjustment or argument 11 •

10 See for example Baldwin (1990, 1991, 1995) and Brown (1980, 1981, 1984, 1988a, 1988b, 1993).
11

This pattern is not unique to the field of home economics. For example, Richard Johnson (1997)
has explored the adoption of trends in the area of early childhood education, where there has been a
similar unequivocal adoption of overseas approaches to the field with what amounts to little
intellectual debate. He terms this trend a type of 'cargo cult' mentality where 'primitive' cultures
unquestioningly accept 'advanced' cultural perspectives, ultimately leading to the colonisation of the
field. In this way, a 'flattening-out of local cultures' occurs (Johnson, 1997:22) and dominant
discourses prevail. The cargo cult concept emerges from anthropological literature which in essence
describes the reaction of primitive societies to advanced societies. As described by Lindstrom (cited
by Johnson, 1977:20):
Cargo cults develop when primitive societies are exposed to the overpowering material
wealth of the outside industrialised world. Not knowing where the foreigners' plentiful
supplies come from, the natives believe they were sent from the spirit world. They build
makeshift piers and airstrips and perform magical rites to summon well-stocked foreign ships
and planes ...the faithful still expect the Americans to arrive soon, bringing with them lots of
chocolates, radios and motorcycles.
This cargo cult mentality can be applied to the theorising and research of home economics in
Australia- the 'primitive culture' - which has unerringly adopted the perspectives of the 'advanced'
British and American scholars in this field.
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Brown (1993) has also identified a trend to unquestionable acceptance of
conventional authority in home economics. She argues that power to shape and
reshape home economics as a field of study has been confined to a select group of
individuals and they have changed the course of home economics to an extent
beyond that of a reasonable influence (Brown, 1993:482-483). This becomes more
important for home economics in the Australian context in terms of a cargo cult
mentality, and is further reinforced by the ongoing and continuous struggle for
legitimacy by those in authority outside the field.

The uncritical adoption of off-shore developments in the field of home economics is
perhaps most strongly recognised when tracing the history of the field in Australia,
and will be addressed within the framework of the third theme - the ongoing and
continuous struggle for legitimation.

2.1.3

Struggling for legitimation

One way of understanding the history of home economics is as a struggle for
legitimation. Home economics has a history of attempting to conform to norms
imposed by others, seeking validity and recognition for itself as a valued and
valuable field of knowledge. Critics accuse home economics researchers and teachers
of having a 'survivalist mindset' in their struggle to legitimise their field (Maidment,
1990:47), and that this has led to a lack of substantive theory development and a
tendency to change at the slightest criticism of the field of study, criticisms which are
usually based on perceptions, rather than the 'reality' of the practices of the field.
Home economics is not alone in this trend. As Maidment (1990) explains, we are all
caught up in such struggles because we are all seeking legitimacy, and that "all
institutions in society, no matter how powerful, obtain their legitimacy from the
perceptions of people" (p.4 7). Again, Brown (1993) has identified this struggle for
legitimation as a grievance held by many home economists at an international level.

Dominant perceptions about the nature of home economics, and therefore its
legitimacy, are generated out of a range of practices, not least of which are the
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historical origins of the field. For home economics, these origins have been very
much about women's work and the roles of women in society.

Apelt (1989:5)

explains:
For home economics there has always been one very profound influence, that
being that our origins are primarily associated with what our society has
deemed to be women's work. It is vital we are aware of the legacies and
social implications this has for the way the world views home economics.
It is not my purpose here to engage in a comprehensive historical coverage of the

field which is thoroughly documented and critically reflected upon in other places 12 •
However, some basic understanding of the origins of the field is required as home
economics is understood, translated and practised differently from state-to-state in
Australia and country-to-country in the world (Smit, 1991).

As a consequence,

Queensland has a different history from any other region in the world. Because of
the 'cargo cult' mentality at work, Queensland home economics is very much a
collage of influences, developed over time, and reactant to international changes in
the field, including ongoing desire for recognition as a high status curriculum choice.

Contemporary home economics as a school curriculum offering in Queensland has
been cultivated from two major influences - British and American.

The British

influence has been strong because of the tendency to adopt British customs and
systems into colonial Australia. The first subject linked to 'home economics' is
domestic economy and this was based on the British equivalent and introduced into
the Queensland curriculum in 1881 (Logan, 1981). The British influence focused on
the need to train women in the scientific theory and practice of skills, which were
modified for homemaking in the young, pioneering country of Australia. These early
home economics subjects were known by such names as domestic economy (1881),
domestic science (1920), home science (1934), home craft (1964) and home
management (1964). These were unashamedly designed to prepare women for life
roles through the construction of desirable feminine identities in the home and
workplace (Eyre, 1989; Brown, 1988a; Badir, 1990; Logan, 1981; Pendergast, 1991).
Such conventional stereotyping was achieved by educating women in knowledge

12

See for example Pendergast (1991) and Logan (1981).
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which was selected - generally by males in powerful positions in the education sector
- as appropriate for these roles. Several critics have acknowledged the strong role of
home economics teachers in perpetuating social norms.

Thorne (1980: 15), for

example, examined the 'role of ideology' in education generally and home
economics specifically to find that the subject "had been both the victim and vehicle
of social ideologies to a degree experienced by no other subject. It had therefore
been determined by social and economic concerns, rather than educational ones".
This British influence set a precedent for home economics curricula in Australia and
was foundational in the field in Queensland until 1972.

The second influence was inspired by an American approach which re-formed the
focus of home economics towards management and the family 13 • This American
influence emerged from a series of annual conferences held at Lake Placid from 1899
to 1908. The reforms from America were the result of two factors: a recognition of
the failure of the earlier forms of home economics to 'liberate' women from
biologically determined conventional roles (Carver, 1979) and a concern that the
institution of home and family was deteriorating, and "if the family failed, society
would also fail" (Jax, 1985:23).

The name 'home economics' was born of the American reforms during the Lake
Placid conference of 1901 and Ellen Richards, considered the founder of home
economics, said of the name:
Home economics: home meaning the place of shelter and nurture for the
children and for the personal qualities of self sacrifice for others, for the
gaining of strength to meet the world; economics meaning the management of
the home on economic lines as to time and energy as well as mere money.
(Richards cited in Mortvedt, 1984:49)
This alludes to the definition of the field of home economics as recorded by the
reform group during the conferences:
Home economics in its most comprehensive sense is the study of laws,
conditions, principles and ideals which are concerned on the one hand with

13 For a detailed explanation of the American approach to home economics and in particular the role
of Ellen Richards, presented within a critical framework, see Ehrenreich & English (1978).
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man's [sic] environment and on the other hand with his nature as a social
being and is the study of the relation between those two factors. (cited in
Mander, 1987:3)
The context within which 'home economics' emerged as a field of study are
described in the following text, presented in the "From Parlor to Politics and
Beyond" exhibition at the Smithsonian National Museum of American History in
Washington D.C.

The permanent exhibition documents the emergence and

importance of home economics in America, making visible the social justice agendas
which have been foundational and persistent in the field of study since its inception.
The statement reproduced here at length also identifies the political shift and
limitations which have resulted from attempts to legitimate home economics through
modernist approaches:
Between 1890 and 1925, women developed a powerful political language and
imagery, applying the values of home and family to public life. While
women's political culture empowered them at this period and served as a
bridge from the private to the public sphere, it also set patterns and
boundaries for women's political participation that have continued to the
present.
Many problems faced by these women have re-emerged in our own time with
a new and demanding urgency: waves of new immigration, homelessness,
racial divisions, threats to the environment, substance abuse and addiction,
affordable health care, the well-being of our homes and families, questions
about women's roles, and world peace.
Can the political language and imagery developed by women at the tum of the
201h century be adapted to today' s politics and empower women once more
with a new immediacy? Or will women create a powerful new political
culture - one that incorporates values of home and family but transcends old
boundaries to reach full political partnership and equity with men?
(Smithsonian National Museum of American History, 1997)
Although the Lake Placid reforms were implemented in America and other regions at
the tum of this century, they explicitly did not influence home economics education
in Queensland until 1972. Before this time, the intention and practice of 'home
economics' subjects in Queensland were bound by a commitment to the traditional
British model, with the philosophical and conceptual foundation favouring the
predominantly scientific approach to practical domestic skills, rather than the
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predominantly management and family approach of the American reforms 14 • Badir
(1990) argues that it is the failure of the Australian education sector to adopt the
American reforms earlier which has led to the current problems of the field, the
lingering perceptions of 'cooking and sewing' from the British model being the
Achilles heel of home economics as a set of Australian educational practices. The
struggle to push beyond this folkloric perception and so achieve legitimation has
been ongoing and continues today, both as a struggle over content to be delivered to
the minds of students, and as a struggle for better positioning near the centre of the
politics of school knowledge.

Home economics' struggle for legitimation is not unique. As Madeleine Grumet
(1988) explains, the struggle for legitimation is to be expected in all Western models
of schooling given that education is dominated by male experience, ignoring
women's lived experience as trivial. She argues that education has been distilled into
an economic system which purposely ignores "experiences of family life, of bearing,
delivering and nurturing children" (1988:xv) as they have no economic value. Where
the struggle for legitimation is caught within this mode of rationality, home
economics will always be relegated to the margins of what is considered to be valued
and valuable knowledge and process. In order to refuse closure of this sort, Grumet
(1988) urges the shift to a 'middle way' which challenges the rationale of such a
construction, and so reinforces the very dichotomies and categorisations which
invariably produce marginalities.

In seeking legitimation within the existing structures (eg. the ongoing change in
focus, terminology, purpose, content and so on) home economists have failed to
understand the complicity of home economics re-form with the very rationality
which they have struggled against.

14 This is in line with broader socio-cultural influences and the hegemonic order of Australia's settler
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2.1.4 Problematising of home economics re/form
The literature reveals that much of the re/form which home economics has been
continuously involved in has been framed within the very politics from which it is
seeking to escape. One of the ways this has been made possible is through the
practice of 'naming' as a language game. The use of terminology, and in particular,
changes to the name of the field reflect what is currently fashionable in language as
established by the order of power/knowledge which prevails as a 'regime of truth' at
any one time 15 • Home economics in Queensland, for example, has been known
variously as domestic economy, domestic science, home management, home
economics, human ecology and now, family and consumer studies 16, but none of
these names are 'solutions' to the 'problem' of home economics- they all come with
new problems oflegitimation attached. Brown and Baldwin (1995:29) acknowledge
this implicitly, arguing that such change reflects a lack of rational professional
clarity, which results in:
limited understanding, distorted communication within the profession, and
inability to help others examine their ideas. Persuasion is not rational but
irrational 17 : it takes on qualities of force, manipulation, contempt for others,
and dogmatism. Theories of meaning would go beyond intelligibility of
language to understand different forms of validity claims and how each is
validated.
Midgley (1989) also argues that the name change/language issue in home economics
demonstrates a lack of serious learning about society.

However, both writers

possibly miss the importance of such constant name changes as well. Language
games are serious and have real effects on the work of those who must teach and
learn out of the reconstituted disciplinary area.

status in relation to Britain.
15 In his book, The Archaeology of Knowledge, Michel Foucault (1972) presents a methodological
inquiry into knowledge, history and discourse and self-criticism. In particular, he articulates
knowledge as "an area between opinion and scientific knowledge, and it was embodied not only in
theoretical texts or experimental instruments, but in a whole body of practices and institutions"
Horrocks & Jevtic (1997:85). From this emerged 'truths' relevant to the time.
16
Dates for these name changes, some of which were effected only in schools, are: domestic
economy (1881), domestic science (1920), home management (1964), home economics (1971),
human ecology (1989) and now, family and consumer studies (1996)- at a tertiary level only.
17
Another example of the binary dualisms of essentialist thinking.
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A study into how professionals in the field perceive the function of the profession's
name and the name 'Home Economics' was undertaken by Shipley (1989). The
study reveals some interesting findings, and demonstrates the confusion which exists
about language and naming in the field. Shipley's extensive survey of American
university students and academics 18 revealed that the functions of name identified by
respondents were to: 'readily identify what professionals do'; 'represent the areas of
study in the Department'; and to 'describe the uniqueness and diversity of our field'.
The name home economics was most frequently chosen as the preferred name,
however, the majority of the respondents chose one of the other twelve names 19
incorporated in the study as the most preferred. As concluded in the study, the result
indicates a "lack on consensus among those within the field of home economics
about their professional name" (Shipley, 1989:23).

This can be read as both a

strength and a weakness - as an indication that fixity does not exist - that room exists
for movement, play, fluidity, as well as a sign of 'unresolvedness' (weakness) and
loss of common purpose (Brown, 1993).

More recently20 , international home economists have changed their name to 'Family
and Consumer Science' or 'Family and Consumer Studies', privileging the 'family'
component, and so insisting on the wellbeing of individuals and families as the core.
This change is in direct response to the positive change in acceptability of the term
'family' which emerged from the International Year of the Family in 1994. This is
an example of the way home economists perform language games, seeking to
legitimate the field by the use of socially fashionable terminology. Of course home
economists are not the only profession to use such tactics. Yet, it could be argued

18

There were 561 respondents in the survey.
The thirteen names listed in their order of preference are: 1. Home Economics; 2. Human
Resources and Family Studies; 3. Human Resources and Consumer Services; 4. Family and
Consumer Resources; 5. Family Resources and Consumer Services; 6. Family Studies and Consumer
Services; 7. Human Resources; 8. Consumer and Family Resources Education; 9. Human Ecology
and Resources; I 0. Family Resources, Consumer Services, Nutrition and Education; II. Family
Resources, Human Services and Education; 12. Human Ecology; 13. Child and Family, Food and
Nutrition, and Home Economics Studies (Shipley, 1989:23).
2
° For example, the 'home economics' strand of the Bachelor of Health Science at Queensland
University of Technology was changed to 'family and consumer studies' in 1997, following a
precedent set by Deakin University in 1996, who responded in tum to similar changes in American
and Canadian institutions.
19
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that other fields such as mathematics and science have not been compelled to play
such games so often with so much at stake.

The historical origins of the subject, with concomitant language issues, serve as just
one example of how home economics remains 'unfinished' - with all the possibilities
and problems this entails, including its complicity with the politics it struggles
against. Yet home economics has been described as problematic for more reasons
than this. Henry (1989), for example, identified seven factors which encompass the
problematic nature of home economics: historical context; various interpretations;
low status; practical nature; gender bias; values position; and relevance. Building on
this, I added (Pendergast: 1991; 1992; 1995a; 1995b) several other factors: theoryversus-practice dichotomies; research void; name and terminology perceptions; and
political non-involvement, along with the argument that these are symptoms rather
than problems. Siedle (1993) also identified many of these 'problems' in developing
a strategic plan for the advocacy of home economics on behalf of the national
professional association for home economics in Australia. However, it is not these
factors that are the problems of the field per se. Rather, these are the manifestations
of a more encompassing, all-consuming problem -the location of home economics
and home economists within a broader field of education, health, business, industry
and consumer-related knowledge.

While home economics is neither static nor

'condemned' to a reactive role within this order of power/knowledge, it experiences
more repression than invitations to lead in such an orde2 1• Thus home economics
continues to be depicted, and to depict itself, as a marginal site of knowledge
production.

2.1.5 What is to be learned?

What is to be learned in home economics? Certainly, much research criticises the
knowledge of home economics. Perhaps the most vociferous critic with regard to the
educational value of home economics for students and what is to be learned is Dena

21

See Grumet (1988) for a rationale for this positioning, based on the trivialising of women's work.
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Attar (1990). Attar's publication Wasting girls' time: The history and politics of

home economics contains a scathing commentary on the contribution of home
economics education within the British education system. She argues that home
economics fails to offer a legitimate field of study and reinforces the marginalisation
of women in society through the subject matter selected22 • The book sent shock
waves around home economics professionals world wide, and these were felt
particularly strongly in Australia, due to the origins of the field being closely aligned
to the British model. Local researchers took up the comments and have used many
of the criticisms to consider what is to be learned in the subject.

Within the Queensland context, Patricia Eiby (1989) undertook research to determine
the potential value to students from the study of home economics. She compared
differences between students who had studied home economics and those who had
not, in terms of students' perceptions of their competencies in life skills. Through the
use of statistical analysis, Eiby argued that home economics students have enhanced
perceptions of their abilities related to life skills, compared with students with no
home economics education. Of course, this is a classic example of the circular logic
of escaping marginalisation through research that uses as its referent another
marginal area- that is -life skills.

A further study of home economics education in Queensland was commissioned and
undertaken by the Board of Senior Secondary School Studies in readiness for a
revision of the Senior Syllabus in Home Economics23 (BSSSS, 1989). This research
included data from many of the stakeholders of home economics education,
including male home economics students, female home economics students, home
economics teachers, principals and guidance officers.

The research provided a

comprehensive and often contradictory version of the vocational and other benefits of
the subject, including the reasons for choosing it, how the subject has measured up to
expectations, strengths and weaknesses, and so on. The findings of the survey, as
22

Such views work out of essentialist notions of 'woman' and are couched in modernist views and
approaches.
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documented by Pendergast (1991 ), revealed that the main reason students selected
home economics was for the practical skills component, which is perceived to be an
important contribution to their future life roles. For girls, it was indicated that this
was in readiness for unpaid work, while for boys, paid work was emphasised (for
example becoming a chef). However, after participating in the subject, students
considered there was inadequate time to develop the skills they desired and thus the
common recommendation for improving the subject was the removal of some of the
'theoretical' components to be replaced with more 'practical' skills. This suggestion
was also supported by home economics teachers. However, it was noted that such a
shift would strongly reinforce the stereotypical images of the subject as 'cooking and
sewing', which in the context of the feminisation of the subject reinforced its
negative image and low status.

Here again is manifested another problem of

circularity where the solution gives birth to the problem.

When compared with other subjects, it was suggested in this same study that home
economics was perceived by non-home economists to have very low status and
value. Recommendations for addressing this concern included emphasising career
opportunities and encouraging a greater number of males to become home economics
teachers in order to act as positive role models for male students. The flow-on from
this was seen to be that boys be encouraged to study the subject, and this would lead
to an enhancement of the image and the status of the subject24 •

Further, the image of 'cooking and sewing' and the concern over the name of the
subject and the use of other terminology uniquely defined for use in home
economics, led respondents to the conclusion that there were unresolved gender bias
issues in the field. Comments across the spectrum of respondents revealed a range of
opinions on the suitability of the subject for males and females, as well as the
practicality of encouraging males into the field. For example, concerns were raised
about the lack of male teachers and male-oriented teaching resources. There were

23

The survey was administered to all senior high schools in Queensland (285) with a 61.8% (176)
response rate.
24
This is an example of what was earlier referred to as a 'circular' legitimisation strategy.
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comments by male students which suggested they saw themselves as pioneer-like,
challenged into engaging in a subject where females are preparing for their future
domestic roles. Recommendations included the de-feminising and masculinising of
the subject to make it inclusive of both male and female students. Moreover, strong
recommendations were made by some to remove it from the school curriculum. The
predominant theme throughout the discussions seemed to be that home economics
remained too gender-specific, catering too exclusively for females.

A similar but more recent study by Jones (1994) undertaken on a national basis,
attempted to provide an account of what was happening in home economics in the
secondary curriculum across Australia.

Over one thousand respondents - home

economics teachers, students, parents, principals and representatives of school
curriculum committees - were surveyed about the value, roles, purpose, curriculum
and contribution of home economics. Of two hundred and fifty three (253) parent
respondents, the key terms essential, necessary, important, fundamental, vital,
invaluable, emerged to describe the knowledge and skills parents see home

economics providing.

From students' points of view, the most frequently cited

reasons given for valuing study in home economics were that it was enjoyable,
interesting, exciting, challenging, relevant, and useful. Furthermore, students said

they found it less stressful than other subjects because of the way it was being
conducted, while not being a bludge (Jones, 1995). Some reasons students gave for
not choosing to study home economics included that: it did not fit their study
program; it had already taught them enough in previous years; it did not fit into their
career path; it was common sense; and that it was stereotyped by boys as 'girl's stuff
(Jones, 1994).

Home economics teachers were asked to comment on the future directions for home
economics. A summary of the directions most frequently advocated included: the
maintenance of a survival/life skills approach; to ensure the practical does not
become subservient to the theory; to become vocationally oriented, particularly in
hospitality, tourism and child care work; and to move the focus of study from the
home to the wider world of industry and commerce (Jones, 1994:46). As an outcome
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of this extensive project, Jones (1994:54) proposed three possibilities for the future
directions of home economics in Australia. These are:
•

possibilities lie in recalling that home economics has its roots in concern
for the vulnerable in society, including the young and the elderly, the poor
and the dispossessed, the neglected, and - above all - women;

•

possibilities lie in recalling home economics has a history of interest in
the education of women; and

•

possibilities lie in recalling the reconceptualisation of home economics in
terms of critical social science.

These possibilities begin to make the shift to the sixth theme evident across the
research literature, that is, the emergence of social justice agendas for home
economics.

2.1.6

Social justice agendas and home economics

Social justice issues have increasingly found their way on to the education agendas of
the 1980s and 1990s. In particular, girls have increasingly become the focus of
educational equity policies and initiatives with various projects conducted, for
example the Project of National Significance in the Education of Girls titled "Private
Lives and Public Domains", funded by the Department of Employment, Education
and Training.

In this project, Smit (1991) examined the potential of the home

economics curriculum for broadening girls' post-school options. Home economics
was selected for investigation because of the existence of gender issues associated
with the curriculum area which had not previously been the focus of gender work.
The most significant finding of the project was that home economics can improve
girls' post-school options. Drawing on this data, Kenway (1993) explored the notion
of home economics as an inclusive curriculum, focusing on the possible contribution
of home economics to the education of males and females, in addition to its role in
enhancing girls' futures.

Kenway emphasised a need for demythologising

patriarchally approved structures of society, and suggested there was a need to
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undertake this challenge through the development of strategies to revalue
traditionally undervalued outcomes (Kenway, 1993).

Further research into a reconstituted home economics inclusive of a social justice
agenda was undertaken by Margaret Henry (1989; 1991; 1995), who investigated the
many interpretations of home economics by applying as a conceptual foundation
Habermas's Theory of Cognitive Interests. This critical framework was utilised in
order to determine how home economics could be interpreted from a technical,
practical or an emancipatory orientation, and how particular approaches to the field
could transfer it to the more desirable 'emancipatory' approach, reflecting a shift to
social justice agendas.

Henry's (1995) doctoral dissertation proposes a possible

definition of 'well-being' -which is a descriptor commonly used in relation to home
economics. In this work, two theoretical positions about well-being were mergedthat of critical theorists (and particularly Jurgen Habermas) and that of feminists.
The two theoretical positions were con:flated in an attempt to "establish a definition
for well-being that might provide a way forward for the latter part of the twentieth
century" (Henry, 1995:2). This led Henry to argue that home economics as a field of
study can facilitate emancipatory education and thereby fulfill social justice agendas.

Similarly, social justice imperatives are evident in research by Burke and Pendergast
(1996).

We report on current thinking and attitudes of home economics tertiary

students, secondary home economics teachers and graduate home economists in
industry towards the home economics profession and the professional bodies which
represent it.

Findings of this research, based on focus group methods, indicated

several major themes regarding the nature, purpose and direction of home economics
in terms of relevance and application, diversity, and the need for greater
professionalism. With regard to relevance and application, it was found that home
economics has a high degree of relevance for all due to its focus on daily living and
well being. The study of home economics was seen to develop knowledge, skills and
processes which are transferable from paid to unpaid work settings. With regard to
the significance of the diversity of the field, it was found that the strengths and
weaknesses of the field of home economics are its diversity, which provides both
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difficulties and opportunities.

Home economics graduates are seen as supenor

because of their diversity of knowledge and skills, communicative confidence and
skills, scientific knowledge, process and literacy. In the final theme, that of the need
for greater professionalism, four major issues were mapped by Burke and Pendergast.
These are:
•

Home economists need to address areas of inequity in the social order, as
well as within the field itself. It was seen as a powerful yet under utilised
tool with which to address social justice issues.

•

The professionalism of home economics was open to serious questioning,
due to the lack of a common philosophical basis for education, and the
need for greater commitment to research and higher education.

•

There was a need to establish stronger links between home economics
education and employment options, and to promote this knowledge.

•

The professional bodies representing home economics need a clear,
unambiguous and uncluttered goal. They should focus on enhancing the
profile, encouraging higher education and professional development,
lobbying and maintaining the quality and integrity of home economists.
(Adapted from Burke & Pendergast, 1996:19-20)

Again, this research highlights the greater significance, in recent times, of social
justice agendas and their relevance to home economics in-as-much as it reads home
economics as a site for social production and reproduction of identity, advocating a
more overt political role for home economics.

2.1.7 Initial and tentative 'experimentations' with post theorising
There is a slow emergence of theorising and research in and about home economics
which steps beyond the confines of positivist and critical conceptual frameworks.
This theorising offers new perspectives and directions for the field. To date, little of
this work has occurred in Australia. However, its impact is beginning to be felt at the
local level.
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There is some research in the Queensland and Australian context which has
attempted to step beyond the essentialist approaches. My own work (Pendergast,
1991; 1992; 1995a,b) investigated the relationship between language, social
institutions and individual consciousness, and how this was reflected in subject
positions adopted by horne economics educators in secondary and tertiary education
sectors in Queensland.

This deconstruction of horne economics utilised

poststructural theory presented from a feminist perspective (eg. Weedon, 1987). The
research integrated a number of separate studies. The major study drew upon over
one thousand pages of transcript from a conference of over one hundred horne
economics educators debating the future of the subject in secondary schools. It also
analysed three of the most commonly used textbooks in Queensland schools, along
with transcripts from a number of audio taped horne economics classes, a survey to
all undergraduate students studying tertiary horne economics in Queensland, and
focus group discussions with undergraduate students, to provide a reading of horne
economics as a cultural site. This study searched for specific forms of discourse
which framed pedagogy, and these were broadly categorised as subject positions with three distinct positions being located.

These were characterised by the

descriptors: traditional; validator; and gender magnanimous. This project argued
both a critical point (that horne economics was overly dependent on appropriating
masculinity) and at the same time celebrated horne economics as a women's field of
knowledge 25 • After locating the subjectivities argued as emergent in the discourses,

25

These views reflect the first two in the three tier approach to feminist struggle as conceptualised by
Davies (1989). This approach employs the principles of Kristeva and Moi, and Davies (1989) has
argued the importance of a three tiered approach to understanding the usefulness and potential of
feminist theory. In a sense, this three tiered approach can also be used to represent the historical
evolution of feminism in three overlapping generations:
1.
the fight for equal access to the male symbolic order;
2.
the rejection of the male symbolic order and the celebration of femininity;
3.
the rejection of the male/female duality.
The first tier aims at providing females with equal access to the male symbolic order which is
characteristic of patriarchal society. It does not question the existence of male female duality, but
assumes the legitimacy of its existence. In this way, women are expected to become empowered
through the adoption of masculine identities. The second tier offers a route whereby women celebrate
femaleness and reject maleness. As in the first tier, this option assumes the existence of patriarchal
society which maintains the social order of gender, reinforcing the male/female dichotomy of
essential difference. The third tier presents a strategy which does not have the patriarchal principle of
male female duality central to its formulation. It rejects the assumption that there is an essential
difference between men and women which cannot be accounted for through discursive and textual
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the impact of such discourses on the marginalised position of home economics within
patriarchal society were considered.

This research highlighted the need for a

comprehensive deconstruction and subsequent reconstruction of the subject- in order
to retain a place in the education of students. According to this approach, it is only
through rejection of male/female duality, or in Davies' (1989) terms, a shift to the
third tier of feminist thought, that advocacy strategies become genuinely enabling.

Two Canadian researchers who are currently challenging the confines of essentialist
thinking in home economics are Peterat and Khamasi (1995). Working together,
they have utilised what they describe as 'postmodem sensibilities' (1995:5) in order
to critically read philosophically divergent home economics curricula in Canadian
provinces. The purpose of their work is to raise questions about the ways home
economists think of home economics curriculum in postmodem times, and questions
the form and place of curriculum documents. The outcome of their work is
summarised in the following statement, where they urge a change to the way home
economists develop their curriculum:
We identify greater urgencies in strengthening home economics curricula than
a unified conceptualisation, and suggest re-readings of perennial problems
which have paralysed home economics practices in recent years. Thus, we
propose that disarray of curricula may hold many positives in the postmodem
times. (Peterat and Khamasi, 1995:4)
This perspective insists on the values of postmodemism as a mode of thought, one
which reinforces the notions of global plurality of competing subcultures where no
one ideology or episteme dominates (Slattery, 1995). As Doll (1993:251) describes

this imperative to postmodernism, it is mobilised by a desire to promote the notion of
a multifaceted matrix to be explored, rather than a linear trajectory nor as a course to
be run. Brown (1993) has alluded to this in her understanding of one of home
economics' grievances, noting a reluctance on the part of many professionals to be
publicly self-reflective about their own concepts and beliefs together with the
assumption that any self-interpretation ofhome economics is final.

practices through which the constructs "male" and "female"are established and maintained as

40

Eyre (1991) has also called attention to the absences, the silences, the hegemonic
values contained in the curriculum in Canada, describing home economics curricula
as "sexist, classist, racist and heterosexist" (p.1 03 ).

In response to this, Peterat

(1993) and Smith (1993, 1995) have advocated a 'global perspective' for home
economics education, and have undertaken some action research projects which
document the effectiveness of such an approach. Smith (1993: 1) explains that global
education acknowledges the increasingly interconnected, interrelated, global nature
of the world we live in and encourages learners to:
... know the relationship between knowledge and power, know the
interdependent, interconnected and interrelated nature of the world and their
place in it, know their histories and experiences matter and that the world is
not reducible to knowledge, and know what they say and do can change the
world. They see themselves in the global interdependent world, in relation
with the world, where harmony and stewardship are essential for survival.
From the action research project, Peterat (1993) noted that the most frequently
recommended student activity for achieving a global education learning was
research. She argued that home economics global education could be distinguished
from other discipline global studies by its focus on "families and individuals in
understanding implications and consequences of larger realities and policies; and in
viewing families as a locus for action within families and in the larger society"
(Peterat, 1993 :6). The approach taken by this research to developing this global
curriculum was described as collaborative. The major issues argued potentially to
threaten its effectiveness were the political effects of dominant ideologies such as
patriarchy, individualism and capitalism which were held to work against the key
values of global education such as equity, food security and fair resource distribution
(Smith, 1995). Interestingly, this reflects another of Brown's (1993) 'grievances',
namely the apolitical orientation of members of the profession. Brown argues that
home economists should become politically informed and active, both involved
actively in politics and utilising informed politics in the classroom (1993:483-484).

fundamental structures of society.
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No other work of re-searching home economics through a postmodernist lens exists
currently, beyond these very tentative steps.

2.1.8 The difficult relationship of feminism and home economics
As constantly highlighted in this chapter, the ongoing concerns of home economics
are embedded in the historical origins of the field. The origins of this field link it
initially with the preparation of women as domestic servants and later as
homemakers.

However, the woman considered to be the founder of home

economics, Ellen Richards, was a critic of the early feminist movement, and
expounded an antipathy to feminism (Ehremeich & English, 1978). Regardless of
this perspective, almost all home economics practitioners are female, with a
significantly higher ratio of females choosing to study in the area beyond compulsory
years. As a result, the field of home economics is gendered in a way that appears
fundamental and foundational, and in ways that militate against achieving high status
as a site of Western knowledge production.

The importance of adopting a feminist stance for interrogating the field seems
undeniable, and increasingly theorists in home economics are adopting such a
perspective (Peterat, 1990). Support for this is easily found in the wider academic
community. For example, Greene suggests that:
Women's lives have far too seldom been used as starting points for research;
and to use them as a basis for criticism of certain dominant knowledge claims
usually oriented to the lives of men might well correct a number of distortions
and partialities of focus. (Greene, 1994:453)
Grumet (1995:36) has explored the relationship of education and reproduction to
build "discursive bridges between home, where we were children and raise our own
children, and school, where we work with other people's children". The rationale for
this, as previously outlined in this chapter, is that education is structured around
men's experience, ignoring women's experience as a legitimate base (Grumet, 1988).
Grumet explores the maternal role of teaching and looks to the contradictions
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between reproduction and patterns of gender identity as a space for exploration and
transformation.

However, the relationship between home economics theory and research and feminist
theory and research is not an easy one with the relation between the two "during the
past two decades at times angry and antagonistic" (Peterat, 1990:33). In an address
to the Fourth Women and Labour Conference held in Brisbane, Pixley (1984) argued
that through the study of home economics, traditional stereotypes will be reinforced.
She stated that "the old message will be reinforced, woman's place is in the home,
ensuring that their families are 'eating right' whilst they 'put a smile in their voices',
under the tutelage of a home economist" (Pixley, 1984:427). For Pixley, clearly an
undesirable positioning of woman against woman! On the other hand, there are some
who argue that home economics has always been feminist in its conceptions, but that
mainstream feminists have been reluctant to ally themselves with the field because of
their naivete about it, based upon stereotypical perceptions. For example, Thompson
(1997:10) argues that:
. . . feminists might find it hard to accept that home economics poses a frontal
challenge to the hegemony of patriarchal thought, social organisation, and
control mechanisms from a family perspective. Yet it does.
There have been few attempts by (non-home economist) feminist historians and
philosophers to explore this idea more fully. Thompson (1997:11) explains that it
'has fallen outside' their interests because home economics "stands in its own
historical space as a coherent epistemological and ethical system that emphasises
praxis". However, there are several internationally prominent home economists who
have contributed to a growing feminist critique of home economics including Badir,
Thompson, Peterat, Pendergast and more recently Henry. In particular Thompson
(1995b), through what she describes as bringing home economics and feminism into
dialogical relation, has the following view:
As a feminist and a home economist, I find feminist theory helpful in
explaining our present position. Our devalued, privatised, invisible world, the
"oikos" became a private sphere. The very thing that has happened to women
in general has happened to home economists particularly, and even to home
economics as a profession. (Thompson, 1988:11)
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This view arises out of her work (Thompson: 1986, 1988, 1990, 1991, 1992a, 1992b,
1993a, 1993b, 1995a, 1995b) developed and articulated, since 1985, in which she
explains the devaluing of home economics in society. She identifies two spheres in
society known as the Hestian and the Hermian paradigms. This theory emerges from
Greek mythology, and has as an assumption the ordering of society as Hestian- the
centre of the home or the private sphere linked to women; and Hermian - the work or
centre of public life linked to men. Thompson argues that because home economics
is associated with the Hestian sphere it is devalued in society - the hermian public
sphere is the world while the hestian private world is something else, the 'other'.
The model therefore proposes a duality of systems within which, inscribed by
patriarchy, males and females have been differentially valued and empowered
(1995a).

Thompson has come in for some strong criticism for reinforcing dualities, and for
oversimplification of contemporary society (Brown & Baldwin, 1995) by insisting on
the comparison with ancient Greek society which is acknowledged as being
comprised of more distinct public and private spheres than contemporary societies.
By way of addressing such criticism, Thompson has recently reconceptualised her
theoretical model (see Thompson, 1995a; 1995b), suggesting it be utilised as a
perspective that "goes beyond gender to make activity in both domains equally
respected and recognised as equally valuable for society" (Thompson, 1995b:55).
The problem with such an approach remains that any binary formulation such as
private/public or hestian/hermian, must privilege one sphere or domain, whatever the
intention to 'balance' them. Nevertheless, Thompsons's work goes further than any
other in highlighting some ways in which feminism offers an empathic reading of
home economics.

Latterly, Thompson has urged that a way forward for home economics research is
through reflexivity, defined for Thompson's purpose by Wilkinson (1988:493) as
"disciplined self-reflection". Lather goes further in unpacking reflexivity explaining
it is "thinking about the things we think we can't think without" (MeWilliam, Lather
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and Morgan, 1997: video segment). This 'reflexive home economist' position is
necessary because "Home economics must be reconciled in some way with women's
history, feminist history, the history of science, and the history of education"
(Thompson, 1997: 11 ).

Badir (1990:98) was one of the first internationally recognised home economists to
challenge home economics to consider the links between home economics and
feminism.

She lists five issues of feminist relevance which she believes home

economists must deal with. They are that:
1. home economics is female intensive;
2. home economics is embedded in the context of the family;
3. home economics is seen as a suitable "science" for women;
4. home economics is losing ground;
5. home economics has been accused, by feminists, of holding women back.

Each of these issues presents a challenge to home economics as a subject, and home
economists as practitioners, but there are few willing to deal with the enormity of the
challenges this raises. One of the disincentives is a lack of understanding of the
many possible interpretations and approaches to feminism. Given that the breadth of
feminist work is unknown to many, feminism is seen as an essential position, and a
threatening one. Particularly threatening is the perception that adopting feminist
values means the individual is regarded as being a lesbian, with lesbian in tum
incorporating dysfunctional 'non-feminine' values and characterisations.

Contrary to this media-inspired perception of 'essentialised' feminism, there are
many different forms of feminist politics based on the various possible perceptions of
relations between men and women. These range from socialist to separatist and to
Marxist, to liberal and humanist, and to poststructural and eco-feminist. Each form
of feminism subscribes to differing views of the nature of power and social
relationships existing between the sexes, and consequently has different goals,
methodologies, values and theories, so that, while the purpose or goal of feminism,
as explained by Weedon (1987:1) is" ... a politics directed at changing existing power

45

relations between women and men in society", this does not collapse into a 'one size
fits all' position.

It is important that the links between home economics, feminism, and also the

family, are not regarded as trivial (Peterat, 1990), particularly if home economists
accept the idea that

"(t)he central focus of home economics education is the

wellbeing of families and individuals in their everyday activities" (Curriculum
Corporation, 1996:3). Given the historical origins ofthe field of study and its legacy
about the 'appropriate' preparation of women for their future life roles within
patriarchal society (Apelt, 1989; Badir, 1990; Bielski, 1987; Logan, 1981; Meighan,
1981; Pendergast, 1991; Reiger, 1990) as well as its focus on optimising the
wellbeing of individuals and families, home economics remains ripe for criticism
:from feminists. Indeed, as Smit argues:
Without doubt, one of the greatest challenges to home economists is that
being raised by the women's movement ... At the centre of the antagonism
between both feminists and home economists appears to be the issue of the
"family". (Smit, 1991: 11)
'Family' is an issue for feminists given that it can be used to 'depoliticise' broad
social movements and to stereotype 'appropriate' ways of conducting social life. For
example, one of the points of discussion that is often raised is that of women and
work, both paid and unpaid. Some feminists have argued that:
... women today are still largely socialised in a manner that sees housework
and associated family responsibilities as principally a female area.
Accordingly, the majority of Australian women conform to a lifestyle that
involves prolonged periods at home. (Draper, 1989:85)
For this and other reasons feminists have been critical of 'family' as a discursively
organised site of social production. For many feminists the family may represent the
most oppressive force of patriarchy, designed by men to keep women powerless. For
some, the family represents the power difference between men and women, with
sometimes physical, social and economic dependence of women on men. For some
critics, the family develops learned helplessness and a dependency in otherwise
independent, functional individuals (Pendergast, 1996b).
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The links between the purpose of home economics (ie. to optimise the wellbeing of
individuals and families) and the questions feminism raises about families, opens
many challenges for home economics theorists. It can be seen through the emerging
research that feminist awareness of issues around gender and social justice and the
social construction of knowledge has been a catalyst for more reflective and critical
research into home economics (Apelt, 1989; Badir, 1990; Thompson, 1988). In
recent work, Thompson (1997:10) proposes that the work of Offen (1988) may "hold
the key to reconciling home economics and feminism". Thompson explains how she
believes the approach suggested by Offen (1988) may be useful, linking this with
home economics:
She [Offen] believes we must take the initiative to reshape the world to our
own purposes by 're-thinking' the male dominated family and its politics in a
way that incorporates, rather than excludes, the sociopolitical aspects of
women's experience. She challenges feminists to reappropriate the relational
path of our intellectual heritage. When they do, they must sooner or later
refer to the work of home economists, past and present ... .In reclaiming power
of difference, they will see home economics in a new light and weave its
history - without dissembling, distorting or redefining it - into the total
tapestry of women's history to disclose its emancipatory, liberatory feminist
potential. (Thompson, 1997: 10)
However, to date, the epistemologies which feminists have brought to bear in home
economics research have relied upon a particular sort of dialectical reading which
inevitably locates home economics as symptomatic of 'the problem of patriarchy'.
This approach reinforces those binary formulations which see the private world as
'home' and the domain of women, with family the responsibility of women. In this
way, home economics has nowhere to shift to, but remains trivialised, condemned
forever to rail against the rationality of patriarchy.

The theoretical tools for

reconstituting home economics as pedagogy of possibility have proved to be
inadequate to push beyond this conundrum.
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2.2

The need for a shift in the 'body' of home economics research

Almost all of the home economics research works within the parameters of
essentialism with a modernist philosophy at their core, and this view is supported by
other writers in the field as indeed being the trend. The need to shift beyond this
restrictive lens to avoid the trap of conspiracy theories of patriarchy which is evident
in the work of others underpins the rationale for the epistemological shift made in
this research.

As is evident from the literature review, many of the trends, grievances, concerns whatever one chooses to call these - about home economics, emerge from its origins
and purpose as a field for the study of the private domain with a focus on 'women's
work' in the unpaid sphere of the home 26 • It is located in the least desirable of the
dualities presented within modernist frameworks and understandings.

Feminist

attempts at addressing the concerns have been unable to step beyond these limitations
because the sort of feminist theorising being brought to bear on research in home
economics to date utilises conceptual tools which provide essential readings of
'woman' as other. Such theorising tends to 'fix' knowledge and bodies by using the
essentialist categories of gender (male/female) and of the materiality of gender.
Humanist accounts of pedagogy in the classroom fail to speak sufficiently about the
sexed body of the teacher and learner and how notions of what is 'normal' are
performed out of these bodies in ways that are not simply 'outside' the curriculum
but ARE the curriculum. Thus it ignores almost entirely the embodied nature of the
pedagogical work itself. 'Body' is rendered the excess baggage.

It is imperative that home economics research work on behalf of women, for all of

the reasons which have been previously documented. However, it is my argument
that a shift in the epistemological terrain of the research itself is well overdue, given
that feminist research as a modernist project offers nothing new for home economics
as a site of knowledge production.

26

See for example Thompson (1997); Grumet (1988).
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2.3

Summary

This chapter has recounted the key theoretical positions in the field of home
economics in Queensland through the identification of eight major trends.

In

addition, the 'grievances' which Brown (1993) has identified as experienced by home
economists, either in their comprehensive sense or part thereof, have been seen to be
integral across the trends. Brown's suggestion that these are international grievances
certainly appears to be borne out in the home economics literature in Queensland,
Australia. What follows is an attempt to work beyond grievance in a way that
acknowledges repression without insisting that it is the only possible outcome for
home economics teachers and students.
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CHAPTER3

Body subjects -From modern to post-modern
concepts of the body

There is no one truth, says the postmodernist voice. There is no single
monological description of physical or human phenomenon. To recognise
this is to become awake to the processes of our own sense making in a
radically different way: to question technical and specialised authorities, to
engage with intensified awareness in acts of becoming different, acts of
redescribing and redefining ourselves and our contacts with the world.
(Greene, 1994:440)
As was indicated in the previous chapter, the need for reconfiguring an approach to
studying home economics is championed by Marjorie Brown who is viewed by her
contemporaries as the philosophical voice of the profession of home economics.
Brown (1993) argues that this field of study and the research and theorising
associated with it has unquestioningly adopted the traditions of modernity, with
individualism and empiricism as foundational assumptions and that, as a
consequence, the subject has become 'clouded', but not in ways that might be helpful
to the pedagogical processes of home economics. Brown (1993) along with Grundy
and Henry (1995), urges home economists to step beyond modernist conceptions and
to re-think thinking about home economics. In support of this plea, Me William
(1993:203-4) insists that it is important for educationalists more broadly that
"potentially transformative education research be forthcoming to challenge
traditional research practices" as they are applied to pedagogical analysis and this
includes "more methodological 'risks', more eclectic research models".
theoretical terrain mapped here responds to such a challenge.
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The

This chapter develops an understanding of the thinking about human 'being' which is
used to inform the non-traditional research approach taken in this study. It traces the
shift from modernist to post-modernist thinking in terms of changing conceptions of
the body from 'humanist' to 'posthumanist'. This shift signals the exhaustion of
Enlightenment epistemologies and their theorising of pedagogical phenomena 1• It is
not that such approaches have not built up a useful share of knowledge about
pedagogical processes; it is simply that 'new sense' needs to be made of such
processes, and this is only made possible through new ways of thinking about the
nature of phenomena under study. It is how a posthumanist conception of 'body' can
be used to interrogate the home economics teacher as a 'body of knowledge' which is
of interest in this research. This allows 'materiality' of teaching of pedagogy itself to
be brought forward for scrutiny as something integral to, not separate from, home
economics curriculum.

3.1

The disappearing body - A humanist perspective

Modernity2 is characterised by research as a secular humanist engagement with the
world in which philosophers develop objective science and universal morality and
law through a fundamental belief in human rationality.

Here, the individual is

'knowable' by applying universal 'truths' (Hatcher, 1993). This 'truth' is formulated
in a discourse of binary oppositions such as male/female; mind/body; science/nature;
objective/subjective, which inevitably privileges one binary element over the other.
In the mind/body duality, 'mind' is the privileged binary, making the 'body'
1

For a full discussion of the epistemological shift from modernity to postmodemity in educational
research, the work ofThomas Popkewitz (1997a) provides an accessible and thorough account.
2
Modernity is recognised historically as emerging in the aftermath of the revolutions from about the
seventeenth century onwards (Heller, 1990). It is a period of Enlightenment with a "vision of a
peaceful world governed by scientifically oriented sweet reasonableness" (Agassi, 1992:214).
According to Sztompka (1993:71-3), there are some general features which typify modernity. These
are: individualism - the belief in emancipated individuals who are self-determining and responsible for
their success and failures; differentiation - the advent of a growing number of specialised, narrowly
defined features in for example, employment; rationality - the notion of the bureacracy as central to
organisation, with science in a privileged location; economism - the domination of social life by the
economy; and expansion- the notion of progress and a world view. As such, modernity is the era of
essentialist thought typified by a grand or meta-narrative. Further, the Latin origin of the word
'modem' is 'modo' which means 'just now' (Appignanesi & Garratt, 1995).
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disappear and become the 'Other' to the mind (Vick, 1996) in the same way that
critical analyses have made home economics Other to valued school knowledge.

Jenks (1996) explains that modernity has a strong foundation in Enlightenment and
emancipation which emerged from a sense of 'progress' underlying the modernist
conception. In this way modernist thought:
... gave rise to a confident cultural attitude of 'being in control' This was a
control based on: the possibility of objective knowledge through rational
process; the primacy of centred, communicating selves; and the conviction
that difference was reconcilable through analysis and discourse. Such bases
ensured that the ensuing attitude was both sustaining and comfortable. This
attitude was deeply rooted in the necessity, the viability, and the moral
certainty of 'progress'. (Jenks, 1996: 16)
This notion of 'progress' in modernist thought presumes the inevitability of
improvement in the human condition (Gastil, 1993; Lyotard, 1993). In this sense,
progress acts as the unifying thread of modernity (Pillow, 1996) through which "... a
whole set of cultural configurations, [are] established under modernity's motif of
'progress'" (Jenks, 1996: 18).

One of the major forms of intellectualising of the modernist era is structuralism.
This is described as "the idea of a system: a complete, self-regulatory entity that
adapts to new conditions by transforming its features whilst retaining its systematic
structure" (Gibson, 1984:12). The theory of structuralism3 evolved from the apriori
assumption that structures exist in society. This theory looks for models which are
there and constructs the world through these existing configurations. This approach

3 According to Gibson (1984) structuralism is a theory and a method which is characterised by six

basic idiosyncrasies. The first of these is a sense of "wholeness" - the notion that it is the large
collective, not the smaller parts which is determinate. The second is that "relationships", not things,
are the focus of structuralism. The third is "decentring the subject", that the subcomponents are
products and players of the larger system. The fourth characteristic is "self-regulation", the notion that
the system maintains itself and perpetuates its own survival. The fifth dimension is the "snapshot"
method. This is where a piece of evidence at one time is used to build a picture, in preference to
developing a picture over time. The final aspect is "transformation", the possibility for change.
Acclaimed structuralists include Saussure, Piaget, Althusser and Levi-Strauss. The education system
and policy making in general have been interrogated as 'rational structures' in modernist, patriarchal
society.
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typifies the way the 'Other' becomes located and understood as 'Othered', and hence
dominant paradigms become the hegemonic norm4 .

In more recent times, structuralists have been censured because they accept common
sense assumptions about 'society structure', that is, the approach constructs its object
of study by abstracting from the social practice and social context5 . The existence of
male/female duality is an example of an assumption of difference which works as an
underlying principle in defining a structural version of society as 'patriarchal'. This
structural naming acts as a regulator for determining appropriate practices for males
and females.

Recently, a number of feminist writers have argued that this structuralist model is "of
doubtful utility" for feminist politics (Fraser, 1992:55) - that there is a need to shift
beyond such traditions of modernity. One of the issues for such feminists is that
structuralism, when translated into policy, fails to engage with the materiality of its
subjects.

Pillow (1996:4) explains, for example, that the field of policy theory,

development and analysis can be viewed as the vehicle for achieving the political
project of modernism, and thereby leading to 'progress'. This is possible because of
faith in modernist claims of a highly rational, conscious mind of a knowing subject
who aims to achieve a better world for themselves and others. Pillow suggests that
"the political project of modernism is carried out through the construct of the
rational, caring, benevolent subject (or state) which situates an 'other' in need of
help" (1996:5). She argues this is true of policy, including educational policy, where
theorising through a rationalist perspective entrenched in modernist discourses and
practices is the norm. Such practice ignores the bodies for which they are intended.
Rather, such policy is concerned with the control, shaping and surveillance of
disembodied individuals at a macro level - there is an accepted lack of agency - a
4

For example, see Louis Althusser (1971).
For example, scientific knowledge constructs the world through structures - lists, equations,
formulas, theorems. These structures are given the status of truth and they are considered to be
scientifically upheld notions of the truth. Truth regimes work through power and knowledge thereby
identifying scientific knowledge as valuable knowledge and expectedly, scientific knowledge is valued
as high status wisdom. This in tum reinforces the "structural" approach to knowledge because it can
be defined and structured, it is considered to be valuable knowledge. The structuralist approach
therefore becomes its own greatest validator and reinforcer (Pendergast, 1996a).
5
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disembodied approach - in policy theory.

Pillow (1996:8) terms such policy

formulation a modernist approach to policy theory, development and analysis using
"naturally enlightened norms without bodies".

3.1.1

Humanist theory and the mind/body duality

As outlined in the previous section, the modern era has at the core of its social
scientific research a humanist project which holds that human nature has certain
essential and stable characteristics. The humanist conception of human 'being' is
that of an autonomous individual potentially fully conscious and capable of agency.
This is true of 'critical' structuralist conceptual frameworks as well as 'a-political'
analyses which work out of personality theories or psychological learning theory of
one sort or another. This human condition is evident in everyday life and is guided
by the objectivation of the self (Heller, 1990; Eckermann, 1997) and the
internalisation of social norms which are habitually reflected in social order
(Mestrovic, 1993).

Within this humanist framework, the modernist humanist 'personality' is typified by
the following 'progressive' traits. They:
•

are ready for new experiences, change and innovation;

•

are ready to form and hold views on a wide range of issues;

•

are oriented towards the present and the future, not the past;

•

have efficacy, in particular mastery over the natural environment and control
over social problems;

•

trust the regularity and predictability of social life;

•

have a sense of distributive justice;

•

are interested and place value in formal education and schooling; and

•

have respect for the dignity of others, including those of inferior status or
power. (Adapted from Sztompka, 1993:77,78)

6 Liz Eckermann (1997) describes the objectivisation process, illustrating this with examples of the

body of those who choose self-starvation.
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The resultant metanarrative is one of an autonomous, free-floating (disembodied)
individualism to which the researcher can apply universal ethical, social, and rational
principles which are intended to be for the good of society and individuals. This
conception of the human individual enables social order to be maintained through the
acquisition and living out of social norms. In its logic, all social phenomena are
available to be analysed in terms of individuals and their non-human environments
(Agassi, 1992).

The failure of this logic to take account of the bodies of human beings has been noted
by a range of authors (Brodribb, 1992; Shilling, 1993; Butler, 1993; Grosz, 1994;
Pillow, 1996). Pillow (1996: 13) explains that such logic frames human beings as
'disembodied' individuals who are:
... unreflexive about their assumptions, disclusive of subjects, and removed
from bodies in the sense of ignoring critical considerations of gender, race,
sexuality and class issues while at the same time objectifying and subjecting
bodies to simplistic discussions of gender, race, sexuality and class.
Further, the humanist perspective reinforces the marginalisation of certain groups
with respect to other groups, women for example being subordinated to men; blacks
beings subordinated to whites; and the reinforcement of dualities which ensure power
of one over another.

This humanist understanding informs much of the rationality which underpins the
way our society is constructed, including institutional education. Greene (1994:423)
for example, suggests that there is more or less "untroubled reliance on the paradigms
of mainstream science and the benign consequences that should follow from their
use" in the schooling system. Cleo Cherryholmes (1988) too points to some of the
common uses of metanarratives in the field of schooling including Bloom's
taxonomy (from 1964), and Schwab's paradigm of the practical (from 1972), arguing
that such normalising metanarratives currently form the foundation of major systems
and structures within schooling, including assessment systems.
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The way the truth about teaching gets 'fixed' by such metanarratives is evidenced in
a book edited by Turney (1981) entitled, ironically, Anatomy of Teaching. It boasts
that it is a comprehensive, up-to-date review of research about teaching and
education, incorporating and evaluating Australian and international studies, and
drawing upon major educational theories. And so it is, as a modernist picture of
teachers and teaching formulated within the modernist epistemologies. As expected,
it provides frameworks and structures, flow charts, maps and tables for understanding
the vast range of factors relevant to teachers including the contexts, concepts and
models, planning, skills, strategies, resources etc of teaching.

Working out of

process/product research underpinned by personality theory, the book has humanist
accounts of teachers at its core.

And this is typical of much contemporary

educational writing which builds on psychological theories and models of
personality, behaviourist or cognitivist theory. The fleshy 'anatomy' of the teacher,
however, as the embodied subject of research, is omitted. Nowhere is it made clear
that a teacher has been and continues to be7 'some body who teaches some body'
(Ungar, 1982:82).

The metanarrative teaching-and-learning of educational psychology has functioned to
legitimate educational theorising, acting as regulators of educational discourse,
maintaining the teaching/learning binary, and controlling educational objectives
(MeWilliam, 1996b), thereby acting as an institution of normative coercion (Turner,
1997).

Greene (1994:450) argues that it is only recently that such forms of

legitimation and control have begun to be challenged by new notions of
'performativity' or views of knowledge conceived as power.

This change m

epistemological orientation provides an opportunity for new reflectiveness m
educational research and theorising8 •

7

This is despite new communication systems where the teachers' body is clearly visible, rather than as
a non-entity when text books were the dominant form of communication.
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3.1.2

Home economics as a modernist construct

As was made clear in the previous chapter, literature relevant to home economics
research has relied heavily on modernist tools which continue to shape home
economics culture as a humanist enterprise. What is of interest for this thesis is what
it is that the humanist project has been unable to say about home economics as a
pedagogical site, and this focuses attention on pedagogical body subjects as the
'unsaid' of home economics research.

The most recent research in home economics indicates that a shift is being called for,
but not enacted. Brown (1993) for example, advocates a shift in research beyond
modernist parameters, but fails to do so in her own work, which draws upon Jurgen
Habermas' structuralist framework of communicative rationality.

Building upon

Brown's work, Grundy and Henry (1995) also utilise ideology critique (in particular,
Habermas's Theory of Cognitive Interests) as a conceptual framework for the
development of a 'critical' theory of home economics.

This is the most recent

theorising in the field. In this work, the three knowledge-constitutive interests of
technical, practical and emancipatory interests are applied to various approaches to
home economics to "explore grounds on which claims for legitimacy of the subject
can be made" (p.283). However, gaining legitimacy depends on working within the
constraints of binary oppositions, a dialectic tradition which moves to fix identities
and outcomes. Indeed, Habermas "explicitly divorces" himself from postmodernism,
retaining his concern for "rationality, universality, and the likelihood of rational
consensus" (Greene, 1994:440; Mestrovic, 1993).

Grundy and Henry (1995) argue that the variety of definitions of home economics
represent varying epistemologies which, in tum, represent fundamental orientations
towards being human. They go on to urge a move towards the 'higher ground' of
emancipatory interests, which is:
... concerned with confronting issues of power and domination, and with
empowering individuals and groups to act with autonomy and emancipation.
Emancipatory knowledge seeks to break through the hitherto taken-for8 The work of Hamilton and Me William (in press) provides a thematic coverage of the pedagogical
diaspora of teaching through a revisit of research on teaching over the last forty years, outlining the
emergence of this shift.
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granted view of the world and moves towards a freedom which neither the
technical nor the practical interest allows. (Grundy & Henry, 1995:282)
This approach was suggested by Baldwin (1989) who argues there are three ways in
which home economics can become emancipatory: to promote enlightenment; seek to
empower students; and have an overall goal of emancipation of those whom it serves.
Although this is the most innovative work to date in theoretical research in home
economics, this research remains caught within the humanist metanarrative which
position the researcher as hero, ideology critique as theoretical saviour, and the
teacher as actual saviour - a redemptive enterprise (Popkewitz, 1997). In the light of
what has been argued as a 'humanist' project, this work is very clearly embedded in a
vision of a new pedagogical order which is not characterised by an epistemological
break with modernist rationality.

In response to the call from Brown (1993) to re-look through postmodernist lenses
(and for the reasons indicated as the limitations of the modernist project), this
research works to locate a space outside the frame of modernist research theory and
methods in undertaking educational research in home economics.

The research

recognises the need for a shift in epistemology by focusing on the body as privileged
in home economics as a pedagogical culture. This is an interesting shift in that the
field of home economics is already concerned with the body - in quite explicit ways.
The nutrition, dress, management, health and so on of the body - as well as the
'mind' -are recognised as essential areas of attention in order to achieve the accepted
purpose of home economics, that is, to optimise the well-being of individuals and
families. This demands transcending the modernist dualism of mind/body.

Home economics is not the only area of study seeking to re/member itself (Shapiro,
1994). The general shift towards postmodernist research has, according to Sztompka
(1993), resulted from an increasing disenchantment with modernity over recent
decades. He suggests there are six (6) key grounds on which modernity has been
challenged, all with direct applications to the mind/body duality and the notion of
individualism. These are:
•

alienation of individuals from work, politics, culture, family etc;
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•

recognition of humans as individualistic if not controlled by cultural norms;

•

decay of community through the loss of individuality;

•

birth of ecological consciousness to challenge economic rationalist positions;

•

recognition of modernity's production of global inequality and imbalance and
forming of dependencies; and

•

threat of war and of total destruction of humanity.

(Adapted from Sztompka, 1993:79-81)

Other scholars focus their criticisms more particularly on the conduct of research
itself. Patti Lather (1991b:21) states that "the essence of the postmodern argument is
that dualisms which continue to dominate Western thought are inadequate". Grand
narratives and totalising approaches towards social categorisation "(will) always
leak" (Hamilton & MeWilliam, in press).

For research in the education field, this inadequacy can be represented by the
'disappearing teacher'. So much current research inquires into the learning needs of
students and related social justice agendas that the teacher is at risk of becoming a
'no-body' of educational discourse (McWilliam, 1996b; 1997).

For instance,

MeWilliam argues that teachers have been "disembodied by educational jargon" such
as that associated with social justice agendas, to the extent where the "quality of the
entire 'performance' [of teaching] is assessed by ignoring the utterances and actions
of the teacher altogether" (1996b:16). As a consequence, teachers have become
'no/bodies' in the discursive construction of educational practice. In the light of such
criticism, the rest of this chapter moves to lay the foundations for an understanding of
educational subjects as 'body subjects' - both textual and natural entities engaged in
pedagogical events.

3.2

The teacher's body - A postmodern perspective

What makes any theorising 'post' modern? Jenks (1996) suggests that it was Bell in
1973, and later Touraine in 1984 and 1989, who drew theorists' attention to the
change in the "traditional fabric of relations that made up modernity" (p.16), and that
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such writers can be argued to have initiated the era of the 'post' modern. The use of
the 'post' prefix suggests therefore that postmodernism follows on from modernism,
and that there is a direct relationship between each. However, as Bordo (1992) notes,
'post' is a "slippery notion" which cannot be constrained to the linear category of
time, but is more a reflection of modernity's "endless infatuation with innovation"
(p.160), as postmodernism both troubles and engages with modernism (Gastil, 1993).
In fact, as Henry (1996) makes clear, postmodernism is not anti-modern in its
thinking, but is an extension of modernist thought condemned always to engage with
the projects of modernity. Jenks (1996) follows this view using the term 'latemodernity' to characterise the shift from the purpose of modernity as being progress
and the notion of utopias and grand narratives to a condition of "avoidance, or
minimisation, of dystopias" (p.18), a process of "de-traditionalization" (p.19). This
view is supported by Lyotard (1984) who speaks ofthe death ofthe metanarrative as
representing a decline in collective aspiration and progress and hence a shift from
modernity. For him, modernity always contains post-modern moments.
Thus, to define postmodernism is clearly no easy task. Each discipline typically has
its own preferred position (Bordo, 1992), a characteristic which contributes to the
controversial nature of postmodernist inquiry (Henry, 1996). Further, there is in
educational circles, some derision of the term which often inspires controversy.
Indeed, Popkewitz (1997b:18) warns that "the word postmodern conjures up strong
emotions and images ... as do the names of competing teams in a sports match ... ".
Richard Rorty (1989) speaks of the 'special resentment' such writers inspire in more
orthodox others. For Lyotard, who introduced the concept of postmodernism (Fraser
& Nicholson, 1990), it is a condition by which the grand narratives of legitimation

are no longer credible. In support of this view, Squier (1995: 119) suggests that the
dominant feature of postmodernism is its:
... challenge to the master narratives of Western metaphysics and philosophy,
with their bases in binary oppositions: mind/body; male/female; self/other;
first world/third world; human/non-human.
Through such a challenge, postmodernists seek "to develop conceptions of social
criticism which do not rely on traditional philosophical underpinnings" (Fraser &
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Nicholson, 1990:21), and so reject positivist foundations of the meaning of
knowledge and truth, and totalising narratives which govern power relations (Connor,
1989). This explanation is supported by Jencks (cited in Bordo, 1992:160) who
suggests that "anything resisting or deconstructing common assumptions of culture"
is post-modernist. As such, postmodernism serves as a broad category which is
characterised by a general critique of contemporary society, and is acknowledged as a
fundamental turning point in social thought (Flax, 1990; Hatcher, 1993).

That post-modernist thought exists is not contentious, and the many aspects and
versions of its existence have been debated on the philosophical front for some years
noW. It is not intended to revisit such debates in this text, but to acknowledge,
through its usage, the potential value post-modernist thought offers educational
research of this kind, where dialectical critiques have led to "counsels of despair"
(Simon, 1988:1). Perhaps the greatest value of postmodernism is that it offers the
opportunity for dialogue across difference (Henry, 1996), where difference resists
collapse into familiar categories, by staying in play.

Postmodernism and feminism

Given postmodernism's interest m playing with difference, it is perhaps
understandable that feminism and postmodernism, acknowledged as "two of the most
important political-cultural currents of the last decade", for some time "kept an easy
distance from one another ... there have been remarkably few extended discussions of
the relations between them" (Fraser & Nicholson, 1990:19). But as Hatcher (1993)
contends, feminism and postmodernist thought are conceptually aligned.

She

explains (p. 7) that:
... the general movement of feminism sits within the postmodern because it
challenges notions of self, knowledge, and Truth so powerfully in the
questions raised by feminists in their examination of the analytic category of
gender and Otherness.
Fraser (1992:68) is in accord with this view, suggesting that a pragmatic theory of
discourse allows for the critique of essentialism and patriarchy "without becoming

9 See for example Henry (1995) for a summary of such debates.
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post-feminists". Davis uses the text "(post)feminist" to represent this theoretical
perspective (Davis, 1997:13). It is important to note the parallels between feminism
and postmodemism in that both have sought to develop new paradigms for social
criticism which are not reliant on the metanarratives of traditional philosophical
underpinnings.

Postmodernism, poststructuralism, and feminism

Postmodemism and poststructuralism are terms which are used interchangeably by
Others differentiate them by using

some (Lather, 1991; Weiler, 1991).

postmodemism to represent an era of thought which includes a range of theoretical
approaches including poststructuralism 10 (Waugh, 1992). Weiner (1993:3) suggests
that "the strength of poststructuralism lies in its claim to create new analytic
frameworks for defining and exploring social relations".

As a 'postmodem'

approach, poststructuralist theory challenges many of the assumptions about truth and
knowledge that have been taken for granted in our society (Petersen & Lupton,
1996). Poststructural analyses differ from structuralist analyses fundamentally in that
they recognise the importance of 'agency' as well as structures in the production of
social practices (Weiner, 1993:3). Poststructuralism contends that people are not
passive recipients of socialisation but are active in taking up discourses through
which they are shaped.

In this way, discursive spaces are opened up where

individuals are able to resist 'essential' subject positioning.

According to Weiner (1993), poststructuralism relies on a number of central ideas.
The first is the role of language in defining social meaning, social organisation and
individual consciousness. Language is considered to be the major system through
which and by which meaning is constructed, cultural practices are organised, and
individuals understand their world (Scott, 1990). Moreover, poststructuralism uses
10 Poststructural theory emerged in France out of a disillusionment with scientific and macro-political
theory, which is patriarchal in nature (Weiner, 1993). Theories ofpoststructuralism evolved to contest
the assumption that structures do and must exist outside language. "Post" very defmitely, refers to
"after" structuralism, but it is engaged with structuralism also. Poststructuralism is the theoretical
position which is evident in the works of Derrida, Lacan, Deleuze, Foucault and others. It engages
with but also makes problematic both Neo-Marxism and instrumentalism as research approaches.
Moreover, it blurs distinctions such as quantitative-versus-qualitative, noting the epistemological
assumptions that underpin such logic.
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the principle of discourse to show how power relationships and subjectivity are
constituted. It is through language systems as discourse that a socially produced
sense of ourselves - our subjectivity - is constructed (Kress & Hodge, 1979; Weiner,
1993; Pendergast, 1996). Fraser (1992:61) explains discourses as:
... historically specific, socially situated, signifying practices. They are the
communicative frames in which speakers interact by exchanging speech acts
... set within social institutions and action ... the concept of a discourse links
the study of language to the study of society.
Subjectivity then refers to the conscious and unconscious thoughts and emotions of
the human 'being', their sense of self and their ways of understanding their relation to
the world (Weedon, 1987).

Furthermore, subjectivity is thus never a fixed or

essential entity, but is multiple and shifting, given that we are 'subject to' and 'the
subject of meanings constructed in and through discursive systems.

In understanding truth claims as constructed through discourses, poststructuralists
reject the notion that knowledge can be objectively TRUE, arguing that it is linked to
the system of power which reaffirms it as the truth and therefore reinforces its power.
Thus poststructuralists "take universals and truths to be problematic and open to
scrutiny" (Weiner, 1993:5), rejecting the grand narratives and binary dualities which
typify modernist thought.

Weiner ( 1993) outlines the final central concept of

poststructuralism as a challenge to the liberal humanist approach to the individual,
with its claims of rationality, fixity and consciousness.

Emerging from these debates is a feminist 'take' on poststructuralist theory, which
rejects taken-for-granted assumptions and established meanings of gender and sex
difference, which collapse the 'Other' into the familiar.

Such theory seeks to

illuminate the construction of subject positions or subjectivities as open, partial,
fluid, rather than 'fixed' by Enlightenment logic. Feminist poststructuralist theory
identifies discursive practices and demonstrates: where they come from; whose
interests they support; how they maintain sovereignty and where they are susceptible
to change (Weedon, 1987). Clearly then poststructural feminism has an important
role to play in educational politics (Weiner, 1993).
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Weiner urges that

poststructuralism be linked with feminist action in education in order to challenge the
universalities of predominant curriculum epistemologies, to adopt a feminist praxis
and feminist pedagogical approaches which allow for possibilities of the expansion
of feminist counter-discourses in education, and to consciously position feminist
educators within educational practices.

3.2.1

Posthumanism

Posthumanism can be conceptualised as a theoretical position within a
poststructuralist conceptualisation.

Its relevance is particularly important for

generating fresh understandings of the positioning of educators in pedagogical
settings. McWilliam, Lather and Morgan (1997:5) explain that:
Poststructuralist 'posthumanism' casts doubt on the adequacy of that
optimistic view of human beings as fully conscious and rational, arguing
instead that we are shaped by our unconscious desires and by our language,
and that our history and society give us our 'personal' selves or 'subjectivity'.
This poststructuralist reconceptualising of the 'self marks a centrally
important shift from modern thinking and is crucial to poststructuralist
feminism.
This shift in conceptualising the self refuses the Cartesian notion of the separation of
the knower and known by means of a foundational mind/body dualism.

Halberstam & Livingston (1995:vii) assert that we are now in the posthuman era,
where the notion of a humanist philosophy has been surpassed, though it remains
engaged with, and that posthumanism emerged out of a "disenchantment that is both
anti-aesthetic and anti-scientific" (Halberstam & Livingston, 1995:1 ). Posthumanism
casts doubt on the adequacy of the humanist view that humans are fully conscious
and rational. Instead the argument is that we are shaped from factors including
language and unconscious desires (Gastil, 1993). In this way, we have personal
selves or subjectivity. Jenks (1996:17) contends that post-modernity" ... calls forth a

constant, reflexive, representation of self" (p.l7) and the conception of the individual
is that of the post-human, de-centred subject which is culturally inscribed or
constructed and at the same time self-shapes in ways that are not always predictable
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or linear. Posthumanism rejects the conception of the individual as a unitary and
fixed entity, but instead a subject that is always in the process of becoming.

The emergence of posthumanism and in particular the notion of a 'posthuman' body
can, according to Halberstam & Livingston (1995:3), be attributed to "the causes and
effects of post-modem relations of power and pleasure, virtuality and reality, sex and
its consequences". However, the posthuman does not necessitate the abolition of the
human nor a linear understanding of human for it is not an evolution; but rather
"participates in re-distributions of difference and identity" (Halberstam & Livingston,
1995:10) away from the modernist tendency to categorise difference and thereby
absorb it into the familiar. This imperative is born of a broad cultural shift which is
characteristic of postmodemity - an insistence on the 'otherness of the Other'
(Hamilton & McWilliam, in press), and a refusal to collapse difference into the
familiar - a refusal to favour the mind over the body as occurs in the mind/body
dichotomy of modernity.

Posthumanist theories of the body

'Body theory' is relatively recent, emerging within the last decade or so and receiving
considerable attention since this time 11 . It is a distinct area of study within the field
of philosophy and sociology, and has emerged along with a rise in what Shilling
describes as "popular interest" in the body in general in our high modem society
(1993:1). In support of this view, McWilliam (1996a) and Davis (1997) argue that
bodies are now a fashionable topic across a broad range of disciplines, including
academia and popular culture such as media and cultural studies, with Davis (1997:1)
going so far as to suggest there is a 'body craze'. Importantly, most body work has
tended to focus on women's bodies (Cranny-Francis, 1995), though bodies of all
kinds are increasingly gaining attention. So profound is the recent contribution of
body theory that Eagleton (1990) suggests it is one of the most precious
developments of radical thought in the last decade. However, as Brunner (1996:9)
notes, "there is still a relatively small corpus of critical work devoted to the
II According to Shilling ( 1993: 15), the development and popularity of body theory can be attributed to
four main factors: the second wave of feminism; the ageing of Western populations; a shift in the
structure of advanced capitalist social systems; and increased knowledge about what bodies are.
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signifying body". Further, there is a fear that 'body work' may somehow disregard,
trivialise or condone concerns of sexual harassment, and even sex panic, where
'bodies' are central.

Prior to and despite this shift, there has been a long-standing tradition that the body
has to be interrogated not as the site of capability, but as a distraction from (mental)
effort. It has been characterised as the shell within which the mind functions promoting the notion of a mind/body duality (Bordo, 1992). Until recently, this
duality went unchallenged. It was considered that the mind defined humans as social
beings. Body theory moves beyond this perspective and that of thinkers such as
Erving Goffman and Michel Foucault12 who made early attempts to undo this dual
approach to mind and body, which was typical of sociological theory (Shilling,
1993). Cranny-Francis (1995) identifies this critique of the mind/body modernist
dualism as the "most fundamental move in the reassessment of the body".
MeWilliam (1996a: 16) also argues that new body theories offer innovative
approaches to theorising which can transcend the traditional "mind/body dichotomy
(which) has privileged the mind as that which defines human 'being', while the body
has been interrogated as the excess baggage of human agency".

New theories of corporeality recognise the body as far more than a shell which is
formed of essential, stable characteristics which are universal- that it is a "subject of
discourse as well as an object of external gaze" (MeWilliam, 1996a: 17). This view is
supported by Bordo (1992: 166), who suggests that we now have the theoretical tools
to see the body "both as a living cultural form and as a subject of scholarly theorizing
- as a significant carrier and register of culture". In support of this, Shilling ( 1993)
has coined the phrase "absent presence" to encapsulate the historical lack of
treatment of the body in sociology. She argues the need to recognise that mind and
body are "inextricably linked as a result of the mind's location within the body", as a
concept central to body theory (p.13). Shilling (1993:5) uses the concept of the
"body project" to describe the body as an "entity which is in the process of

12

Davis (1997) suggests that Michel Foucault has "probably done more than any other contemporary
social theorist to direct attention to the body" (p.3).
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becoming". In so doing, the body is acknowledged as open to reconstruction and
remaking. The body is significant as a personal resource and as a social symbol
representing the self- an identity. In this way, bodies are framed as ongoing projects
of self making, always in process, as "malleable entities which can be shaped and
honed by the vigilance and hard work of their owners" (Greene, 1994:5). McWilliam
(1996a: 17) emphasises the particular value of body theory as "its recognition that the
body must be interrogated as unfinished or incomplete as a cultural production,
always in the process of becoming, lacking finality but yet amenable to completion".
This provides those with an interest in body theory with the opportunity to explore
continually evolving bodies and the problem of analysing something so shifty.
However, the notion of an unfinished work is seen as a strength of the theory, as
Shilling (1993:12) explains:
... the body is most profitably conceptualised as an unfinished biological and
social phenomenon which is transformed, within certain limits, as a result of
entry into, and participation in, society.
The foundations of this perspective are that:
1. The human body at birth is itself the product of evolutionary processes
which are affected by social as well as biological processes.
2. As the body develops it is taken up and transformed, within limits, by
social factors.
3. The body is not only affected by social relations but forms a basis for and
enters into the construction of social relations. (Shilling, 1993: 199)
Shilling (1993) suggests that the body as a project in postmodemity involves two
propositions: the knowledge and ability to intervene and alter the body; and a
growing awareness of the recognition of the body as an unfinished entity which can
be transformed. The transformation is unlikely however, to be a 'certain drama', as
modernist notions of 'empowerment' can too often suggest.

The materiality of bodies

Butler utilises the concept of material -the body and its contours; and materiality of
the body - the effect of power, as a way of conceptualising body theory (Butler,
1993 :2). She uses the notion of matter as a "process of materialisation that stabilises
over time to produce the effect of boundary, fixity, and surface we call matter"
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(Butler, 1993:9).

Butler outlines five underlying principles necessary for a

reformulation of the materiality ofbodies:
•

recasting the matter ofbodies as the effect of power;

•

understanding performativity as the reiterative power of discourse;

•

the construal of sex as a cultural norm which governs the materialisation
of bodies;

•

rethinking of the processes by which bodily norms are assumed; and

•

linking this with identification. (Butler, 1993 :2-3)

The performativity of bodies

The notion of performativity is described by Butler (1993: 12) as "a reiteration of a
norm or set of norms" which "conceals or dissimulates the conventions of which it is
a repetition".

Simply put, Butler suggests that our identities - whether or not

considering gender - are the dramatic effect of our performances, rather than the
cause; and that this does not express an inner core or essential self as humanist
accounts propose. As such, all 'interior' determinations of identity are denied. In
this way, we learn to 'fabricate' and gain proficiency in presenting acceptable cultural
and public norms. This performative approach is considered by Bordo (1992: 168) to
be:
enormously insightful (and pedagogically useful) as a framework for
exploring the ongoing, interactive, imitative processes by means of which the
self, gender (I would add race as well), and their illusions of authenticity are
constructed.
Such notions of materiality and performativity are useful for re-searching home
economics teachers as an embodied field of pedagogical work in which performances
are closely related to matters intrinsically connected with the physical state of bodies.
Home economics teachers and students are commonly stereotyped as 'doing' bodies,
engaged in cooking, sewing, cleaning and so on- all of which are very active (and
low status) physical pursuits.
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Discourse and body theory

As has been made clear, discourses constitute both subjectivity and power relations,
in that they embody meaning and social relationships. The interrogation of practices
as discourses, that is, "ways of speaking and thinking and knowing and writing which
inform us about who we can and should be" (McWilliam & O'Donnell, 1997:2) is
now an accepted means of exploring social theory. But what is the interplay between
discourse and body theory?

The power of discourse to constrain the possibilities of thought derives from the
capacity to order and combine words in particular ways, changing their meaning and
their effects through deploying them in ways that exclude or displace other possible
combinations. Butler (1993) argues that language and materiality are not opposed, as
language is, and refers to, that which is material, that there is materiality which
characterises language and also that which is associated with body's physicality. But
it must be emphasised that discourse is more than language use. For Foucault, and
Foucauldian theorists, discourses are practices, not simply a group of signs, inasmuch
as they "systematically form the objects ofwhich they speak" (Foucault, 1972:49).

From a body theory perspective, Shilling (1993:16) argues that, while Foucault has
provided social theory with profound insights of the body 13 and is perhaps one ofthe
most radical and influential social constructionists 14, one who has encouraged
theorists to "take the body seriously" - his view of the body as existing only in
discourse is a "hindrance". Foucault considers that the "body is not only given
meaning by discourse, but is wholly constituted by discourse" that the body is
produced and constituted by discourse (Shilling, 1993:74), in effect causing the body
to vanish and become a product of social construction. This fails to overcome the
dual approach of mind/body but rather has reproduced it in a different form (Shilling,
1993:81). Angel (1994:64-5) also argues that Foucault's work actually makes an
13

There are many examples of analyses of Michel Foucault's work in relation to the body. For
elaboration, see for example the work of Turner (1997) who provides a description of Foucault's
interest in the production of bodies, the regulation of bodies, and the representation of bodies within a
context of disciplinary surveillance.
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oversight of the body, suggesting that Foucault "operates on a model which excludes
the body by separating or devolving it from the order of discourse. The devolution of
the body into a site for the operation of discourse is operative in much of his work".
Bordo (1992; 1993) supports Shilling and Angel's view that Foucault, who has been
credited by many as 'discovering' the politics of the body, has played a significant
but not singular role in the development of body theory. Instead, she argues that a
number of contemporary feminists (eg Butler, 1993; Grosz, 1994; Halberstam &
Livingston, 1995) have played a significant, but often unacknowledged role in
recognising that the body is more than anatomy AND more than socially constituted.
In this way, feminists can make "use of the radical potential of the theories of
Foucault" but will have to "fill the gaps left by Foucault" as he was "not especially
interested in feminist issues" (Bailey, 1993:118) 15 . This is not to reject Foucault's
work but to indicate that is has been written over by a number of 'postmodem'
feminists including Mary Russo (1994), whose work is of such importance to this
thesis.

Body theory and feminism

The relationship between discourse and body theory is made clear by Halberstam &
Livingston (1995) who add a new depth to an old understanding of discourse analysis
and simultaneously incorporate a feminist perspective.

The following paragraph

outlines their position with regard to a 'feminist' theory of the embodied subject (of
discourse):
Posthuman bodies are not slaves to master discourses but emerge at nodes
where bodies, bodies of discourse, and discourses of bodies intersect to
foreclose any easy distinction between actor and stage, between
sender/receiver, channel, code, message, context. Posthuman embodiment,
like Haraway's feminist embodiment, then, is not about fixed location of the
reified body, female or otherwise, but about nodes in fields, inflections in
orientations . . . Embodiment is significant prosthesis. (Halberstam &
Livingston, 1995:2)

14

This position is supported by many others who suggest that the impact of poststructuraliam and
postmodem philosophy within social theory has been dominated by the position developed by Michel
Foucault. See for example Valverde (1991); Lupton (1994) and Fox (1997).
15
For further support along the lines that feminists have extended and critiqued Foucault, see for
example Flax (1990a); Barrett (1991) and Bunton & Petersen (1997).
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This notion of 'nodes in fields' developed by Donna Haraway (1991) refers to the
extreme localisation and intimately personal and individualised body which is
situated in a larger 'field' and that this situation is not fixed by assumptions about
master discourses. This partiality of location and not universality is the condition of
being heard to make rational knowledge claims.

Feminist philosophy is attributed by some philosophers (eg. Bordo 1992; 1993; Davis
1997), as playing a significant role in the emergence of body theory. These theorists
argue that through a feminist recognition of the body as a politically inscribed entity,
the development of a political understanding of the body has become possible.
However, for some feminists there are tensions around feminist thought and body
theory (MeWilliam, 1996a; Davis, 1997). Butler questions the adequacy of feminist
approaches which do not incorporate body theory thinking, noting that "the discourse
of 'construction' that has for the most part circulated in feminist theory is not quite
perhaps adequate to the task at hand" (Butler, 1993:xi). She argues that accepting a
construction model of gender assumes social meanings without contestation, and it is
'not enough' (p.8).

Instead, she recommends a re-examination of the notion of

matter.

Grosz (1994:vii) too, argues that feminists have tended to ignore the body or to
subordinate it and that with some notable exceptions "remain uninterested in or
unconvinced about the relevance of refocusing on bodies in accounts of subjectivity".
She suggests a non-essentialist feminist approach is necessary to reclaim body theory
for a feminist perspective, stating:
(I)f feminists are to resuscitate a concept of the body for their own purposes,
it must be extricated from the biological and pseudo-naturalist appropriations
from which it has historically suffered. (Grosz, 1994:20)
In this way the body can move beyond scientific and naturalistic explanations which
typically marginalise and empower certain bodies over others, and into a range of
disparate discourses.

This involves rethinking the body in terms beyond the

dominant assumptions which exist and which have the potential to avoid the
impasses of traditional theorising about the body. Moreover, in more recent work,
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there have been calls from some areas of feminist thought to retrieve the body from
the 'linguistic idealism' of poststructuralism (Butler, 1993:27).

Davis (1997)

encourages the use of (post)feminist theory of the body as a means of transformation,
where subversion through the body can be taken seriously as an alternative body
politics.

Some of the recent notable exceptions who do undertake feminist research on
embodiment and gendered subjectivities include Jennifer Harding (1997) and Liz
Eckermann (1997), who draw on the approach of Foucault to the body, but with a
feminist take. Harding's work in the area of hormone replacement therapy argues
that feminist and medical discourses converge in their reference to an 'already sexed'
body in that they both presuppose the existence of 'sex' as a fixed category.
Eckermann examines self-starvation through an analysis of embodiment and
gendered subjectivities.

In particular, she draws on Foucault's concepts of

surveillance and confession16 . Kathy Davis (1997) brings together a number of
(post)feminist theorists using body work in her book Embodied practices: Feminist
perspectives on the body. Her collection contains two sections, the first a set of

contributions showing constructions of female bodies and how this creates power
relations.

Included are constructions of the female body in classical ballet;

medicalised bodies including those with osteoporosis, and disabled bodies; ethnic
bodies and related cultural practices such as genital excision. The second section of
this book explores different kinds of strategies for transformation. Included in this
section is the work of Julia Edwards and Linda McKie who look at the apparent
absence of women's public toilets and the reasons for this; Joanne Finkelstein who
considers the liberating and conservative aspects of women's fashion; Kathy Davis
who theorises using as her subject radical body art in the form of face surgery; along
with other scholarly pieces.

16

These concepts are developed in Foucault (1980) and have been utilised by other researchers in the
field of self-starvation. For example, Spitzack (1987) employs Foucault's concepts of surveillance and
confession to analyse the discourse of weight loss.
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Carnivalesque, grotesque bodies

The use of parody and irony of the carnival is a particular interpretive lens for
posthumanist body theory. This interpretive lens has been utilised in projects by
researchers interested in pursuing analysis which "offer[s] another way to think
through problems of reproduction, resistance, and transformation" (Grace, 1996:5).
The following section develops an understanding of grotesque bodies of the carnival,
since this is the interpretive tool utilised in later chapters of this thesis.

Fun
Just what is fun, and what does it mean to take pleasure? The idea of having fun and
taking pleasure is assumed to be reserved for those short moments of leisure and
recreation in our lives and seems contradictory to our work ethic and our education
systems. Confirming this view, the notion of 'fun' and taking of pleasure is explored
in Harvie Ferguson's work, The Science of Pleasure (1990) where he argues that
"[T]he bourgeois order, like any conventional order, is built first upon the
renunciation of fun" where the notion of taking pleasure and having 'fun' "has been
conceptualised as the opposition between reason and unreason"(p.67).

It is

'unreasonable' to have fun, and since reason is the basic philosophy of modernism,
fun and reason would seem to be oppositional to each other. However, Ferguson
argues that "fun playfully insinuates itself into the life of reason itself' (p.67), so that
fun is in fact troubling to reason and rationality, and is not unreasonable. Indeed,
Ferguson (1990:67) suggests that 'fun' is "a subversive germ we cannot live
without".

What is 'carnivalesque' and from where does this interpretive lens

emerge?

Carnival
The term 'carnival' conjures up images of fun, festivities and games; with an offering
of a smorgasbord of 'believe it or not' activities. But this rather superficial view of
carnival is all that remains of a once powerful tradition of carnival as a parodic and
pleasurable space. To retrive this understanding, the writings of Mikhail Bakhtin are
useful because they illuminate the historical role, description and importance of
carnival since its popularity in early modem Europe (Ferguson, 1990).
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Bakhtin

(1968) developed his theory of the carnivalesque in the book, Rabelais and His
World, in order to theorise the differences between the lives and pleasures of the

bourgeoisie and the common people. According to Bakhtin's explanation, carnivals
were popular and common in the early modem European era with some towns
devoting up to three months of each year to festive public spectacles which
cumulatively were called carnivals. Bakhtin documents the genuine popularity of
carnival for all stratum of society, with both the 'downtrodden' who used carnival as
a form of parody, protest and exaggeration of the politics, people and practices of the
day; as well as with the 'privileged' in society, who also participated in carnival and
acted out the role of the carnivalesque.

Bakhtin illustrates the domain of carnival as public festivities which "made
outrageous fun of orthodox and authoritative opinion" (cited in Ferguson, 1990:1 07),
with grotesque realism, exaggerated and typically degrading and mocking of the
human society and body with respect to the norms and practices of the day. Grace
(1996:5) further explains that:
[F]or Bakhtin, the carnivalesque represented freedom, creativity, invention,
and the possibility of being other in the world. Whether the effects of the
carnival were fleeting or sustained, its participants experienced an altered
sense of reality that held potential for renewal and change.
In this way, with potential for renewal and change, Bakhtin's work and ideas have
been recognised as having a broad range of applicability. However, Bakhtin stresses
that carnival is not just an inversion of the dominant, normal way of life as it "refuses
to surrender the critical and cultural tools of the dominant class, and in this sense,
carnival can be seen, above all, as a site of insurgency, and not merely withdrawal"
(Russo, 1994:62).

In this way, carnival is " ... a world closed in upon itself: an

exhaustive reality which criticizes the more profoundly by its indifference to, than by
its caricaturing of the official world" (Ferguson, 1990:108). So, carnival is seen as a
space for parody and the bodies engaged in the carnival - carnivalesque bodies - as
tools of parody.
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Mary Russo, author of The Female Grotesque (1994) draws upon Bakhtin's notion of
'carnival' and 'fun' to look closely at the carnivalesque body, arguing that it is the
materiality of the body which is the site of the carnivalesque.

The carnivalesque, grotesque body
Typically, people performed in carnivals, their bodies engaged in parody, protest and
exaggeration.

Hence, the carnivalesque body emerges from Bakhtin's work on

carnival as a "grotesque that moves" (Russo, 1994:29) - the masked, excessive,
grotesque body which performs the work of the carnival, which is a grotesque parody
of 'normal' life.

Hence, the masks and voices of the grotesque body resist,

exaggerate, challenge and destabilise the norms of society through the vehicle of
carnival. The grotesque body of carnival is recognisable in relation to a norm, that is,
it emerges as a deviation from the norm but not just in opposition to the norm
(Mellor & Shilling, 1997).

Building upon Bakhtin' s writings about carnival, Mary Russo explains that the
grotesque body of carnival is:
. . . open, protruding, irregular, secreting, multiple, and changing; it is
identified with non-official "low" culture or the carnivalesque, and with
social transformation. (Russo, 1994: 8)
Russo argues that the grotesque body is a risky space, suggesting that "exceeding the
norm involves serious risk" (Russo, 1994:1 0) and hence grotesque performances in
which grotesque bodies engage are risky activities (Russo, 1994:22). This view is
supported by Mellor and Shilling (1997:10) who suggest that the grotesque body is
within us all:
The significance of grotesque bodies was not simply that they represented the
threat of the 'uncivilised' Other in Western society (an Other which
manifested itself variously in the form of race, the female sex, and the
dangerous classes), but that even white, male elites could only become and
remain civilised while they suppressed the grotesque passions and bad
manners lurking inside themselves.
Hence, the task of modernist work is to work towards "suppression of the
uncontrollable, of the grotesque" (Mellor & Shilling, 1997:11), rejecting the

75

irrational and excessive and instead seeking rational experiences and explanations.
The work of postmodern projects by contrast, is to look at the grotesque bodies
which have been ignored and suppressed in this process. Russo suggests that it is
this work on carnival and the carnivalesque which has "translocated the issues of
bodily exposure and containment, disguise and gender masquerade, abjection and
marginality, parody and excess, to the field of the social constituted as a symbolic
system" (Russo, 1994:54). She further claims that carnivalesque is important to
contemporary feminism in that "it sets carnival apart from the merely oppositional
and reactive", suggesting opportunity for "redeployment or counterproduction"
(Russo 1994:62). In her work, Russo (1994:12) argues that the category of the
female grotesque which emerges from Bakhtin's explanation of the grotesque body
of carnival and carnivalesque, is 'crucial' for a transformative shift from the norm to
identity formation for both men and women. Russo's notion of female grotesque
emerges from the position that it is "the feminine as the body marked by difference"
(1994:13) so that 'male grotesques' are produced in association with this.

The grotesque -like carnival- also is "necessarily incomplete" (1994:13). However,
it is through the practice of risk and the incomplete nature of the body that possibility
becomes available. As Russo exlains:
Within the expanded spatial dimensions of late twentieth century spectacle,
the female spectacle which emerges as a de-formation of the normal suggests
new political aggregates - provisional, uncomfortable, even conflictual
coalitions of bodies which both respect the concept of situated knowledges
and refuse to keep every body in its place. (Russo, 1994:16)
Bakhtin transposes the notion of carnival to today's world, such that carnival may
become a potential site of transformation in a "world as regenerative and (with)
incomplete projects" (Ferguson, 1994:33). In this way, there is an embodiment of
possibility and error.

These carnivalesque moments and the body as grotesque

represents the other-than-normal body. These are risky, freakish bodies engaged in
risky activities which parody officialdom and refuse order and folkloric
normalisation. These are the bodies which refuse to be tidied and kept in place, but
instead provide "an altered sense of reality that [holds] potential for renewal and
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change" (Grace, 1996:5) and for "social transformation" (Russo 1994:8). Hence, the
grotesque body can be utilised as an interpretive lens tore-look.

The second section of the text of this chapter provides glimpses of the possibilities
that radical (post)feminist embodied scholarship on the body - in education - can
offer.

3.2.2 Applications of postmodernism and posthumanist body theory in
education

Postmodem approaches to theorising and researching in education settings are
advocated by a number of contemporary writers including Kiziltan, Bain & Canizares
(1990), Greene (1994), and Hamilton (1994). Education can be seen as a modernist
social enterprise, which makes the field open to scrutiny from a postmodemist
perspective.

However, as Kiziltan et al. (1990:355) acknowledge, "educators,

practitioners, and theoreticians alike, have managed for the most part to seal out or to
dismiss the issues emanating from the post-modem". However, education is not
immune to the effects of postmodemity and there is an increasing awareness of the
threat to education of its loss of cultural significance and legitimacy which is
naturally embedded in the grand narratives of modernist thought that are challenged
by postmodemism. The implications for education can be profound. As Kiziltan et
al. (1990:359) explain:
the post-modem condition involves more than a change in attitudes toward
public education or the birth of a new type of student, teacher, parent, or
administrator ... rather, it points to the emergence of a new (dis)order, no
longer bound to or legitimated by the systematic set of relations organised by
the metanarratives of modernity.
There is a growing field of literature which reports upon research which does just
this. This research re-thinks thinking about education and teaching and learning
through postmodemist lenses. Of particular interest in this thesis is work where
posthumanist body theory has been the approach for re-thinking pedagogical events.
A brief reflection upon some of this literature shall focus upon, but not be confined
to, examples of body theory applied to teaching and classroom scenarios.
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Erica Me William (1996d) for example, has utilised postrnodemism and particularly
body theory to re-look at the education field. For her, this approach stems from a
lack of attention to the body in recent education literature, suggesting that it "ignores
the teaching body altogether, speaking of it, if at all, as 'facilitating"' (MeWilliam
1997b:228). In this work, extracts of accounts from a series of narratives were used
with body theory to demonstrate that the teacher's desiring body is material to the
pedagogical relationship between student and teacher. Drawing on Angel (1994), she
inquires into the importance of teachers as bodies of knowledge and considers the
body as a site/sight of inquiry, rejecting the mind/body duality which invalidates such
an approach. MeWilliam (1996d: 11) explains:
the body of the teacher is crucial inasmuch as it performs what it looks like to
have a love affair with a body of knowledge, and this performance is enacted
and observed as erotic, a manifestation of desire which is necessarily
ambiguous and duplicitous within the pedagogical event.
This approach emphasises that the body must be interrogated as unfinished or
incomplete as a site of cultural production, and as the literal sight of a knowing body.
In related work, Me William and Jones (1996) give focus to the body - of the teacher
and of the learner - in the educational setting of universities. They note that the body
is a powerful component of the teaching/learning experience, the body being "elated
by the experience of powerful pedagogical moments" (1996:128). In this way, the
learning context may be eroticized, in ways that are not simply reducible to
pedagogical abuse.

For further work, McWilliam (1996c), raises the issue of the importance of gendered
bodies in the construction of the 'great teacher' as a cultural phenomenon. This
questions the relation between gender and pedagogy and insists on the embodiment
of pedagogical work, where the material body of the teacher is acknowledged. An
example of performativity is presented by Me William (1996b) who discusses the
performative dimension of teaching, suggesting this incorporates aspects such as text,
utterance and bodily gesture.

Using these performative dimensions, she links

teachers bodies to posthumanist performances of pedagogical work, rejecting the
modernist narratives of pedagogical work being conducted by and on no/body. She
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argues for the use of seduction as a legitimate metaphor for understanding the
pedagogical work of successful teachers.

McWilliam and Palmer (1995; 1996) utilise body theory to investigate the effect of
open learning on pedagogical events as performances. The researchers explored
issues raised for teachers by the shift to an 'open' pedagogy, based on the very real
effects this new and increasingly common pedagogy had by demanding a change in
the anatomical presence of students and teachers. What was found is the need to
understand new possibilities and problems which may emerge, and the differing
capacity of teaching bodies to be "more malleable and permeable" (1996: 170).

McWilliam encourages researchers to 'take on' radical projects in education and
teaching, always insisting that "pedagogical work demands material engagement"
(Me William, 1997b). As she states:
I continue to ask how the teacher's body is material to a radical pedagogy.
The exploration of the pedagogue as a "body of knowledge", one that is
facialized as a political surface/body subject, invites examination of
pedagogical bodies as both the site and sight of pedagogical display.
The work of Malcolm Vick (1996) draws upon posthumanist concepts of the body
and particularly the work of Shilling (1993) in his analysis of three manuals of
classroom teaching method produced within modernist notions of mass schooling. In
particular, it considers the way the 'pupil' is constructed and the self is constituted in
terms of the mind/body dualism.

Along similar lines and providing a new way of thinking about body research is the
work offered by David Kirk (1998), which constitutes a detailed historical
investigation of students' bodies by focusing on the emergence, consolidation and
reconstruction of the school practices of physical training, medical inspection and
sport, between the 1880s and the 1940s. Using a Foucauldian lens, he presents an
argument which demonstrates how school processes have contributed to schooling
young people's bodies by constructing and constituting the body in modernity. Kirk
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concludes his work by highlighting the future benefits of taking the body seriously,
and beyond the limitations of a modernist framework. He states:
One way in which these forms of schooling bodies may have been improved
in the past and may still be improved in the future is for social and
educational theorists to begin to take serious note of the social construction of
the body through schooling. . . . By bringing these school practices under
detailed examination, by seeking out the connections between these practices
and other related practices, by taking seriously the effects of these practices
on young people, and by providing means of educating teachers, policy
makers and the general public about the whole range of consequences of
school practices, perhaps the processes of schooling bodies may be less likely
to be oppressive, negative, and alienating and more likely to be fulfilling,
enabling and in the most hopeful sense of the word, liberating. (Kirk,
1998:177-178)
In her paper Text as Body, Body as Text, Barbara Kamler (1997) explores the
embodied nature of language practices used by two sets of students, these being first
year university law students, and students in their first month of primary school. Her
work aims to "make visible the practices that discipline both groups to engage in
performances that shape the body and mind into predispositions for behaviour as part
of a larger group or corporate body" (p.369). This analysis of embodied practices
reveals how everyday practices of schooling such as the monitoring of posture,
movement and visual gaze of the students by the teacher, operate to discipline the
student body. As a consequence of this project, Kamler (1997) raises a number of
issues regarding the methodology of undertaking such work. First, she insists on the
reading of embodied text rather than linguistic text alone, thereby capturing the
embodied performance. Moreover, she argues that contradictions and inconsistencies
should be identified as an effect of discourse rather than as the failure of the
individual teachers; and that the performativity of the body is recognised to be a
struggle which is constantly being remade. And finally, that issues of subjectivity
would benefit from more thorough linguistic analyses.

3.3

Summary

This literature forms a basis for conceptualising how the work of this thesis might
proceed. Of course, the notion that a view from a body, as an ongoing project, is
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useful for (post)feminist embodiment theory and research means that research
methodology is a difficult matter, since it is shifting and fluid as an object of
analysis. Pillow (1996:20) elaborates on the importance and difficulty of applying
such theory to research methodology suggesting it is one way to engage in
interruptive analyses of modernist practices:
Embodied analysis seeks to exploit rather than cover or conceal the
discrepancies not only in the comers of the Master's house but question and
implode the perfect facade of the master's house - to question how its
foundation is laid, by whom, to whose benefit and why; to methodologically
work both within and against this house.
At the commencement of this chapter the need for a shift in approach to studying
home economics was stressed. The shift required is one away from the essentialism,
individualism and epistemological assumptions of modernism which have been
hegemonic in the theorising of home economics. The need for this shift has emerged
from an exhaustion of Enlightenment epistemologies and the limitations of
theoretical approaches faithful to them, including structuralist analyses, behavioural
studies, psychological and attitudinal studies, and so on.

These studies present

educational work as humanist projects by drawing on modernist notions of human
capability.

It is argued here that a shift to postmodemist forms of enquiry, and particularly

embodied scholarship on the body, is required. There is a need to re-think thinking
about home economics teaching as located in physical culture at disciplinary sites;
and as embodied, where home economics teachers perform as body subjects, engaged
always in a labour of reinscription of themselves and others. In this way, home
economics teaching and teachers can be seen as textual/material subjects of
pedagogical work, continually shaped and shaping the site of their pedagogy. This
shift constitutes a departure from the traditional mind/body duality and makes
possible the sort of thinking about home economics which can lead towards a new
order which is at the same time a new disorder. The research project outlined in the
chapter that follows seeks to do just this.
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CHAPTER4

The theory/method nexus

4.1

Feminist body theory - The shift from theory to method

The approach to theorising in this project, as outlined in the previous chapter, arises
out of postmodemist epistemology which refuses the mind/body duality assumed
within modernist frameworks.

Thus, the method of inquiry and the analysis

produced stand in contrast to most accounts of home economics research, past and
present. The dilemma a postmodem approach poses for the researcher is how to go
about doing research work in this area, including making the transition from theory
to method. Central to this dilemma is an acknowledgment of the difficulty of doing
any research 'guided' by postmodem theorising. For example, a criticism leveled at
feminists, and in particular body theorists, has been the complex and dense writing
styles used to develop their frameworks for analysis. Bordo (1992:174) argues that
unless such philosophical approaches are presented in accessible, non-elitist
language, the potential benefits offered by these perspectives will remain the domain
of a "handful of academic sophisticates". McWilliam (1993:201) concurs with this
view, suggesting that some writers in the area of contemporary social theory are
"legendary in achieving the status of unreadability" with the subsequent outcome that
"potentially exciting ideas in social theory are often corked up so tightly in ...
academic bottles that they remain inaccessible when cast out in search of an
audience" 1•
1

Me William (1993) argues that difficulties in conceptualising and presenting research in the current
climate of contemporary social theorising go beyond the inaccessibility of terminology and writing,
inventing her own term for the phenomenon. She suggests that PMT - post-modernist tension - is
typically experienced by those "who seek to do compelling contemporary work, informed by current
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Further to this, debate rages about the possibility of doing postmodem research at all.
Connor (1989), for example, raises questions about the critical debates which
surround postmodemism, particularly the argument that it absolves itself of value at
the same time that it discredits 'legitimate' research, and suggesting that such debates
about postmodemism constitute postmodemism itself. This is supported by others,
such as Pillow (1996: 1), who notes that some consider postmodemism to be "a place
from which no work can be done", and warns that the challenge of doing feminist
posthumanist work is that "activists and theorists who challenge the master's house
often have to face charges of their own intellectual and/or moral incontinence".

Nevertheless, Hatcher (1993) argues that postmodemist research is possible and
desirable because it requires researchers to work beyond positivist epistemological
assumptions by embracing postpositivist enquiry. In her own research, she argues
that three conceptual shifts are essential in order to produce 'postmodem' research.
These are: a focus on the local rather than the general as a source of understanding,
the foregrounding of the research process, and, the notion of data as 'vivification'
rather than as proof (Hatcher, 1993:13). The shift from the general to the local is a
shift from grand narratives to the local cultural production of individuals. Narratives
become more precarious multiple texts which tell a variety of different stories with
different points of focus.

The notion of data as 'vivification' rather than as proof emerges in the work of
Lather (1991), who, in elaborating postmodem approaches to methods in educational
research, argues that the point of 'post' research is "not to substitute an alternative
and more secure foundation, but to produce an awareness of the complexity,
contingency, and frailty of historical forms and events" (Lather, 1991 :6). Hatcher
social theorising" (Me William, 1993: 199). The 'symptoms' of PMT include: difficulty in being
theoretically contemporary, given the hasty pace of emerging theory; the inaccessibility of theorising
writing; the constraining assumptions underlying theorising writing, particularly thesis writing, which
is at odds with postrnodemist thinking; the difficulty in determining and defending a 'theory'; among
other 'symptoms' (McWilliam, 1993:199-204).
This research must be informed by such
insightfulness given that the researcher works hard not to fall victim to PMT - whilst acknowledging
that it is impossible not to do so.
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(1993) describes this as a shift from positivist to postpositivist research, noting that it
is a shift "from certainty to uncertainty" (1993: 16).

So, how does one go about doing the uncertain work of postmodern inquiry and
critique? What does it look like? What methods are acceptable in order to undertake
an embodied analysis of home economics as a site/sight of pedagogical activity?
What are the means by which research can work methodologically both within and
against the 'master's house', the characteristics Pillow (1996) asserts are essential for
an 'embodied' analysis such as is being attempted here? Lather (1996) warns that it
is not methodology which holds the key to better research, but more fundamental
issues of epistemology, that is, the theory of the method and what counts as
knowledge. Lather defers to Viswasnaran (1994) when she warns that no longer
should the feminist researcher be the hero of her own story, and that much feminist
research fails not at the level of method, but epistemology - the move is away from
falsity rather than towards truth.

As already pointed out, the answers to the questions of method are not easy, and
there are many who debate these dilemmas 2 • As the above example from Lather
shows, much of the work takes us back to considerations of 'knowing' rather than
forward to considerations of 'doing' and this makes enacting such research very
difficult. Fraser and Nicholson (1990) suggest that Jean-Francois Lyotard, author of

The Postmodern Condition,

(1984) rejects certain methods, because their

"illegitimate genres include large-scale historical narrative and social-theoretical
analyses of pervasive relations of dominance and subordination" (p.25) with this
view based on the premise that philosophy should not be grounded by a
foundationalist metanarrative which institutionalises inequality.

This reinforces

Lather's (1996) and Hatcher's (1993) point about epistemology- that foundational
notions of the nature of knowledge will not do. However, Fraser and Nicholson
(1990) contest this wholesale rejection of genres, arguing that an array of different
methods and genres is appropriate, dependent upon the nature of the social object

2

See for example Lather (1991; 1991 b).
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under observation. In particular, they argue that feminists have a case to challenge
this, given their claim that feminist research continues modernist epistemologies, as
outlined in the following statement:
... [V]estiges of essentialism have continued to plague feminist scholarship,
even despite the decline of grand theorizing. In many cases ... this represents
the continuing subterranean influence of those very mainstream modes of
thought and inquiry with which feminists have wished to break. (Fraser and
Nicholson, 1990:33)
It may therefore be appropriate for feminist research to incorporate genres now

located in mainstream modernist techniques, in order to view influences which
cannot be ignored. Hence the task of the researcher is to work out of an appropriate
epistemology, arguing its case on the grounds of the requirements of a particular

research project.

Fraser and Nicholson (1990) suggest that postmodern feminist theory tailor its
methods and categories to the specific task at hand. They suggest that research
should look more like a tapestry where multiple categories are used when
appropriate, and that single 'feminist method' or 'feminist epistemology' should be
avoided.

In this way, what emerges is "a practice made up of a patchwork of

overlapping alliances, not one circumscribable by an essential definition" (p.35).
This tapestry approach is evident in much recent research applying posthumanist
body theory, an example being the work of Kennedy ( 1996) where specific reference
is made to the weaving together of ideas and theories to offer a tapestry of desiring
positions from which to think - in this instance - film experience.

Whatever it does look like as a research design, the features of this woven tapestry
design for a post-feminist approach would, according to Fraser and Nicholson
(1990), include:
•

a rejection of the suggestion that large scale theoretical tools be
abandoned;

•

an 'explicitly historical' view of culture, society and time;

•

a non-universalist but comparativist perspective, noting changes and
contrasts but not establishing laws; and
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•

a rejection of the unitary notions of woman and feminine gender identity,
replacing it with plural and complex constructions of social identity where
gender is only one strand among others.

In an attempt to provide further direction for research method, Grosz (1994:21-24)
has identified six criteria by which thinking a feminist corporeality or embodiment as
a particular approach to postmodemist research is possible. These are to:
•

avoid mind/body dichotomies which categorise, thereby refusing the
duality;

•

avoid the association of body with one sex or race such that they must
bear the burden of corporeality;

•

refuse singular models ofthe body which are based on one type of body as
the norm against which all others are judged - a "field" of body types is
preferred;

•

reject any essentialist accounts of the body, recognising that the body is
the site of inscription, production or constitution;

•

include physical representation of the subject's lived body; and

•

problematise binary pairs

such

as

private/public,

nature/culture,

physical/social, instinct learning, genetic/environmentally determined; and
instead, stress the body as a cultural product.
Such 'direction' is hardly a manual for undertaking body work3 - but rather, what not
to do. This may be historically and politically appropriate but it is nevertheless
frustrating to the novice researcher. Having developed these generally cautionary
criteria, Grosz (1994) is ready to acknowledge that there is yet a considerable amount
of thinking in order to develop a feminist understanding of the body which is not
constrained by patriarchy. She states that "no one yet knows what the conditions are
for developing knowledges, representations, models, programs, which provide
women with nonpatriarchal terms for representing themselves and the world from
women's interests and points ofview" (Grosz, 1994:188).
3

Grosz (1994) six criteria are identifying what not to do, rather than what to do. They are a classic
example of the 'move away from falsity' principle where most advice is of the 'how not to' school.
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The work of Butler (1993) and Grosz (1994) as (post)feminist theorists of the body
"embraces queer theory as a radical perspective for rethinking feminist body theory
and developing an alternative politics of the body" (Davis, 1997:13).

Davis

(1997:13) explains that queer theory originally developed in response to the
pathologisation of same-sex desire but has now "moved on to become one of the
most potent critiques of modernist thought . . . [because] ... [I]t attacks all forms of
binary thinking, including dualistic conceptions of sex and gender".

If this is the terrain of the approach taken, then Pillow (1996) argues that an
embodied analysis should be both disruptive of modernist discourses and master's
tools and "taking up/taking on the master's tools and (re)tooling them for different
uses" (p.3). She explains that this embodied analysis can engage in a disruption as it
encompasses a doubleness, that is, it "can both transgress and elude the master
discourse because it knows and understands this discourse and yet is both proliferated
and silenced by it" (p.3). Similarly, Lather (1996) argues for a 'double science'
approach, refusing the binary of scientific/anti-scientific approaches to research4 • In

4

Historically, there are two major research 'traditions' - the quantitative/ experimental/ normative/
positivist/science tradition and the qualitative/ phenomenological/ interpretive/ antiscience tradition.
Hamilton suggests that the concept of traditions can be explained through an investigation of three
elements: practitioner-guardians, practices and artefacts and that the "history of traditions, therefore,
is as much a narrative of diaspora as it is a chronicle of successful parallel cohabitation" (1994:62).
The quantitative approach is "concerned with discovering natural and universal laws regulating and
determining individual and social behaviour" (Cohen and Manion, 1985:6). The positivism paradigm
is the basis for the quantitative methodologies and the empirical science mode of research. The
strength of the quantitative approach depends on how effectively the research questions reflect the
reality of the human systems and environments being studied (Bobbitt, 1993). Descartes's work
published in 1637 is credited by some as founding the quantitative research field (Hamilton, 1994:62).
The qualitative tradition is "more concerned to understand individuals' perceptions of the world.
They seek insight rather than statistical analysis" (Bell, 1993). This mode assumes phenomena can
be understood from people's perceptions of the situation. Its purpose is to understand the perceptions
and perspective's of people involved in situations with emphasis on the micro/macro contexts of
relationships. Qualitative approaches to the study of humans and their environments permits
expanded perceptions which contributes to greater breadth and depth of study.
This
phenomenological approach is a study of what is the perceived reality of a particular phenomenon.
Research from a qualitative perspective is based upon an organismic view where the sum is greater
than the parts (Bobbitt, 1993). The epistemology of the qualitative tradition emerged from "an
epistemological crisis of the late eighteenth century" (Hamilton, 1994:63). Epistemology, the theory
of the method, or grounds of knowledge or what constitutes knowledge, is an issue of debate between
the opposing traditions of research. The view that knowledge is "hard, objective and tangible"
(Cohen and Manion, 1985:7) is subscribed to by the quantitative tradition - and is known as
positivism. In contrast, the anti-positivism approach of the phenomenological tradition sees
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this way, it is a notion of inquiry which is "both/and and neither/nor science and notscience" (Lather, 1996:5). According to Lather (1996:4):
The concept of a double science .. . argues the need for a proliferation of
eccentric kinds of science to address the question of practice in postfoundational discourse theory.
Following this line of thought, Jane Flax (1990) suggests that the role of the
postmodem researcher should be that of the 'deconstructive' reader of texts (written,
verbal, material). By this she means a reader who is:
disrespectful of authority, attentive to suppressed tensions or conflicts within
the texts, and suspicious of all 'natural' categories, essentialist oppositions
and representational claims. They are willing to play with the text, to disrupt
its apparent unity, to rescue its heterogeneous and disorderly aspects and its
plurality of meanings and voices. (Flax, 1990:37)
McWilliam, Lather and Morgan (1997:30) elaborate this textual perspective,
encouraging the researcher to " ... open up spaces in which suppressed voices and
other stories (including women's) can be set to speak". They suggest that typical
practices of textual analysis might include:
•

pressing the literal meaning of a metaphor till it yields up to unintended
meanmgs;

•

looking for contradictions;

•

identifying gaps;

•

setting silences to speak;

•

focusing on ambiguous words or syntax;

•

demonstrating that different meanings can be produced by different
readings;

•

reversing the terms of a binary pair and subverting the hierarchies; and

•

the use of irony.

Greene (1994) concurs with many of these suggestions, emphasising the need for
education research to disregard long-standing conflicts between the scientific/anti-

knowledge as "personal, subjective and unique" (Cohen and Manion, 1985:7). The positivist approach
works with knowledge as tangible and quantifiable, while the anti-positivist takes knowledge to be
qualitative.
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scientific or quantitative/qualitative debate5 . She urges the use of metaphor and the
imagination as a method to link theory and experience together for new and dynamic
approaches. Greene links the conceptions of imagination and metaphor, suggesting
that imaginative thought can be best represented in terms of metaphor in language.
Imagination provides the opportunity for human beings to construct alternative ways
of going beyond 'given' experiences to alternative projects and solutions, and this
can be expressed metaphorically.

In this way, she (1994:458) explains "the

postmodern imagination is . . . poetic as well as critical: rich, free, playful,
confronting open possibility".

4.2

Investigating home economics as a site/sight of pedagogical
work

From these discussions and guidelines from researchers in the field, it seems possible
to undertake a feminist posthumanist project in home economics where the body is
interrogated as a text which speaks home economics as a cultural pedagogical
practice. This (post)feminist work "offers a way of celebrating a politics of creative
subversion without retreating to identity politics or the tactics of collective rebellion"
(Davis, 1997:13). The characteristics of such study draw upon the characteristics
already noted in the previous section of this chapter and guides the course of this
project. Its features are:
•

recognition of pedagogical work as 'embodied';

•

a shift from metanarrative to the local site;

5

The traditions of qualitative and quantitative study provide differing perspectives and opportunities
for research. It is important to recognise that the traditions of research are legitimate mechanisms in
theory development, application and testing and for contributing to a more holistic, detailed
framework for understanding humans and their environmental interactions. Qualitative methods can
benefit from quantitative approaches, and vice-versa, and together they can prt>vide a depth of
perception or a binocular view that neither can provide alone. As Burgess (1985:3) explains "it is not
a question of the superiority of one method over another, but the appropriateness of a method of
investigation for a particular research problem". By acknowledging the value of qualitative and
quantitative research, home economists can make contributions toward meaningful data interpretation
by "demythologising" the quantitative-qualitative dichotomy- as Bobbitt (1993) suggests, a holistic
profession requires holistic approaches, including research. There is no doubt that research will be
considerably enriched as qualitative and quantitative researchers learn to integrate their approaches
(Pendergast, 1996a).
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•

a refusal to reject large scale research tools (if they are argued as
appropriate);

•

a shift from general theorising to practice;

•

a refusal to establish 'laws' but to acknowledge the boundedness of truth
claims;

•

an emphasis on bodies as the site of lived experience;

•

a rejection of binary constructions and unitary notions of gender;

•

incorporation of reflexive engagement with the language of the reporting
data (for example, identifying gaps; focusing on ambiguous words or
syntax etc);

•

the unsettling of familiar accounts; and

•

the weaving together of ideas and theories into an 'unfinished' tapestry of
analytical elements.

This will be achieved through an exploration of the body of the text (that is, how the
home economics body is written or situated by themselves and how it is erased,
ignored and overwritten- the site of the home economics body); and the body as text
(where the performativity and materiality of the body is available as a subject of
discourse as well as an object of external gaze - the sight of the home economics
body). The performativity of the profession as represented by symbols and icons,
photographic records and so on, will be scrutinised and the actual bodies of a number
of 'atypical' home economics teachers will be 'read' as culturally inscribed sites.
These readings will work to reconstitute home economics as a 'body' of knowledge.

The inquiry documented in the following chapters explores how home economics
teachers perform as bodies of knowledge. To do so, I attempt to document the sites
and sights of their bodies as disciplinary display.

The intention is to blur clear

distinctions between the home economics body of knowledge and the material bodies
of home economics teachers.

In contrast with previous research, I regard it as

unhelpful to separate the sites and sights of home economics. Maria Angel (1994)
provides a useful way to understand this blurring in her explanation of 'facialisation',
which she uses to describe the blurring of distinctions between a body of disciplinary
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knowledge and the material body. She argues that the phrase 'face to face' which is
often used in educational research to describe embodied pedagogical events, need not
be an impoverished view of the work bodies do in pedagogical spaces. To her,
bodies can be 'facialised' in and through pedagogical work, thereby acknowledging
both the site and the sight of pedagogy.

4.3

Research design

The specific research objectives of this study, as listed in Chapter One, provide the
framework for explaining the research design of this study. These are informed by
the principles identified in the previous section as crucial to undertaking this research
as feminist 'body work'.

The first two objectives relate to establishing the context for this research. The first
objective is to engage with current research and map the knowledge base informing
the field of home economics, while the second objective is to utilise feminist theory
and gender debate in locating home economics as a marginalised site of knowledge
production. These objectives have been achieved in Chapters Two and Three of this
document.

The remaining three research objectives link specifically with research methods and
epistemology.

These objectives are: to identify 'marginal' persons and their

practices in the teaching of home economics as the literal sights of difference that are
being currently enacted in home economics classrooms, then to analyse these
practices in terms of their radical possibilities and, finally, to unsettle the mainstream
culture of home economics by blurring the distinctions between 'orthodox' and
'marginal' practices.

It is important to note that this approach is not seeking to give home economics

teachers a 'voice', as has been the intention of much critical redemptive research6•

6

See for example Bennison, Jungek, Kantor & Marshall (1989) for an example of what not to do.
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This project is not redemptive unlike much of what passes for critical and feminist
educational reform and research7 • Instead, it is about reconfiguring how to think
about home economics as a cultural practice by documenting the practices deviant
and normalising certain teachers are engaged in, teachers whose bodies are rendered
invisible in more orthodox inquiry. In this way, the purpose of the research is to
reconfigure how to think differently about home economics teachers and the
profession of home economics as a cultural practice.

The research project undertakes three separate studies which each form part of an
account. Study One and Study Two are surveys of collectively three hundred home
economics teachers in which they provide a written account of home economics as a
location of their pedagogical performance. This is in keeping with the advice of
Fraser and Nicholson (1990) who argue for a rejection of the suggestion that research
genres with modernist epistemologies be abandoned, but rather support the need to
incorporate genres now linked with modernist techniques as a way of viewing
influences which cannot be ignored. The 'typically' disciplined, governed body of
the home economics teacher is located in this data. Following this, the data is
re/searched using a postmodernist lens that disallows universalist perspectives. For

7

The notion of redemptive culture is explored by Popkewitz (1997:91) who asserts that the basis for
educational reforms in the latter part of this century "are inscribed in pedagogy as a culture of
redemption- pedagogy is to save the child for society and to rescue society through the child". This
is a shift from the early part of the century where "the school was to rescue and save the child through
making that child a productive citizen. The rescue was from the economic, social and cultural
circumstances in which the child lived or to which the child aspired" (Popkewitz, 1997:96). In this
way, the redemptive culture of pedagogy at the start of this century "embodied a social, collective
project" (Popkewitz, 1997:99), and this was the climate in which home economics as a field of study
was established and thrived. However, the redemptive shift at the end of this century is toward "the
participatory, constructivist teacher who works with flexible identities in multiple communities
(students)" (Popkewitz, 1997:100). Popkewitz (1997:92) argues that the practices of teacher
reflection, empowerment, and decentralization of school policy making with which we have all
become so familiar, join with constructivist pedagogies where students and teachers " 'make'
knowledge and negotiate meaning" - in other words, the problem solving approach to education
where the teacher is flexible, but still in the role of redemptive agent. Thus, Popkewitz (1997:108)
concludes, the governing practices of schools and their students and teachers exist in a culture of
redemption where "reform and post-modem educational discourses utilize a similar image of the
teacher and child that relate to the self-monitoring and self-motivated individual".

92

Study One and Study Two, orthodox analytical methods 8 were employed to read the
qualitative and quantitative data collected.

Study Three, which is the major phase of this research, comprises interviews with
home economics teachers who identify themselves as 'marginal' or 'atypical' 9 •
However, the study does not simply accept this categorisation as 'the Truth' about
these teachers. It refuses singular models of the body as a norm against which all
others are judged, drawing on the poststructuralist feminist idea of a 'field' of bodies
(Grosz, 1994).

In support of Grosz's (1994) advice for undertaking embodied

postmodemist research, physical representations of the subject's lived body are
included as elements, moments, shreds of home economics culture. The textual and
contextual analysis which follows heeds the advice of Flax (1990) and Me William,
Lather and Morgan (1997) documented earlier in this chapter to open up disruptive,
pressing, ironic, contradictory and disrespectful possibilities in the analysis.
Specifically, the embodied analysis utilises the theoretical work of Bakhtin' s (1968)
carnival in Russo's (1994) The Female Grotesque as the interpretive lens 10 • The
analysis of Study Three appears in both Chapters Five and Six. In Chapter Five, the
use of a simple form ofhypertext11 provides links to Chapter Six, thereby offering the
sort of disruptive and disrespectful reading which is more likely to produce different
knowledge than 'more of the same'.

8

Appendix A, B and C contains a comprehensive explanation of the methods and tools for the data
collection, analysis techniques employed, and statistical findings for each of Study One and Study
Two. Where necessary, this is supported by appropriate references. It was decided that including this
technical information in the body ofthe thesis ruined the project.
9
Appendix D, E and F contains details of the third study and the rationale for locating this
information in the appendix is as explained in the preceding footnote.
10
Refer to Chapter Three for an elaboration of the grotesque body of the carnival, which serves as the
interpretive lens for this postmodemist analysis.
11
Hypertext "disturbs our linear notion of texts by disrupting conventional structures and expectations
associated with the medium of print" (Snyder, 1996: 17). Its most important feature is that it presents
text in a manner which offers more than one way of reading. Most commonly, hypertext is used in
conjunction with computer technology, allowing varying degrees of sophistication of pathways. In
this Project, hypertext is used in its most simplistic form, interrupting the linear text of Chapter Five
with interludes of analysis from Chapter Six. The reader is invited to read across or within this
interruptive text. The selection of this technique for this Project is supported by the relationship
between hypertext and postmodemism. As Johnson-Eilola (1997:30) explains, they can be seen to be
"constructed around strikingly similar premises ... the value placed on nonlinearity, multiplicity, loss
of authorial control, and the association of elements in complex webs characterises both hypertext and
postmodemism".
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This analysis of 'marginal' home economists teaching practices is undertaken by:
•

documenting and describing some specific teaching sites;

•

indicating how the existence of such practices unsettles the idea of home
economics as a monolithic culture; and

•

demonstrating the possibilities such marginal activities/ identities might
offer to home economics pedagogy.

The point of the analysis is to produce readings which are attentive to the
possibilities that exist within marginal identities for enacting a politics of difference
in home economics. The analysis therefore inquires into particular home economics
teaching bodies as constantly 'in trouble', oscillating between attempts to be
'normal' and to embrace their 'deviant' status. For this research, it is interesting to
consider if these 'deviant' bodies are radical or subversive to the home economics
culture? For the purposes of this study, the way of considering this question is by
turning to the work of Michel Foucault (1985).

In his book, The Use of Pleasure - The History of Sexuality Volume 2, Foucault
provides a way of considering the ethics in which these atypical bodies are engaged.
Foucault explains how ancient Greek society recognised the struggles involved in the
production of the ethical individual - and the way pleasure is derived - by noting the
use of terminology in certain texts. This terminology distinguished between being
'moderate' and 'continent', and being 'immoderate' and 'incontinent'. According to
Foucault (1985:64-65), the ethical individual is 'moderate', choosing the "right mean
between insensitivity and excess" and thus deriving "pleasure from the moderation
he (sic) displays, whereas the immoderate individual is "shameless and incorrigible",
"taking pleasure in bad conduct". The continent individual, as distinct from the
"moderate" individual, experiences pleasures "that are not in accord with reason, but
he (sic) no longer allows himself (sic) to be carried away by them, and his (sic) merit
will be greater in proportion as his (sic) desires are strong".

In contrast, the

incontinent individual deliberately chooses bad principles, allowing themselves to be
"overcome in spite of himself (sic), and despite the reasonable principles he (sic)
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embraces". From Foucault's perspective, continent people are thought to have more
virtue than moderate people as it is harder for them to restrain themselves. In the
case of the modern teacher, the desirable ethical position is that of the moderate
individual, or if not this, the continent individual - that is, either with the correct
balance of reason or with the capacity to reject urgings for pleasure. What ethics do
these atypical home economics teachers have, and therefore, what potential for
subversion and radical change, by unsettling the mainstream culture of home
economics?
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PREAMBLE TO CHAPTERS 5 AND 6

Form(att)ing the display

It is one thing to argue, as I have done in the previous chapter, that the reporting and

analysis of research such as is being attempted here should be "attentive to the
possibilities that exist within marginal identities". It is another to design a way of
displaying 'data' which allows the curriculum and the body to be taken together as
the site/sight 1 ofpedagogical identity.

The work of this preamble is to make the case for the particular design used in the
reporting and analysis that is documented in Chapters Five and Six of this thesis. As
indicated in Chapter Four, there have been three studies conducted. Studies One and
Two are 'traditional' studies into what makes a good home economics teacher as
articulated by ninety-nine (99) and one hundred and ninety-one (191) teachers

1 As

indicated in Chapter Four, Angel (1994) speaks of pedagogical bodies as the 'sights' and 'sites'
of disciplinary display. The body is available as a subject of discourse as well as an object of external
gaze and is the sight of the home economics body. The performativity of the profession as represented
by symbols and icons, photographic records and so on, and the actual bodies of a number of 'atypical'
home economics teachers can be 'read' as culturally inscribed sites of pedagogical identity. This
coming together of the site/sight of pedagogical identity constitutes home economics as a 'body' of
knowledge.
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respectively2 using survey instruments3. Study Three is an 'atypical' observation4 of
four 'atypical' home economics teachers. It is important to understand that in the
logic of the design that follows, both the 'traditional' and 'atypical' studies are
understood to inform the reading of the site and the sight of home economics
pedagogy. While the 'atypical' study may appear to be more relevant to the visual,
and the traditional more relevant to the conceptual, this neat distinction would belie
the anti-binarist theorising of the mindful body, as outlined in Chapter Three. When
the body is understood to be both text and material surface simultaneously, any valid
analysis/reading of a particular corporeal identity (ie, the home economics teacher)
must blur the boundaries between the body of the text and the body as text5. This
demands a reading that can move across, and play between, the three studies so that
the orthodox or traditional body and the counter-orthodox or marginal body, are no
longer able to be identified as discrete 'bodies of knowledge'. The inclusion of
literal 'sights' of material home economics bodies are also included in the text since
the physicality of the teachers cuts across, as well as augments, the body of home
economics knowledge.

Designing the display

To trouble the current body of home economics research, the design of this analysis
deliberately works against the idea that good home economics teachers are either
typical or atypical, either disciplined or undisciplined, either normal or deviant. All
home economics teachers, including effective or good or capable ones, strive to be
'normal' in certain precise ways.

At the same time, it is important to certain

2 There is strong argument in postmodemist feminist approaches to research of a refusal to reject large
scale research and theoretical tools where such tools are deemed appropriate (Fraser & Nicholson,
1990) in order to achieve a bringing together of positions from which to think (Kennedy, 1996). This
argument is valid for this study, where a bringing together of positions is important.
3 Refer to Appendix A, B and C which provides the details of the two surveys conducted, along with
their thoroughly modernist analysis.
4 Refer to Appendix D, E and F which provides details of the conduct of the interviews and
observations.
5 Refer to Chapter Four for a full explanation of this approach. In brief, an exploration of the body of
the text is how the home economics body is written or situated by themselves and how it is erased,
ignored and overwritten - the site of the home economics body. The body as text is where the
performativity and materiality of the body is available as a subject of discourse as well as an object of
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individuals, as the 'atypical' study makes apparent, that they be exceptional in a
number of ways, some of which are to do with the visual impact they make on others
ie. in how their pedagogical body works as a spectacle. These literal sights of home
economics bodies will appear in the analysis which follows as the body of the text6 .

In order to capture this idea of the simultaneous sameness and difference of the
particular teachers observed and interviewed in the third study (ie. to show how their
pedagogical body is produced both within and outside the frame of 'typical' and
'good'), the design displays two readings of home economics pedagogy in such a
way that neither one is privileged over the other. The intention is to insist that
multiple readings are not simply desirable but possible. However, these cannot be
produced out of a design with an either/or logic such as typical/atypical;
normal/marginal; effective/ineffective, which has been argued to be problematic for
its na'ive dualism.

What follows in Chapter Five and in Chapter Six then is a reading which documents
and analyses the body of the text and the body as text in a display which invites the
reader to 'transgress' a predictable linear-cumulative reading of 'findings'. Elements
of a counter-orthodox reading (the carnivalesque body) are folded back into a more
orthodox poststructuralist reading of corporeal pedagogical identity (the disciplined
body). This works by means of small sections of hypertext? 'borrowings' from
Chapter Six appearing boxed in Chapter Five. The intention is to dis-member simple
conclusions or proven findings. Similarly, elements of the Chapter Five reading are
re-membered in later accounts of the body carnivalesque. The point is not to bring

external gaze- the sight of the home economics body. There is a blurring of these boundaries between
the body of the text and the body as text such that these are no longer discrete bodies of knowledge.
6 In order to protect the identity of the 'atypical' teachers, two "all purpose" heads are used in most
visual displays. The female "all purpose head" serves also to illustrate my interpretation of the
'typical' home economics teacher as produced through the text, that is, middle-aged, conservative,
motherly. This generic home economics head is taken from a human development lifespan textbook,
specifically the 'middle-aged' chapter. The male "all purpose head" serves as a typical male teacher.
7 An explanation of hypertext and its usefulness is presented in Chapter Four with respect to the
forrn(att)ing of the analysis. Examples ofpostmodem texts which use unorthodox means of providing
counter readings which are nonlinear are cited in Chapter One and include the work of Lather and
Smithies (1997) and Foster (1996).
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pieces of the identity jigsaw puzzle together, but to insist that there is no whole
picture. What is important here is to make something of the play of surfaces between
scholarly accounts. As McWilliam (in press) puts it, the research: "looks [to the
field] ... not in order to 'yield the whole fabric of life' ... [but] to work with the
shreds".

She goes on to say that "shreds offer up more interesting possibilities for

analysis" where one is interested in "dissembling through description rather than
'drawing together' ".

99

CHAPTERS

Disciplining the body of home economics teachers

This chapter provides a poststructuralist reading of corporeal pedagogical identity specifically of the self-production of the disciplined body that is the home economics
teacher. This reading of 'atypical' teachers is interrupted, in turn, with carnivalesque
textual and visual fragments which appear again in integrated form in Chapter Six.
As was made clear in Chapter Four, this feminist posthumanist approach is intended
to interrogate the body as a text which speaks home economics as a cultural
pedagogical practice. I argued in Chapter Four that the analysis here is framed by:
•

recognition of pedagogical work as 'embodied';

•

a shift from metanarrative to the local site;

•

a refusal to reject large scale research tools;

•

a shift from general theorising to practice;

•

a refusal to establish 'laws' but to acknowledge the boundedness of truth
claims;

•

an emphasis on bodies as the site of lived experience;

•

a rejection of binary constructions and unitary notions of gender;

•

incorporation of reflexive engagement with the language of the reporting
data (for example, identifying gaps; focusing on ambiguous words or
syntax etc);

•

the unsettling of familiar accounts; and
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•

the weaving together of ideas and theories into an 'unfinished' tapestry of
analytical elements.

As one part of the analysis, this chapter is organised into three sections. The first
section (5.1 The 'normal' home economics teacher) interrogates home economics
teachers as particular sorts of docile bodies, self-governing according to versions of
'proper' professional practice that are made available in the culture of home
economics teaching. In keeping with this, the data under scrutiny are provided by
two large scale surveys administered to home economics teachers, as well as
iconography associated with the professional institute which currently represents
home economists in Australia. The analysis reveals two key themes in texts written
about home economics teachers

cy home economics teachers - that is, that 'normal'

home economics teachers are skilled bodies, but also they are suffering bodies.
Textual and visual 'previews' of Chapter Six in the form of boxed hypertext
insinuates carnivalesque moments into my analysis of the body of home economics
teachers, with parodic and ironic intent.

The broader intention is to show how

multiple readings are not simply desirable, but possible.

The second section of this chapter (5.2 Four odd bodies) looks at resistance to the
'normal' home economics body coming from within the profession itself, in the form
of four self identifying 'atypical' teachers. The analysis aims to determine how their
potentially transgressive bodies trouble the conventions of the profession, in that they
refuse invitations to produce the skilled and suffering bodies demanded of 'normal'
home economics teachers. This poststructuralist reading aims to capture the idea of
the simultaneous sameness and difference of the particular teachers observed. This
analysis/reading differs from orthodox poststructuralist readings because it provides a
reading which documents and analyses the body of the text and the body as text in a
display which invites the reader to transgress a predictable linear reading of the
findings. Again, textual and visual fragments of Chapter Six in the form of boxed
hypertext insinuates carnivalesque moments into my initial textual analysis of the
teachers' disciplinary work to show how multiple readings cut across and contest any
monolithic account.
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The third and final section of this chapter (5.3 Skilled but not suffering) reflects on
the earlier two sections, noting that the four atypical teachers interviewed refuse (or
fail) to suffer, that is, that each of these atypical subjects resist orthodoxies of the
suffering body. This section also reveals that these four atypical home economics
teachers do not refuse/fail to be skilled bodies, thereby engaging in some of the
normalising work needed to produce themselves as 'proper' home economics
teachers.

5.1

The 'normal' home economics teacher

Modernist research techniques are commonly used as normalising practices by
constructing 'typical' features of various categories, characterising those who are the
same and thereby dividing and positioning the others.

Popkewitz (1997b:25)

explains that this "ordering of difference from sameness is a pervasive quality of
contemporary social and educational theory" and is a "deeply embedded" approach.
Home economics teachers, like other professional groups, conduct research which is
complicit in producing a particular sort of docile body, self-governed and disciplined
according to the versions of 'proper' professional practice that are made available in
the culture ofhome economics teaching.

Two surveys of Queensland home economics teachers (Study One and Study Two 1)
provided me with written accounts of home economics teaching from within the
profession.

Study One involved the administration of a survey which provided

demographic information and respondents' lists of up to five adjectives they would
use to describe a home economics teacher. They also named three advantages and
three disadvantages of being a home economics teacher.

This information was

analysed statistically, using the computer program, Statistical Package for the Social
Sciences (SPSS).

Finally, respondents were asked to indicate how they could

recognise a 'good home economics teacher'. This data was analysed using content
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analysis with the qualitative computer software package - NUD .ist - to generate a
picture of overall trends through the identification of categories of responses.
Ninety-nine respondents completed Study One.

The purpose of Study Two was to consolidate, refine and validate findings from
Study One regarding home economics teachers perceptions and understandings of
themselves. There were one hundred and ninety-one respondents to the survey used
in Study Two. Respondents chose the five preferred words from a list of adjectives
which could be used to describe a home economics teacher. This list was generated
by taking the most frequently occurring terms produced from the analysis of Study
One. Survey Two also asked respondents to complete a semantic differential bi-polar
comparison measure (see Kane & Snyder, 1989) to describe their perception of a
'home economics teacher' (eg. conservative/radical, political/ apolitical, professional/
unprofessional, academic/nonacademic).

This information was also analysed

statistically using SPSS.

For the purposes of this thesis, only selected elements of the analysis of Study One
and Study Two are incorporated into this chapter, given that it is only these elements
which are the central focus of this analysis 2 • These selected elements provide an
incomplete picture of the 'normal' home economics teacher. Direct excerpts from
survey responses are included in the text and are marked either by the use of inverted
commas or, in some cases, as indented quotes, to illustrate graphically the identity
formation which seems central to 'proper' home economics teachers.

In each

instance, the respondent number is stated in brackets following the quote.

The reading which follows is organised around key descriptors of the 'typical' home
economics teachers, as expressed in the teachers' texts. These are:
•

multi-skilled, professional, organised, resourceful, practical, hardworking,
caring, and creative;

•

'dishpan hands, varicose veins and stooped shoulders';

1

See Appendix A, B and C for details of Study One and Study Two and their comprehensive
modernist analysis.
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•

the 'right' body; and

•

'women's work'.

Iconography from the professional body is also analysed in this section, for its
contribution to producing certain normalised home economics bodies. Two artifacts
are commented on for their significance:
•

t-shirts and aprons; and

•

the home economics logo.

Multi-skilled, professional, organised, resourceful, practical, hardworking,
caring, and creative

When looking to the data to generate 'truthful categorisations' it is necessary to bear
in mind that home economics teachers belong to the larger category of 'teacher'.
'Teachers' are already normalised as a collective, so home economics teachers exist
within an already discursively produced domain. There are rules for performing as a
teacher, and these are governed by folklore about what is recognisable as a teacher.
In their book, That's Funny, You Don't Look Like a Teacher, Weber and Mitchell
(1995 :xi) note that "teachers are figures of such impossible familiarity that they are
apt to vanish beneath the general and the particular disparagements such taken-forgranted phenomena may attract to themselves". This is evidenced in the data where
teachers render themselves 'properly' invisible. Weber and Mitchell (1995) go on to
demonstrate that the teacher's body is culturally inscribed by "items of clothing ...
glasses, hairstyles, makeup, tattoos, body decoration, jewelry, accessories and the
like" (p.55), explaining that through the use of such materiality, teachers bodies
become normalised:
Teachers are not supposed to look attractive or sexy or 'different'. They are
not supposed to look aristocratic. They are supposed to reflect prevailing
social standards of middle class respectability. If teachers do differ from the
norm, they are expected to differ in a more negative manner that is somehow
considered to be more true to life: teacher-as-spinster; teacher-as-absentminded-bumbler; teacher-as-bossy-matron. (Weber & Mitchell, 1995:60)

2

Refer to Appendix A, Band C for the complete 'findings' of the modernist analysis.
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Given that 'teachers' as a broad category are produced in such ways, what are the
particularities, if any, that make a 'home economics' teacher? In the surveys (Study
One and Study Two) conducted in this research project, home economics teachers
were asked to list words to describe a typical home economics teacher, ie. to list the
words commonly used to represent 'proper' or appropriate intellectual and/or
behavioural work practices and personality characteristics of home economics
teachers. The findings revealed the following words were the most frequently used
by home economics teachers to describe 'normal' home economics teachers. In
brackets are the percentages of the respondents (from one hundred and ninety-one
respondents) selecting these terms: multi-skilled (70%); professional (43%);
organised (39%); resourceful (35%); practical (30%); hardworking (27%); carmg
(26%); and creative (26%) 3 •

These words have an important function in producing a universalising 'identity' for
the home economics teacher - a norm or an ideal against which home economics
teachers can judge themselves. In so doing, they reinforce the existence of dualities,
inferring what a home economics teacher may not be, ie. they may not be unskilled,
unprofessional, disorganised, lazy, uncaring, lacking resourcefulness, be impractical
nor lacking creativity. These descriptors are not unique in that they privilege what
would be expected in terms of any professional, paid worker. Further, predominantly
the mind of the home economics teacher - not the body, is also privileged in these
terms. Identity is thus produced as a result of working on the cognitive domain - and
the work of teaching is thus rendered largely a mind-to-mind matter.

This privileging of the mind can be shown to be a product not simply of home
economics research but of the epistemological assumptions that have underpinned
this thematic as the prevailing view of knowledge, action and of theory in the field4 •
For example, research by Banes (1992) characterised home economics as a female
dominated profession whose teachers focus on developing career oriented skills and

3

Refer to Appendix A for the methods of determining these percentages.
This research trend is detailed in Chapter Two of this thesis and is supported by examples of
research such as those identified in this paragraph.

4
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life management skills. Terms Banes used to describe home economics teachers
included 'multi-skilled' and 'professional', both words correlating with the findings
of Study One and Study Two. In this way, to be professional is to be 'skilled'.
Another example is a study conducted by Jones (1994) where home economics
teachers were asked to comment on the future directions for home economics. The
directions most frequently advocated included: the maintenance of a survival/life
skills approach; to ensure the practical does not become subservient to the theory; to
become vocationally oriented; and to move the focus of study from the home to the
wider world of industry and commerce. Again, in this research by Jones, the words
used by home economics teachers to describe typical home economics teachers are
consistent with current research, incorporating concepts which can be linked to the
'professional', 'caring', 'multi-skilled' nature of home economics teachers.

While these outcomes are of interest for reaffirming familiar narratives, the task here
is to 're-member' (Shapiro, 1994) the material body of the home economics teacher.
So what, if anything, do these written texts (in the form of respondents replies to
survey questions) indicate about the ~ of home economics, beyond words used as
basic descriptors?

How do they describe the site/sight of the 'normal' home

economics teacher?

'Dishpan hands, varicose veins and stooped shoulders'

As already discussed in the previous section, in Study One and Study Two the key
words used by home economics teachers to describe a 'typical' home economics
teacher were gathered and analysed.

These words do not draw attention to the

corporeality of teachers' work. When asked to list the advantages and disadvantages
of being a home economics teacher and how a home economics teacher might be
recognised by others, however, teachers did make reference to the fleshly body of the
home economics teacher. This text is of particular interest in this study. One teacher
suggested a home economics teacher is recognisable by:
the bags under her eyes, dishpan hands, varicose veins, [and] a great sense of
humour (they need it). [The home economics teacher] can leap a stove in a
single bound [and] wears a superwoman t-shirt. (Respondent 74)
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This is a powerful visual image of the literal sight of the home economics teacher.
As an embodied vision, it speaks the gender of the teacher and implies that the body
is a product of practices associated with being a home economics teacher - practices
which produce and reproduce a particular sort of body. The tenor of this comment is
repeated by other respondents in the survey who insist, for example, that "she has
stooped shoulders from bringing in bags of groceries" (Respondent 9) or that "she is
exhausted and downtrodden from cooking for the principal" (Respondent 93).

Many of the comments which were given as disadvantages of being a home
economics teacher are in a similar vein. Rather than commenting on the body, most
texts explain ways 'she' is likely to be identifiable to others. For example, home
economics teachers are "seen as the school's general cook and bottle washer"
(Respondent 1), "the stitch and stir lady" (Respondent 50), "the expert cooker and
sewer" (Respondents 13, 27, 33, 48, 49, 73, 82, 83, 84, 94) involved in and expected
to "do the dishes" (Respondent 10), "washing up and the laundry" (Respondent 12),
"fridge cleaning, kitchen checking, washing and drying and folding" (Respondent 8),
"cleaning, housekeeping, shopping, budgeting chores" (Respondent 26), "equipment
maintenance" (Respondent 26), and "mending kids shirts" (Respondent 47).
Moreover, there is an expectation that they will "cater for functions in the school"
(Respondents 16, 22, 33, 81) and "make costumes for musicals" (Respondent 16),
"give up all lunch hours" (Respondents 8, 36, 52, 58, 72, 78, 88) and "starve"
(Respondent 72), and "lug sewing machines around" (Respondent 13). This leads to
the home economics teacher being "exhausted" (Respondent 14), "stressed and in
poor health" (Respondent 97).

It is little wonder home economics teachers are

described as "need[ing] to be 'superteacher[s]' " (Respondent 11) but are
characterised by others as "expert[s] in drudgery" (Respondent 16)5 •

The body of the home economics teachers produced in the above text is that of a
docile and malnourished female in a traditional Western domestic setting. The text
reinforces what Weber and Mitchell (1995:60) argue is typical of teachers who may
5

These quotes come directly from the body of the text produced by the teachers and was formed into
a collage of home economics activity, serving to represent home economics as a body of knowledge.
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differ from the norm, that is, they are "more negative" and "more true to life" than a
"typical conservative, middle class" teacher. Because the home economist is located
within the domain of heterosexual normativity for women - cleaning, shopping,
washing, cooking and sewing in the home or as a support in the school setting - she
exists as a more 'true-to-life' and negative production than other female teachers.
This normalising spectacle of the home economics teacher is symptomatic of a
repressive politics which can and does marginalise home economics teachers in
schools - and outside them.

When commenting on the advantages of being a home economics teacher, a small
number of references were made to the teacher's fleshly body. For example, the
expression "hands on" (Respondents 5, 17, 66, 90, 93) was sometimes used to
describe the applied nature of the area. To be "hands on" was seen as a positive;
teachers described their appreciation of the "hands on" nature of the work in which
they are engaged. To them, this was a pleasurable aspect of their work, and, in fact,
they literally describe the practical nature of home economics as "getting your hands
dirty" 6 •

The 'right' body

The text from Study One and Study Two reveals that home economics teachers
engage actively in disciplinary techniques for producing the 'right' body; - many
express guilt and remorse if their body is 'not right'. Again, Weber and Mitchell
(1995:64) note that for teachers, having the 'right' and 'normal' body of a teacher is
important to maintaining the "image of teachers as moral guides and upstanding
members of society" and that "a certain type of personality is inevitably assumed to
accompany a given choice" of body appearance.

That the home economics teachers body should be a "positive role model for
students" (Respondents 18, 26, 57) was frequently stated as a way of recognising a

6

This "hands on" metaphor can also conjure up images of inappropriate physical contact between
student and teacher which is very much "hands off' and beyond moral limits, particularly given the
current 'sex panic' in our society.
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good home economics teacher.

For example, one respondent insists that home

economics teachers should "practice what they preach, dress creatively, be polished,
eat nutritious, home cooked food" (Respondent 21 ). The version of the 'proper'
home economics teacher that emerges from such texts is of a person who
painstakingly disciplines their body, "tak[ing] care in their appearance and so pride in
their work" (Respondent 42). They should be "well groomed" (Respondent 66),
have "great dress sense" (Respondent 91) and "set personal examples that match
his/her expectations" (Respondent 92). In this way, home economics teachers use
their body as a site to perform the home economics curriculum which (apparently)
promotes such values. These comments indicate that careful bodily management is a
way of recognising home economics teachers.

Careful management is also necessary in the eating practices

--aref.\.1\ uoO.j~lllanagelllent

of the teacher in the classroom. Survey respondents make

,./

specific mention of how physical pleasure was gained
through the "consumption of samples of food" (Respondents
17, 83) which students offered to teachers. But this always
introduced a risk because there was "too much food to be
sampled" (Respondent 17) and this was potentially a problem
because "home economics teachers can 't be fat" (Respondent
90). This text reveals that home economics teachers govern
themselves, self-regulating around the idea of a body which is
not too fat and not too thin. This means a constant struggle
between their role in testing food, and their need not to
overindulge. It is only by getting the balance right that they
can be a positive role model for their students both in terms
of their physical appearance and their eating patterns.

Testing of food 'within reason' (McWilliam, in press), implies self-monitoring and
abstinence, with the home economics teacher at times taking on the attributes of a
martyr. They must rein in their appetite for food and give students 'affirmation'. In
this way, home economics teachers govern themselves, controlling their food intake

109

with a denial of appetite whilst still meeting the expectations of their work, thereby
creating a well-governed body which is 'proper' for pedagogical display.

Home economics teachers also see it as their responsibility to "change/convert
students with eating/diet problems" (Respondent 17). The idea that home economics
teachers should play a redemptive role in the lives of students was reiterated in the
texts many home economics teachers wrote about their ideal selves.

This is in

keeping with Popkewitz' s (1997) argument that the governing practices of schools
and their students and teachers are situated within a broader culture of redemption7
where the self-monitoring and self-motivated individual is valued. This role of the
teacher is also supported by Weber and Mitchell (1995: 113) who argue that "[f]emale
teachers are supposed to be selfless and sexless, adopting a 'leading from behind',
child centred pedagogy".

Home economics teachers, through their textual

descriptions, suggest that they conform to this late twentieth century version of the
teacher as self-denying saviour.

'Women's work'

From the text produced by the home economics teachers, it is apparent that home
economics teachers are doubly produced - first as 'female' teachers, then as 'home
economics' teachers. They are women, working in the domain of women, and as
such, are strictly governed entities.

Many of the comments made about ideal and real home economics teachers' bodies
indicate either directly, or through the use of gendered terminology, that the home
economics teachers' body is gendered - that is they are "all female" (Respondents 12,
20, 57, 67, 71). Weber and Mitchell (1995) suggest that there are certain rules for the
self-production of the female teacher (not just home economics teachers) which are
not necessary for male teachers. They found that female teachers are produced as a
'certain kind' of woman, one who wears "long skirts, with their hair pulled back in
severe buns, evoking the stereotype of an 'old maid'" (p.45). Women who aim to be

7

This concept was developed in Chapter Four of this thesis.
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'good teachers' are pushed to take part in this cultural production which has the
effect of negating or effacing their sexuality. Not to do so is to risk being considered
deviant.

The gendering of home economics in teachers texts goes beyond characterising the
home economics teacher's body as female.

Home economics is viewed as a

"women's subject" (Respondent 37); "the girls [students] love it" (Respondent 8).
This reinforces and parallels the widespread view that home economics is a gendered
field of study and therefore necessarily lower in status as 'women's work'. As one
teacher puts it:
Being a so-called 'woman's' subject means people view it as unimportant, so
we are continually having to prove the importance and get rid of the myth of
'just cooking and sewing'. We are often asked to do trivial work.
(Respondent 13)
The dilemma named here is that 'cooking and sewing' is seen by outsiders as the
main act in the performative dimension of home economics teachers, and this is more
likely to be oppressive than status-enhancing. Home economics is impoverished
because it is seen as 'women's work'. As outlined in Chapter Two of this thesis, the

lingering perceptions of home economics as 'cooking and sewing' remains a
troubling legacy for home economics as a set of Australian educational practices, and
the struggle to push beyond this folkloric perception towards legitimation has been
ongoing and continues today 8, both as a struggle over content to be delivered to
students, and as a struggle for a new location near the centre of the politics of school
knowledge. So home economics teachers find themselves at an impasse, where the
performances and products of their field become the means to characterise the
discipline in negative terms. This is what people see - the performance - (cooking
and sewing); and the products- (the scones, cakes, shirts and skirts), all of which are
understood to be material traces of women's work in the private sphere.
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It's not just cooking

and sewing.

Because home economics is framed by its repressive classification as 'women's
work', home economics teachers feel compelled to validate their existence in the
school curriculum. As one home economics teacher in the study explains:
[T]he principal of my current school constantly denigrates home economics
and refers to it as the 'dying art of cooking and sewing' - my status in the
school suffers greatly as a result. There is a real stigma because of this. I feel
that I'm constantly having to justify home economics continued existence.
I'm always 'soapboxing' and they see me as a dragon who is only good for

8

For example, the Mission of the Home Economics Institute of Australia (the peak body for home
economics teachers in Australia), is to "enhance the professionalism and legitimation of Australian
home economists" (HEIA, 1997).
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doing the catering for all the functions and sewing costumes for the play.
(Respondent 6)
Such comments were not rare in the study, with respondents often referring to their
necessary role as advocate for the subject.

They sometimes created images of

themselves as fighting for survival: for example the "soapboxing dragon"
(Respondent 6) in the text above along with others including "superteacher"
(Respondent 11 ), "superwoman" (Respondent 80), and "the bitch from 'H' block"
(Respondent 37).

Home economists are not alone in suffering from status problems and trivialisation of
their work. As Madeleine Grumet (1988) argues, the struggle for legitimation of
women's work is to be expected in all Western models of schooling given that
education is dictated by male experience, ignoring women's lived experience as of no
account. She argues that education has been distilled into an economic system which
purposely ignores "experiences of family life, of bearing, delivering and nurturing
children" (1988:xv) because they have no measurable economic value.

The

consequence is that where the struggle for legitimation begins and ends within the
production of home economics as 'women's work', it will always be relegated to the
margins of what is considered to be valued and valuable since it refuses to challenge
the social production within which it operates.

One might anticipate, then, that the professional body which represents the interests
of home economists would be likely to challenge such a view given that individual
respondents in these studies understand this. The following two sub-sections in this
chapter shift away from the body of the text produced out of Study One and Study
Two, to look at the contribution the professional institute9 makes towards producing
home economics as a site of knowledge production.

This material is readily

available to members of the institute and this professional organisation has worked
hard to produce a unified public image for home economics professionals. Like the
9

The Australian professional body for home economists in education (typically as teachers), business
and industry is the Home Economics Institute of Australia (HEIA). This is the national peak body,
which has state and territory divisions.
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material selected from Study One and Study Two, only selected items have been
incorporated, based on the specific body work being done in and through those texts.

T -shirts and aprons

One means by which home economics teachers regulate the literal sight and the site
of their work is through iconography, such as a professional logo and associated
material items which have been designed to promote home economics as a field of
study.

The iconic production of the home economics teacher evident in the research
conducted, reinforces the image of the female "cooker and sewer". The "dragon",
"superteacher", "superwoman", and "expert in drudgery" are all characters depicted
in the stories about home economics teachers in their role as "cookers and sewers".
The only reference to 'props' in these texts were the apron and the "superwoman tshirt". It is ironic that the Home Economics Institute of Australia (the national
professional body for home economics) (HEIA) has only two merchandising
products- at-shirt, and an apron10 ! Both products are in great demand from home
economics teachers who seek to utilise them as promotional material and to establish
an identity in events such as school group excursions, class groups and so on. In
some instances, teachers have purchased class sets of aprons for use in their cookery
classes. Hundreds of both products are distributed nationally each year.

Employing uniform-like products such as t-shirts and aprons is a way of creating a
sense of community and belonging through easy recognition. Home economists can
be readily identified as a collegial collective when they don this apparel. Corrigan
(1989) regards this as a type of 'symbolic architecture'; the use of such products is
evidence of normalising work being done to produce the 'right' body, by carrying the
approved insignia of the profession in a clearly identifiable manner.

But the

'uniform' does more than provide members with a sense of belonging; it is also the

10

A visual image of the T-shirt and the apron is located in Appendix G.
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manifestation of "official identity to the community" (Synott & Symes, 1995: 141 ),
thereby constituting part of the culture of home economics.

While at-shirt is now recognised as a universal uniform, the logo or insignia adds a
particular message of allegiance. The home economics t-shirt and apron carry the
same insignia. It includes the words 'home economics' and a series of graphic
images selected to represent the field. The images are presented alternately with the
letters making up the words 'home economics' in a checker board style. Included
among the images are: a television screen, the male/female symbols, the three point
prong on an electrical power cord and a plate with a knife and fork (see Appendix G).
More telling however, is the choice of the apron as insignia for the profession.
Aprons are symbolic of serving others, male and female, which places home
economics and home economists in a position of servitude. This harks back to the
origins of the field of home economics, which, in its earliest form, was devised to
prepare young pioneering women for positions of servitude in Australia (Logan,
1981 ), the very origins which the professional body and its members are not keen to
revisit. This forms part of the material culture of the field of home economics. It
could be argued that these products and their insignia line up more closely with the
labels of "cookers and sewers" and "experts in drudgery" than might have been
anticipated, given efforts by the professional association to shake off such limiting
stereotypes.

These material products are examples of the normalising techniques through which
home economics teachers, and perhaps students, enact themselves 'properly'. To
begin to produce one's self as a proper home economics teacher or student, one can
simply wear the apron and/or the t-shirt. In Foucauldian theoretical terms, these are
practices which "systematically form the objects of which they speak" (Foucault,
1972:49). Such inscriptions on a home economist's body provide clear messages
about what it means to be a home economics teacher, and convey this message to all
who care to look.
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Home economics logo

The Home Economics Institute of Australia was responsible for formulating a Logo 11
for home economists as members of the professional body. According to Synott and
Symes (1995:140), such objects as logos and similar icons serve, through symbolic
authority, to represent signifying practices and lend legitimacy to "certain conducts
and capacities". In the case of the apron and the t-shirt, these can stand as home
economics 'uniforms', while the logo is available to be read as a 'badge' of the
profession: both provide an official identity. Attached to the home economics logo
on all official publications of the professional body is the following motto or creed:
The mission and focus of the profession are reflected in the Institute's logo.
The concentric circles symbolise the family unit within the community and
the world as a whole. Through the centre runs the flame of the lamp of
learning. (Home Economics Institute of Australia, 1999)
The motto is rendered meaningful by this text. Without this, it looks like two circles
with a squiggle through the middle! The logo and the mission statement reinforce
home economics as 'family oriented' knowledge production. The 'consumer' ofthe
images is led from the family as a base unit or starting point to an ideal of
community and then of the world. Thus the imagery 'tidies' difference and insists on
the stability of orthodox units, born out of heterosexual normativity of a masculinist
social order. The teacher, by implication, is a middle class teacher, as Weber and
Mitchell (1995) anticipate. This is reinforced by the home economics 'uniforms' the home economics t-shirt and apron, which have emblazoned on them symbols of
heterosexual normativity. These symbols represent signifying practices of home
economics and reinforce the public perceptions of the 'conduct and capacity' of the
home economist, providing an official identity of the home economist to the
community. These material items support a trend in home economics culture to
reinforce heterosexual normativity as the hegemonic norm.

This view would be

supported by Synott and Symes (1995), who argue that through the use of mottoes,
badges, uniforms and other icons, professional organisations such as the home
economics professional institute (HEIA) "lend institutional authority and legitimacy

11

A visual image of the Home Economics Institute of Australia logo is located in Appendix H.
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to the dominant imperatives of Western society and the importance of their adoption
by individuals" (p.149).

Summary: The 'two bodies' of home economics teachers

What does the preceding analysis, when taken together, tell us about home
economics as a body of knowledge? What body work is being done in and through
the body of the text?

It seems there is nothing 'new' offered in this account, simply a rehashing of already

existing accounts of home economics. By referring back to Chapter Two of this
thesis, it is evident that many of the 'findings' presented in this section were already
laid out in the literature, and this textual analysis simply spotlights the particular
body work being done. This is to be expected given the orthodox tools utilised in
these studies.

What can be argued is that there emerges from this analysis 'two bodies' for home
economics teachers to inhabit.

These bodies work together to produce the

normalised home economics teacher. To be normal is to possess what can be termed
the 'ideal body' (professional, organised ... ) and the 'real body' (stooped shoulders,
exhausted ... ). This idea of the 'two bodies of home economics' is not without
analytic precedent.

In 1996 Ernst Kantorowicz (cited in Carrion, 1996:45)

introduced the 'two bodies' concept in order to explain the "complexities of the
figure of a monarch". He argued that there were a number of "irreconcilable parts
that had to be coordinated in order for the king to rule properly over all other bodies
under him" and that in order for this to occur, the two bodies of the king represented
'private' and the 'public' interests. Similarly, the social production of the two bodies
of home economics derives from and adds to myths and folklore value, and this is
part of the normalising tradition of being a home economics teacher, where
seemingly irreconcilable parts remain in tension to facilitate the teaching of home
economtcs.
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Like the king in this dual scenario, the 'ideal' home economics teacher is a
disciplined body - a member of a profession who is also organised, hardworking,
caring, multiskilled, resourceful and creative. She is assumed to be a positive role
model, with the 'right' weight, willing to perform as the redemptive saviour, to
produce quality products, and so on. The 'real' is the ruined body - with dishpan
hands, who is: cleaner; cook; and martyr. She has black rings under her eyes, is
starving, stressed, and in poor health, exhausted and wrecked from home economics
work. These two bodies of home economics are in some senses both symbolic and
irreconcilable, as dualisms always are. The real, ruined body of the home economics
teacher is the physical effect of 'normalising' - the sight of the 'good' home
economics teacher at work.

Both of these bodies also carry the weight of the

gendered rules for the production of female teachers as an entire category (Weber &
Mitchell, 1995). Hence, home economics teachers are doubly produced - first as
'normal' female teachers, and then as 'normal' home economics teachers. These real
and ideal bodies are the disciplined bodies of home economics which are produced
(and reproduced) out of the textual data produced from Study One and Study Two.
The ideal can be described as a 'skilled' body and the real as the 'suffering' body.
The home economics body suffers because of the marginalisation of the field and
everything which goes with this.

It is not surprising that the analysis undertaken thus far leads to a cul-de-sac in

thinking about home economics teaching as necessarily dualistic. However, dualistic
thinking (real/ideal, suffering/skilled) is a limited way of understanding the nature of
home economics teachers. It is precisely this reductionist way of thinking about
home economics which has stimulated me to push further in this research task. This
'known' position of 'truth' becomes my starting point for engaging in new ways of
thinking about home economics teaching (Davis, 1997).

Because postmodemist

projects reject the notion of 'truths' and 'binary dualities' which typify such
modernist work (Weiner, 1993), their first step is to look beyond the dominant
assumptions in the field, and in so doing, to "exploit rather than cover or conceal"
discrepancies or discontinuities in cultural practices. In this way, there is more to be
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gained by seeking out the aberrant than by reaffirming familiar narratives, such as
this has done.

5.2 Four odd bodies
Can home economics teachers do other than produce this hegemonic body (of the
skilled and suffering home economics teacher), and if so, how? The next section of
this chapter documents four 'atypical' home economics teachers, examining how
these potentially 'transgressive' bodies trouble the conventions of the profession 12 •
This is undertaken by providing a postmodemist reading of the body of the text,
provided by interview data, and the body as text, provided by photographs. As
already explained in the Preamble to Chapters Five and Six, this reading works like a
hypertext, preempting the camivalesque reading of the body which is developed in
Chapter Six. A number of photographic and textual fragments perform the work of
disallowing neat categories or findings, disrupting the possibility of an orthodox
linear-cumulative analytical logic.

The questions which drive the reading/analysis of the atypical teachers are:
1. How do the texts generated about the atypical teachers give shape to a body,
which is both 'normal' and 'aberrant'?
2. What body work is being done in and through the texts?
3. How are these bodies 'atypical'?

And finally, in section 5.3 of this chapter:
4. What relationship is there, if any, between these atypical teachers and the
skilled and suffering body of 'normal' home economics teachers?

12

Explanations of the technique for selection of subjects and subsequent analysis are detailed in
Appendix D, E and F.
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The four interviewees, and the order in which they are analysed in the section, are:
John Brown; Valerie Archer; Marilyn Moore; and Elle Manson 13 • These names are
pseudonyms. Each of these home economics teachers are 'atypical' in a range of
ways. In broad terms, John Brown is an atypical home economics teacher partly
because of his gender. Valerie Archer steps outside the enclosures of the home to
include the outdoors. Marilyn Moore's sexy, 'groovy' body is atypical. And the
fourth subject - Elle Manson - is atypical because of her willingness to touch
students. The work of this analysis is to read how interview and related textual data
frames these four teachers as embodied discursive subjects.

5.2.1

Subject 1: John Brown- Hypermasculinity in home economics

This teacher is introduced by way of my own reflections upon first meeting him as a
student home economics teacher at university. I was a lecturer in the area of home
economics and in most of the eight semesters during which John completed his
Bachelor of Education (Home Economics - Secondary), I was a unit co-ordinator in
at least one of his four subjects. My memories of him are strong because of the
extent to which he 'stood out', challenging the norm whenever the opportunity arose:
I met John on his first day at university as a student home economics teacher.
His first words to me were "I didn't know the lecturers would be young
Sheilas like you". John must be in the wrong class. He was male, obese, exarmy, tattooed, smoking heavily, coughing a heavy smoker's cough, wearing
13

The research method employed for this component is detailed in Appendix D. In all, five home
economics teachers were approached as possible participants in this study. They were selected by the
researcher based on knowledge of the potential participants belief that they were 'atypical' -according
to their own definition- as a home economics teacher. Four of the five subjects approached expressed
their willingness to participate in the research, with one refusing to participate based on their belief
that they would be readily recognised and further marginalised through participation in the study.
Consent forms approved by the Queensland University of Technology Ethics Committee were signed
prior to the commencement of data gathering. Usingaudio tapes as the recording device, I conducted
a staged interview with each of the participants using a semi-structured interview process. The
stimulus material used appears in Appendix E. The audio tapes were transcribed (see Appendix F for
conventions) and a reflexive phase provided a feedback loop to participants where there was an
invitation to amend the transcripts through further additions or deletions. At this stage, three of the
teachers in the study volunteered some further material to add to their data, including copies of student
comments, cards and photographs. The material volunteered differed for each teacher. An invitation
was extended to one of the teachers to participate in a videotaping of their classroom practice. This
teacher was selected because of their enthusiasm for the project and their strong conviction that they
are both atypical and marginalised. The data was analysed to generate a reading of the teacher texts as
pedagogical discourse. In this way the research is a discourse-theoretical inquiry founded on
poststructural assumptions, and in particular postmodemist body theory.
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a black hell's angels t-shirt with cigarette box twisted in the sleeve comer,
and riding a motor bike. His face was aggressive and he seemed arrogant. He
wouldn't last.
At the end of his first year of study he gave me a card that said "For a
feminist you're not a bad chick", along with the gift of a cigar. He said he
would have given flowers but that would have insulted me.
At the end of his degree he gave me a card that he had sketched from a
photograph of himself. The photograph showed him holding a placard which
read "Home ec rules okay ... or else!" with a very aggressive face and fist
thrust forward. He drew a sketch from the photograph for use as a Christmas
card, and in his determination, as suitable for promotional material for use in
schools. In this sketch, he is holding the placard which in this case is pinned
to a baseball bat14 • The threat is clear. He gave me a carton of beer and said I
was "a good bloke for a Sheila". He wanted to take me on a pub crawl as a
sign of appreciation. I am constantly surprised that he 'made it', as he had
many 'within' the field who proactively worked against him. (Author's
reflection)
John was invited to participate in this doctoral project as an atypical home economics
teacher initially because of his 'atypical' gender. He is a home economics teacher
and his role as a home economics teacher is complicated by his maleness because, as
we have seen15 , home economics is defined as 'other' to him, with feminine
experiences and perspectives presented as the authentic experience of home
economics. John's presence as a male home economics teacher positions him as
'working out of home economics texts, not 'working outside' of them. Being other
to the norm ofthe properly produced home economics teachers provides opportunity
to consider how the atypical bodies cut across, as well as augment, the mainstream
body of home economics. This documentation draws on what John's students had to
say about him when asked to comment on how he looks, sounds and acts in a typical
home economics class on a typical day, along with interview text 16 and visual images
provided by him.

14

A visual image of this promotional material is located in Appendix I.
The socially produced version of the home economics teacher is defined as being within the
domain of feminine experience, as discussed earlier in this chapter under the heading of 'Women's
work'.
15
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Wltite female, well dressed

John self-identifies as an atypical home economics teacher.

To him, a home

economics teacher "must be female, white, upper to middle class" (John, Line 14).
In his eyes, he therefore cannot be a typical or proper home economics teacher.
When provided with the opportunity to elaborate further, he indicates that the
clothing worn by home economics teachers makes these women distinguishable from
other female teachers. He also notes behavioural differences, as in the following
interview extract:
16 John

[Home economics teachers are] . . . well dressed and usually
with fairly expensive clothing ...

18 John
19 Donna

. . . that's what I would say would be typical.
Right, and how would the public distinguish her from other
women?
I think probably the way she dresses would be a lot of it. I've
found most home economics teachers I've . . . the older ones
I'm talking about now ... one's that have been teaching for, you
know, say over 10 years, are usually very well dressed and urn
(laughs), might sound a bit funny but you know, I mean a little
bit fussy. If you know what I mean ... like they fuss around,
do things like cook a few little scones here and a few little
things like that, you know, and just do the little things around
the staff room that, you know, not many other people sort of
do.

20John

27 John

Yes. I'd say you should get a very well dressed white upper to
middle class female running around making sure they've got
plenty of biscuits in the staff room and if we need coffee and
tea and milk then yes, straight away, that would be the home
economics teacher.

John is familiar with what it means to be a typical home economics teacher, and how
this includes being a female teacher of a particular sort (Weber & Mitchell, 1995).
To him, the home economics teacher is recognisable by gender, race, socio-economic
status, standard of dress, age, "fussy" nature, and her role as provider of food. Her
public image as the "morning tea lady" reinforces what home economics teachers
indicate in the surveys to be a disadvantage of the field - and yet that is how those
from within the field identify as the public persona of the home economics teacher!
16

See Appendix D, E and F for details of the interview procedures and the analysis undertaken.
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It is immediately obvious that John cannot conform to this embodied vision because

the mere fact that he is a male home economics teacher makes him atypical - his
anatomical body does not fit the norm.

But there are other reasons he and his students consider him to be different. As one
of his students stated:
Mr Brown is really good. He is the greatest and different type of teacher to
work with. He's not a typical home economics teacher. (Male student, aged
16)

123

The proposition here is that John's 'difference' is what makes him 'good'. This
proposition troubles the norm (typical is good). In this way John's identity appears
to cut across assumptions about 'good' teachers.

A man - overweight, big belly and mustache
John is a man ... and he is a home economics teacher. This point is insisted on by
his students who state clearly that he is not normal because of this fact.

The

students' written texts which follow show how students link his male gender and his
role as a home economics teacher:
Mr Brown doesn't look like a normal home economics teacher because he's
not precepted (sic) as one because he's not a woman. He's a good teacher and
we can understand him and he helps us with our work without us feeling
stupid. I think he's a great teacher. (Female student, aged 16)
Mr Brown does not look and act like a normal home economics teacher,
because he's a man. Unlike other home economics teachers that I have had
Mr Brown helps us cook and doesn't say that our cooking isn't good enough.
He doesn't put our work down. (Female student, aged 16)
Mr Brown is 11Qj; the stereotypical home economics teacher. Most people
think that it's weird that when I talk about my home economics I say "Sir said
this, Sir did that" instead of"Miss". During practical lessons he walks around
singing old songs in a really bad voice, but we enjoy it. I think there should
be more male home economics teachers if they are like him. (Female student,
aged 16)
These texts indicate what John Brown does not look like and why- that is, he doesn't
look like a home economics teacher because he's not a woman. 'Home economics
teacher' and 'male teacher' are dualities. In this binary, one is clearly privileged by
the students and by the normative discourse. This comment is repeated frequently by
the students and is for many, the foremost reason this teacher is different.

Students elaborate on this difference in terms of the physical aspect of John's body.
For instance:
Mr Brown is fairly tall and is a bit overweight, he's got a big belly, sort of
medium build. He talks normal. He has a short beard and a mustash (sic) and
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always wears long shirts and long pants. He has black hair and a deep voice.
(Female student, aged 16)
These descriptions of the physical body of the teacher highlight the 'masculine'
features of the teacher.

He has a mustache, beard and deep voice - masculine

characteristics which set him apart from being the norm. He also has a "big belly", a
point reiterated in the following student text:
My teacher is a white male with a mastash (sic). He's a bit overweight for a
home economics teacher. But he's a good teacher. He acts like a pretty
normal human being. You would never think of him as a teacher. (Female
student aged 16)
The 'body work' being done through this text is of particular interest. The student
texts describe their teacher as "normal", "good", "overweight" and so on, and note
that this is at odds with his role as a teacher -"you would never think of him as a
teacher". What seems to be implied here is that someone cannot be a "pretty normal
human being" and also be a teacher.

The texts draw attention to a body that is not an appropriately disciplined body for a
home economics teacher- he is a "bit overweight, he's got a big belly" and this is not
usual "for a home economics teacher". John's fat, fleshly body with its big belly cuts
across the expected body of a 'proper' home economics teacher. The sight of his
excessive body is not typical in such a context As indicated in the earlier analysis of
texts from Study One and Study Two in this chapter, home economics teachers are
expected to have bodies which are disciplined role models for their students. That is,
they are expected to have the 'right' body -not too fat and not too thin. To quote
from the text of a teacher in Study One, "home economics teachers can't be fat".
John's body contradicts this expectation. How then does John reconcile his obese
body with that of a 'good' teacher? The following text explains his efforts to do so:
134 John

(Coughs) Excuse me, I haven't got ... the body that I had like
ten years ago as it were but (laughs) I often sort of refer to that
... and if I go down to the tuck shop for example I know I'll
buy a can of coke or something and the kids say "Oh, you
shouldn't be doing that Sir". I say "No", you know "and if
you drink that you'll end up looking like me".
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136 John

... because I taught you this sort of thing, you know. I sort of
refer to that a bit. You know, if I eat the wrong foods they
always say yes, and that's why I look like I do . . . "Sir's a big
fat fella because he eats pies and coke". You know, there's a
lot of other home ec teachers . . . we haven't got any very
svelte, is the word svelte?

138 John

. . . home economics teachers in there but they always seem to
be eating the right things like salad rolls and all that sort of
thing ... whereas I probably seem to be eating the wrong
things, but, as I said, I just refer back to it and I don't sort of
try to say look "okay, I'm fat but I eat the right things so I'm
good". I say, "look, I eat all the worst things and all the things
I shouldn't be eating and that is why I'm fat". So I use my
body that way.

John talks about using his body to model what not to do. This contrasts with what
home economics teachers in Study One say good home economics teachers should
do - that is - to be "positive role models for students", "practice what they preach"
and "eat nutritious, home cooked food". Instead, his body is a parody of the 'right'
body, and he uses it as a negative exemplar in his teaching. In this way, he can "eat
. . . the wrong things" and still maintain his redemptive role. He understands the
importance of right foods and wrong foods, using his body to do 'good' pedagogical
work by naming it as a failed project of governance.

In this way he remains

orthodox, working within, not against, the orthodoxy of home economics knowledge.

However, John expresses neither the guilt nor the self-denial which so often
accompanies failed body projects, especially for women. He acknowledges that his
literal sight is far from orthodox, but without apparent distress or self loathing. He
describes his physical body and the clothing which adorns it as follows:
30 John

... probably overweight, clothes probably not well fitting,
basically because of body shape ... probably doesn't care
about the external appearance as maybe other home economics
teachers do, for example, the shirt hanging out a little bit at the
back, or ... one of the things I've noticed about myself when I
looked at myself on a video for example is I usually have my
belt sitting underneath my beer belly as if it were, you know,
right really hip, really sitting on the hip.
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32 John

. . . with the crutch of the trousers away down near the knees
somewhere, you know what I mean .

34 John

.. . usually with a crew cut but not always ... very short hair,
but you know, often with a crew cut and a beard ah, depending
on every now and then like, I just take most of it off and just
regrow it again, rather than shave it every day. I just take most
of it off and then I just regrow it for a couple of months and
then I just take it off again and regrow it. So probably ... half
a beard perhaps.

The text above addresses the sight of his body. He acknowledges that his clothing
and his way of wearing clothing is not the norm for a home economics teacher, that
he "probably doesn't care" as much as "other" home economics teachers do about
these issues. This is evidenced for example, in "the shirt hanging out a little bit at the
back" and "the crutch of the trousers away down near the knees". He refers to
looking at himself on video, and observing that his "beer belly" causes his belt to
"really sit[ting] on the hip". Again, the physicality of this teacher cuts across the
expected body of the home economics teacher. John's students also comment on his
lack of concern about external appearance, but they are also careful to point out that
this does not detract from him being a good teacher. Indeed, quite the reverse is true:
He's a good teacher, but he looks a bit scruffy and untidy. He is always polite
and concerned about students. He doesn't lose his temper very often and his
lessons are fun to be in. He hardly yells at students for doing something
wrong. (Female student, aged 15)
Another positive is his dress standards. He is relaxed is (sic) which makes us
feel relaxed and by him feeling relaxed he is less stressed. And he doesn't
have to worry about ruining his clothing while demonstrating food to us.
(Female student aged, 17)
In earlier discussions (section 5.1 of this chapter), certain dress standards of home
economics teachers were identified as characteristic of normal teachers. John also
notes that clothing is a way of recognising a typical home economics teacher, given
his comment that home economics teachers are "well dressed and usually with fairly
expensive clothing" (John, Line 16). From his interview transcripts and the texts of
his students, it appears that John rejects this normalising strategy of being "well
dressed". Students note that because he is "scruffy", it does not mean that he is
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impolite or unconcerned about students.

His 'dress' is described in one text as

"relaxed", and this is linked to students feeling relaxed as he is "feeling relaxed [so]
he is less stressed". This is a literal sight which students see as different from other
teachers.

Students even advocate for John's 'style', arguing that he is more

appropriately dressed because his clothing cannot be ruined in class.

Sing, dance and cook

There are other characteristics beyond his relaxed and unruly body which make John
different: he doesn't perform like a home economics teacher. One student claims he
"helps us cook" and "doesn't say that our cooking isn't good enough. He doesn't put
our work down". This student text suggests that this student may have been the
recipient of criticism from other home economics teachers, where he was made to
feel "stupid". Moreover, John claims in his interview that he is not a typical home
economics teacher because he is not judgmental and that such an attitude seems to
come from a typically conservative, "sheltered" background (which is the
background he believes most home economics teachers to have) unlike his own:
94John

I think there's too much judgmental factors come into ... in
particular home economics teachers and I think this is based
on what I perceive . . . I would say the background home
economics people have. I think in general most home
economics people come from a fairly sheltered background
and I mentioned before upper to middle class, middle class up
rather than say middle to lower.

96John

And I think with that fairly sheltered background with the
family structure, fairly stable ...
Yes
... and I don't think they can relate to a lot of the students who
we have here who don't even live at home, like they live in
different places. We've got people in this school who live in
shelters. We've got students who come to school for a week
and haven't been home because they had to live under a bridge
because their parents have been drinking.

97 Donna
98John

The conservative culture of home economics and home economics teachers has been
discussed previously in Chapter Two. In this earlier discussion, it was explained that
the original purpose of the field was to provide the necessary skills to prepare women
for life roles through the production of desirable (conservative) feminine identities
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for the home and workplace (Eyre, 1989; Brown, 1988; Badir, 1990; Logan, 1981;
Pendergast, 1991 ). These conventions were achieved by the training of women using
curricula selected as appropriate for these roles, including preparation for varying
roles of servitude. Because of this historical past, home economics as a field of study
has been indicted for perpetuating conservative, middle class values as social norms
(Thome, 1980).

According to John, the legacy that remains is the judgmental

attitude held by home economics teachers, and this, in tum is linked to middle class
conservatism which rejects risk taking.

John also acts differently in the home economics classroom. His body performs for
the students' pleasure, and also for his pleasure:
My teacher is a male home economics teacher. I have had female teachers in
the past and I prefer him. He sounds like a good Aussie bloke. He acts like a
friend and is one. He will always make us laugh. He can sing and dance and
cook, which all home economics teachers should do. In conclusion, he is a
terrific teacher with a heart of gold. (Female student, aged 16)
Mr Brown is a very intelligent man and I also know he's a great Dad for his
children. He is very entertaining, we never need a radio because Mr Brown
sings his favourite 'oldies' songs. He doesn't look like a typical home
economics teacher because there aren't many male home economics teachers.
(Female student, aged 16)
Mr Brown can sing really good. He is a good person and can help people.
He's a good bloke and a good chef. (Male student, aged 15)
Mr Brown does not look like a home economics teacher because he's a man.
But he's a good teacher, knows a lot about the subject and he's easy to get
along with. He teaches the class clearly and can easily be understood. Mr
Brown sings and jokes around in class which makes it fun. He's a great
teacher and every class gets better every lesson, you don't know what to
expect. Even the theory lesson's are worth goin (sic) to. (Female student,
aged 16)
The students talk about the teacher as a friend and an entertainer, singing, dancing
and joking, making students laugh and having fun- this is his atypical performance
of home economics. This performance is acknowledged beyond the home economics
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classroom, as is evidenced by the senior school song penned by the 1997 grade 12
students, which contained a stanza about him:
Mr Brown and his singing
Makin' us all go deaf
Mr Brown and his singing
We're gonna take his voice box out
John considers each home economics class to be a performance, and that his singing,
dancing and joke telling are his trademark, providing mutual pleasure for his students
and himself. He 'performs' in his home economics classroom. He describes this
aspect of his teaching in the following interview text:
168 John

And when you're actually sort of cooking I often sort of walk
around singing, I just sort of walk around and they hate my
songs because I sing a lot of country and western (Laughs) but
I walk around and ... now they use radios in the block and that
sort of thing but we don't actually seem to use them. I just
walk around singing and that sort of thing and .. I thought I'd
just sort of liven them up and they said "Oh yea, that's
terrible" and that sort of thing. I say, "okay fine we'll have a
nominated singer" ... every lesson you know like I'll nominate
one student who will sing throughout the lesson and so I've
nominated them and they'll say "oh no no no no, I'm not
going to sing", "shame", you know, that kind of thing. So I
say, "oh well, if you don't want to then I'll keep singing"
(laughs) and the kids bear it in good stride . . . so I get to sing
whatever. I find it makes for a pretty good working
relationship with the students, cause they know I'm not ... I
don't know I just find it relaxes the kids.

John integrates his singing and dancing into his overall teaching style, ie. into the
"physical postures, poses and persuasions" (MeWilliam, 1996b: 16) that are enacted
here as a teacher. John argues that his approach "makes for a pretty good working
relationship with the students" (Line 168), that his embodied performances lead to an
enhanced pedagogical relationship with students.

He also sees his singing and

dancing as "relax[ing] the kids", another reference to the pedagogical posture he
performs often but not always. Embedded in his overall classroom management
style is a preference for the didactic, which he admits is "wrong" because it is
contrary to his teacher training instructions at University.

He says he does

"everything that I've been told not to do", going on to explain that his class is run on
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a military style, in what he calls the "old army spiel". He yells instructions such as
"line up", "march in", "stand up", "YOU WILL BE ABLE TO ... ". In his own
words:
142 John

143 Donna
144 John

I either go in and I'll set up I'll ... I sort of do everything
wrong, you know what I mean, I sort of do everything that I've
been told not to do.
(Laughs) like what?
Well, I was told I need this structure and that sort of thing.
And you come in and you do the first ten minutes and you ...
you must know and make sure the students understand the first
two minutes and like, and I agree with that, you know, and I'm
not saying I shouldn't be doing that, I just don't ... I do the old
army spiel, the kids come in, and I line them up and we march
in basically and I sort of stand them up and say "right AND
THIS LESSON YOU WILL LEARN HOW TO MAKE
CABBAGE STEW, BY THE END OF THIS LESSON IF
YOU DO NOT KNOW HOW TO MAKE CABBAGE STEW
THEN YOU HAVE NOT LISTENED TO ME", that sort of
thing ...

John makes excuses for his classroom management style, knowing that it is not the
right (orthodox) way to teach. He is aware of his departure from the 'good' rhetoric

of student-centred pedagogy. He describes this approach more fully:
152 John

That's the introduction and then with them I ... do the demo or
whatever ... I often use the kids, give them the instructions ... I
know I've got to go in there and I've just got to set up all the
classroom and I've got to have my ingredients and that sort of
thing in front of me. And then come in and the students are
going to come in and they're all going to have everything
ready to go and everything's going to be lovely, but I come in
and I'll say right and I've actually got nothing on the bench
and there might be say ten kids there and I'll just rattle off the
ingredients so you know, "Frank" ... "get the self raising
flour; you get the sugar; you get the butter; you get this; you
get that" and they just go booff.

John explains that this is not typical home economics teaching practice. The teachercentred didactic methods he uses and practices (the old Army spiel - marching,
drilling, ordering) are contrary to the model he was encouraged to use as a student
teacher at University. Instead, he falls back on what he knows from his previous
career in the Army - Army drills. He "knows" this is not the norm, even agreeing
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that his approach is "not right", and suggesting that "I'm not saying I shouldn't be
doing that" (the 'right' student-centred pedagogical approach advocated at
University). This insistence on the 'wrong' performance is a tricky pedagogical
posture.

McWilliam (1996b) explains that "teachers display their disciplines at work in the
culture by rehearsing and enacting particular poses or 'positions' in relation to
knowledge". Their positions are:
. . . manifest in the performative dimension of teaching, whether as text,
utterance or bodily gesture. Through 'performances' ... teachers ... indicate a
range of positions in relation to a 'body' of disciplinary knowledge. [They]
model knowing by striking a range of scholastic poses through which the
learner is mobilised to desire to learn, to reject the seductive power of
ignorance. (MeWilliam, 1996b: 17)
John enacts a certain 'mock' military positioning in his home economics pedagogy
and this is embodied in his utterances (the old Army spiel) and bodily gestures
(singing and dancing). The pedagogical message is that pleasure and regulation
come together in his performance. The effect on students seems to be that they are
mobilised to engage in the disciplinary work.

And yet, earlier in this analysis,

students referred to John's "relaxed" and "unruly" style, particularly with regard to
his dress. John is both relaxed AND disciplined, blending the Army discipline with
the relaxed dress of the unruly teacher. However, John's pedagogy is far from being
radical. It disturbs usual conceptions of home economics teaching, but recuperates
the "teacher as ultimate authority, male in power" (Weber & Mitchell, 1995:98)
which is characteristic of traditional teaching.

A 'hlokey' kinda bloke
It is evident from their texts that students do not see John as a typical home

economics teacher. Instead, they recast him in two ways. The first is as a "normal,
typical", "good" (male) teacher (but not a home economics teacher). The second is
as a chef, and in particular, an Army chef. The following student texts demonstrate
examples of how John is depicted as a "normal, typical" and "good" teacher:

132

Mr Brown doesn't look like a home economics teacher - he looks like a
normal, typical teacher. Most people think it's weird when we say that our
teacher is male but to us he is one of the best, if not the best teacher in the
school ... I personally think there should be more male home economics
teachers like him because if they were all like him I know that their (sic)
would be more people doing these subjects. He's a good bloke. (Female
student, aged 16)
Mr Brown looks like a good teacher. He is better than all the other teachers I
had for home ec. He is funny and he sings a lot. We learn a lot from him and
I enjoy going to his class. (Female student, aged 16)
Mr Brown looks like a good teacher and he is a good teacher. He is funny
and makes jokes all the time. If you are bad he will get up you, but not in a
mean way. (Female student, aged 13)
In these instances, John is characterised as a 'normal' male teacher. According to
Weber and Mitchell (1995:58), male teachers work out of a set of cultural rules about
what is recognisable as a male teacher:
[They wear] nondescript clothes, sometimes a suit, usually a shirt or sweater
and pants, occasionally a beard, often with heavy glasses. These male
teachers are often a bit scruffy, and occasionally covered in chalk dust.
John's body- evidently- complies with this socially produced version of what male
teachers are supposed to look like.

He embodies the heterosexual masculinity

expected of 'relaxed' male teachers - "a beard", "a bit scruffy" and wearing
"nondescript clothes". But producing himself as a typical, normal male teacher in the
field of home economics is rule breaking because typical males in home economics
are non-hegemonic males, they are exceptional in that they are not typically
heterosexual males. 'Real men' do not frequent the domain of the home economics
classroom, and yet John does.

Another way John's pedagogical body is made visible in the home economics
classroom is as a chef, as the following students texts indicate:
Mr Brown looks like a chef. He's a good singer and he makes the class
interesting. In other words, he is a 'LEGEND'. (Female student, aged 17)
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Mr Brown is the best. He is a good bloke and a good chef1 (Male student,
aged 16)

'Real' men aren't home
economics teachers ....

The text indicates that John "looks like a chef' and acts like a chef. He is not merely
a "cooker and sewer" like other female home economics teachers, but is elevated to
the higher public status position of "chef'. This provides a form of legitimation for
John in his role as home economics teacher. It is okay for a man to be a chef. This is
an honourable vocational outcome for a heterosexual male, so teaching in this area
can be validated within such a framework. He is 'normal' in this sense. Often he
dresses in chefs apparel, reinforcing this role as chef. John confirms in his interview
that he is more comfortable being recognised as a chef than as a home economics
teacher and that he promotes this understanding in his students, believing that "most
of the students ... see [him] as a chef' (John, Line 58). In this way, his skills in
catering move the domain from the private space of the home kitchen to the public
space of the restaurant.
42John

So I think most people do recognise that I'm sort of
stronger in the food area . . . and in particular in the food area,
the hospitality side of cooking bulk, cooking functions etc.
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44 John

... I think I'm not saying, I'm not trying to blow my own
trumpet or anything like that, but most people if they sort of
talk about me and sort of usually mention one of the functions
I've catered.

46John

At the school using the students, rather than any shirt or
anything like that I've ... the one's the students have made, it's
always referred back to, "oh yeah, it was a great night that the
cooking kids did the other night", or something like that. It's
usually referred back ... something I've catered for the school,
or within the school.

It is interesting to note that John acknowledges that he is recognised and valued by

the school community because ofhis contribution as caterer, performing for and at
school functions. The text he employs to describe this food preparation with students
is driven by employment related terms such as: "hospitality"; "cooking functions";
"cooking bulk"; and "cater". This is the language of public authority, oflegitimation
and power, of a chef in professional role, and can be contrasted with the home
economics language of private home "cooking". The positive recognition John gains
from this role as chef, performing his public catering role, appears to be the antithesis
of the recognition brought to home economics "cookers". In the teacher texts from
Study One and Study Two about home economics teachers roles, the image of the
home economics teacher as 'cooker and sewer' is a derogatory image. Teacher texts
speak of the negative association with this image, being seen as "the school's general
cook and bottle washer", "do[ing] the dishes", "catering for principal's morning teas"
and being "expert[s] in drudgery".

These were disadvantages of being a home

economics teacher. Performing the same roles but by a different name and with a
male chef (instead of a female home economics teacher) in a 'public' context,
removes the negative connotations. This is because John is seen to be a legitimate
chef (eg. "cooking in bulk"), not a home economics teacher playing at it (cooking in
quantities for the home).

The private/public divide is the issue.

This is not

surprising to Grumet (1988), who argues that the marginalisation of the private is to
be expected since education and curriculum is dictated by male experience, ignoring
women's lived experience as of no account. Grumet argues that education has been
distilled into an economic system which purposely ignores the work of the private
domain because it has no measurable economic value. Hence, the private work of the
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home economists is marginalised, whilst the public work of the professional chef is
considered to be valued and valuable since it contributes to the economic system.
The text which follows reveals John's need to validate his role as home economics
teacher by this more legitimate role as cook and chef:
48John

Yeah, a lot, another reason for that I think as well is . . . I've
heard that since, ever since I've entered university for
example, if I've told someone "Oh yes, I'm a home economics
teacher" the eyebrow sort of shoots up and they sort of look at
me a bit funny and then I'll say "well see, I'm a chef by trade"
and then they go "oh yeah, well that's okay", I mean, they
don't actually say, but you can actually see it in the body
language. Oh, okay, there is a reason why you are doing a
home economics course being a home economics teacher in
that you are a chef, that it's okay.

52 John

Ifl don't say, "yeah, look I'm a home economics teacher and I
cook and I teach sewing and cooking or whatever", not that I'd
do that because I learnt all this stuff at university that we don't
say that, but, if I was to say "yes, I'm a home economics
teacher" and I just decided to be a home economics teacher
with actually no prior background and I had a chance to be say,
an English or a history teacher but I chose home economics,
then I often get some ah . . . you know as I said some strange
looks ... as if to say what the hell are you doing that for ... and
as I said, I say, "well, look, I was a chef by trade so you know
I wanted to teach cooking", and that sort of seems to be, in
their body language, that it's perceived to be okay then. Do
you understand what I mean?

54 John

Okay, yeah, well, that's okay, well, if you were a cook, yes.
Now I understand why you chose to do that, whereas before
when you just said you were a home economics teacher I could
not understand why you were in that position.

56 John

But now it's okay. You know, and that legitimises me. You
know what I mean?

In this text John explains the way he validates his decision to be a home economics
teacher, emerging out of his more legitimate role as a chef. It is not 'valid' to be both
a 'normal' heterosexual male and to be a home economics teacher.

John's

positioning of himself in the home economics landscape as a cook or chef with a
vocational orientation in this area reworks this problematic. His description of the
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situation where "the eyebrow sort of shoots up and they sort of look at me a bit
funny" is suggestive of a judgment being made about his masculinity. The raised
eyebrow introduces a questioning gaze- is this man strange/ 'queer'? This is a very
important matter in such a homophobic culture as Australia and in such a
homophobic context as the school, and within such a female dominated sphere as
home economics.

John's ability to reclaim his heterosexual masculinity is evident in many of the
student texts, where reference is made to him as a "bloke", and a "good Aussie
bloke" at that. For example:
Mr Brown is a typical Aussie bloke.
without him. (Male student, aged 15)

Home economics wouldn't be fun

He looks like, sounds like a great guy, which he definitely is. He is a GREAT
PERSON AND A GOOD BLOKE. (Female student, aged 17)
'Blokes' have certain rituals and performances. Further, being a bloke removes the
other possible role for a man in home economics - the effeminate male whose

sexuality is immediately brought into question, the androgynous man - the not
heterosexual male. Being a 'typical bloke' suggests that John is a heterosexual male.
Perhaps the strongest confirmation of John being seen in the role of a bloke is
evident in the student text which follows:
He looks like a truck driver, bouncer guy, but has the heart of a (
He's a good bloke. (Male student, aged 17)

) caring.

The imagery ofthe truck driver and bouncer confirms John's heterosexuality. And,
according to John, being a "good bloke" also works as a positive role model for the
male students. He explains:
72 John

... a lot of the lads, especially, as I said, in practical home
economics class, they're not rocket scientists, you know what I
mean?

74 John

... and probably never will be rocket scientists, you know, no
matter how much study they do they probably never will be
rocket scientists, but I think by having me as a teacher it's
okay. They see it as okay.
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76John

You know, to do it, well, it's okay. Look, you know, our
teacher's a bloke you know, and I think ... then again, kind of
you know, sounding my own trumpet, I think they would like
to see a blokey bloke there rather than a non blokey bloke, if
you understand what I'm saying then.

In his text, John is making a distinction about the type of bloke he is. That is, he is
not a "non-blokey bloke" (homosexual, effeminate, strange, non-heterosexual etc)
but a "blokey bloke", a heterosexual and a hypermasculine male. In this way he can
be "okay" in the eyes of his students in that he is blokey (heterosexual) that is, he can
be 'different' in culturally normative ways. He suggests that this is what his students
"like to see", just as women are heterosexual in terms of a performance of the body
of home economics. It is interesting to see what John means by being a "blokey
bloke". That is:
78John

79 Donna
80 John

Someone they can relate to, if you know what I mean. Like
they come in and say "g'day how ya goin", and I'll say, "how
ya go in" back, they can relate to that. You know, if they come
in and say "g'day, how ya goin" and I said "Good morning
class and take your seat now and let us ... " You know, they
just can't relate to that, if you understand what I mean.
Uhhuh
... and I think they're looking for someone who's sort of down
a bit, bit down to earth, someone who can understand where
they're coming from as well.

He considers that being a "blokey bloke" is evident in his language, his manner, and
his "down to earth approach".

The use of slang, his example being his return

welcome to students of "how ya go in", is evidence of the "blokey" culture being
enacted.

He contends that a formal response would be inappropriate because

students "just can't relate to that". By being "someone they (students) can relate to"
as a 'normal' male this makes it acceptable for his heterosexual male students to be
in the home economics classroom and there is no threat to heterosexual normativity.

Another dimension of John's production of heterosexual normativity is his use of
swearing- which is part of the broader folklore about 'blokes'. And this is embodied
in a physical form which is clearly recognisable as a blokey form, a hypermasculine
form.
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82 John

... and I think they feel fairly comfortable with that ... I make
a lot of mistakes as a teacher. For example, I swear every now
and then I'll say "oh shit", when something goes wrong. And
the students know I don't allow swearing in my class but
because I swear every now and then they'll always pick me up
on it and say "Sir, you swore you know you'll have to do five
minutes detention" that sort of thing and then I just turn
around and say "you know, you're right". I do, "I shouldn't
have swore blah blah blah so now the whole class has to come
up at lunch time and make sure I do my five minutes
detention" and this sort of thing, and they accept that.

John speaks of "making mistakes" as a teacher and places swearing in class in this
category. His text implies that he considers swearing in class to be unorthodox for
teachers.

However, from these 'contrived mistakes' or deliberate 'slip ups', he

quickly redeems himself by taking perverse pleasure in reversing the role of teacheras-disciplinarian-of-student to student-as-disciplinarian-of-teacher. In recuperating
in this way, his strategy of dealing with his own swearing institutionalises discipline
as foundational to the classroom. He normalises his behaviour within the frame of
acceptable classroom behaviour for a teacher, noting his own transgression and
offering a 'remedy' for his students to accept him back into the normative traditions.
He carries through the 'charade' and notes that his students "accept that".
84 John

And I think if you get some people who carry on like they
wouldn't say "shit" for a shilling the kids just can't relate to
someone who doesn't use their language, if you know what I
mean.

86 John

My students, even though I don't swear often, they know that I
use the same language as maybe their parents do when the
occasion warrants it, I'm not a foul mouthed person or
anything like that, but every now and then I'll just sort of say
something that probably is inappropriate and I think the
students can relate to that. So, well, Sir swears. Now, if I do
swear, okay I've got to do a detention but I know that I
shouldn't do it and Sir knows that I shouldn't do it but you
know, he understands me, he understands that yes, that's
where I'm coming from and this is the way I speak. I think
that is understanding.
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John's text describes how he understands that students see his swearing as "using
their language" and perhaps "the same language as maybe their parents", thereby
validating and making excusable his occasional use of swearing. He states that "kids
can't relate to someone who doesn't use their language", thereby further legitimising
swearing as a way of enhancing his pedagogical relationships with students. The use
of a punishment system which is in place for both himself and the students builds an
"understanding" relationship between him and his students.

'Fourteen blokes and a Sheila'

In the following interview text, John describes how it feels to be an 'atypical' home
economics teacher, but yet still to be a home economics teacher:
202 John

No, I think it's just ... I don't know, like ... I think it's like if
you go to football, it's like footy. You're going to have fifteen
blokes on a team and ifthere's a girl comes along then that's
just not usual and you're probably sort of, it would take a long,
long time to sort of get used to having that girl in the footy
team. Whereas, footy teams are fifteen blokes ... not fourteen
blokes and a Sheila. You know and I use that term, Sheila,
purposely.

The analogy that John is using is one to express his feelings of isolation in the home
economics world. He has expressed this in his blokey way - how would it be to have
a Sheila on the footy team - "it would take a long, long time to get used to it". It's
just not footy. So too with home economics. The 'team' is women, and a bloke
wants to play - so "it would take a long, long time to ... get used to". He draws
attention to the specific selection of the term 'Sheila' as the female to put up against
the footy males. In this way he reinforces the heterosexual normativity which is
central to his way of thinking. John goes on to explain that he does not want to be
"difficult" about this as he knows that he is not what is "expected" as a home
economics teacher and that he will bear this burden. This is his method of 'tidying'
himself to work within the parameters of orthodox home economics teaching .
204 John

. . . I'm not sort of trying to be difficult. I used that term on
purpose. It's like fifteen blokes and a Sheila. So .... how can
I put it ... and I think that's the expectation that we're going to
play footy so there'll be fifteen blokes there, and when there's
not fifteen blokes there ... then it's always in with a problem.
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Come on fellows, all you blokes going down to the pub? Yea
yea yea we are, oh, are you going too Sheila, or whatever.
He goes on to describe the 'singling out' of the atypical from the norm, because "it
just doesn't fit":
206 John

... you have to always single that person out, whether she's
accepted or not, you always find yourself singling that one
person out because it just doesn't fit, you know.

208 John

So, that's sometimes how I feel, I'm sure it's not a conscious
thing, I mean, for people just (coughs) excuse me, always try
to go out of the way to sort of make me feel welcome and
everything and as I said I got in very well with the ladies down
there but there was always that ... even the lecturers ... were
so used to saying "girls" or "ladies", that they'd always have
to pull themselves up and say "Oh, and John", you know
whatever, you know. It was just like I knew I sort of made to
feel, well, obviously, unusual, me being here because they
always say, "Okay, ladies, Oh, and John".

210 John

As an afterthought, and . . . so even though you sort of feel part
of the group you always sort of feel a little bit isolated.

In this text, John alludes to his positioning on the margins of home economics
culture. He is not a mainstream player on the team and he is "singled out" of the
main pack. He is not excluded, but nor is he ever really "in". He is isolated. They
are the team and he is the other. They invite him in to the socially produced world of
the home economics teacher where "ladies" and "girls" are the norm. The use of
singularity in this way is acceptable because he can be singled out in terms of his
gender - but not his sexuality. This feeling of isolation was explained in a further
context, where he attended a live-in conference with a group of home economics
teachers. Here, his isolation was physical:
180 John

I always sort of, when you say part of the group, I am and I'm
not. You know what I mean. Like I ... I don't know I sort of
am and I'm not. I was ... they accepted me and all that sort of
thing and we had a great time and I got on well with
everybody but there's always this, there's always something
different, like, I was in a room by myself you know.

182 John

And I kept asking someone to share it with me but (laughs)
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186 John

Yeah. Well, as I said, I was lonely and the only one without a
roomy, I want you to be my roomy and all this sort of thing.
They just sort of giggled, but no one would be my roomy. But
really, there's always that thing whereas say three or four in a
room and I was like by myself and even on a different floor.

188 John

Totally sort of away from the rest of the group, you know what
I mean?
Right, so you sometimes feel that you're isolated, even
physically?
Isolated physically and I mean, I'm always sort of, well,
usually made to feel welcome urn ... And you know like I am
included in all the things but in a lot of ways I'm always sort
of ... I'm always that odd person out. Like, if we went out for
a pizza there was eleven women at the table and me see, and
like it was always just that, do you know what I mean?

189 Donna
190 John

John speaks of there being "always something different" in his experience of home
economics. He is very aware of being the odd person with the odd body who is
"made to feel welcome" - when it is appropriate. He describes how it is necessary
for him to perform as a heterosexual male at the conference to maintain his position
in the culture and to reinforce heterosexual normativity by seeking out a 'roomy'.
However, his heterosexuality is protected by his women colleagues who "isolate"
him physically, thereby removing the potential for a dangerous liaison with the
(heterosexual) women. He concludes this discussion by saying "it's always there you
know, I mean, there's always something that really ... you know sets you apart from
the group" (John, Line 196). His body is always there- a constant reminder that he is

Othered as a home economics teacher, for better and worse. Being the "odd person
out" and "away from the rest of the group" have both positive and negative affects,
shoring up his masculinity at the same time as insisting on his marginality within
home economics culture.

A bloke in the home economics landscape

John has occupied his place in the home economics landscape as a hegemonic malehe positions himself as heterosexual male with hypermasculine body and practices.
John is "a blokey kinda' bloke" and aligns himself with the more legitimate role of
chef to validate this positioning. This assists him in rejecting the other position
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available to men m home economics, the position of effeminate male whose
heterosexuality is challenged.

In this way, he has a heterosexual identity and

reinforces heterosexual normativity.

Further, he conforms to what Weber and

Mitchell (1995) argue are the gendered rules for the self-production of the male
teacher.

Yet the home economics context does not disempower him; his

effectiveness as a teacher is illustrated by comments which follow. John provided a
copy of a journal prepared by his students as a surprise thank you to him for teaching
them home economics. In this journal, there are many comments which refer to John
as a 'good' and effective teacher. For example:
Thank you for being such a great teacher. I have gained so much from being
in your class for the past two years and have many memories that I will keep
with me throughout my life. (Female student, aged 17)
Throughout the past two years I've known you, you have been a great friend
and teacher. The knowledge you've taught me is invaluable and I'd like to
take the moment to say thank you for your help and encouragement. (Male
student, aged 17)
I have enjoyed my home economics class the most out of all and the
atmosphere was great. You have taught me a great deal which I will never
forget. (Male student, aged 17)
These texts from students show that John stays within orthodoxy in important ways.
He is a normal male teacher, conforming to the normalising traditions associated
with this.

He has taught students "a great deal" and "knowledge [which] . . . is

invaluable".

From the texts generated by John and his students, a particular kind of body, both
'normal' and 'aberrant' emerges. John is aberrant as a home economics teacher for
reasons including his gender, his refusal to have the 'right' body, his refusal to eat the
'right' food and wear the 'right' clothes, his refusal to be a positive role model for his
students, and through his pedagogical performance utilising a teacher-centred
philosophy. He is normal through his production as a 'blokey bloke' who swears and
relates to his students, as a chef, a heterosexual male and a normal teacher. This is
the body work being done in and through the texts.
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5.2.2 Subject 2: Valerie Archer- Blurring the boundaries of home economics
The second subject in this study is Valerie Archer. Valerie and I taught together for
three years in a non-traditional schooling environment.

This was a school

established as a model to determine the educational success of combining students
enrolled in traditional post-compulsory secondary schooling and vocational
education programs. Concomitant with the success of this model, the convergence of
general and vocational education as policy has been adopted in Queensland
secondary education. It was through a close working relationship with Valerie in this
unique context that I knew her to self-identify as an 'atypical' home economics
teacher. In the following reflective statement, I introduce Valerie by way of the
lasting physical impression I carry of her:
The image I carry around of Valerie is of her hands. When I think of her, it is
her hands which intrigue me. She does not have the hands of a home
economics teacher. She does not have the hands of a woman. Her hands are
large and strong, fingernails clipped squarely. A dark shadow of dirt outlines
each nail. There is no polish. Her hands are rough and calloused. Her hands
are outdoor hands- not hands for needle craft or cake decoration. Not hands
to put in the food bowl. And yet, these are the hands of a home economics
teacher. (Author's reflection)
Valerie was invited to participate in this project as an atypical home economics
teacher because of her refusal to remain within the enclosure of the 'home', the place
of 'women's work', which is considered 'normal' for orthodox home economics
teachers. To me, her rough, calloused hands are symbolic of this refusal. So, how do
the texts generated by Valerie give shape to a particular kind of home economics
body, both 'normal' and 'aberrant'? What body work is being done in and through
the texts, and how is her body atypical? The textual analysis which follows draws on
interview material 17 and visual images provided by Valerie.

Middle-aged, well-dressed, wearing an apron
To Valerie, a typical home economics teacher conforms to stereotypes similar to
those produced out of the analysis of Study One and Study Two. That is, home
economics teachers are typically "well dressed", "concerned about their appearance",

17

See Appendix D, E and F for details of the interview process.
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often "wearing an apron" and mainly "middle aged".

The text which follows

appropriates Valeries' conception of a typical home economics teacher:
4 Valerie

I probably would expect them to be . . . well dressed and
presented, reasonably concerned about their appearance . . . I
don't know the old image that conjures up to mind is perhaps an
apron or sort of . . . being surrounded by perhaps posters ...
about nutrition and (
). I think they tend to be middle aged
probably I wouldn't say short tempered ...

As already disclosed in this chapter, this 'proper' home economics body is a
refinement of the norms of any female teacher (Weber & Mitchell, 1995). When
asked if she considers herself to be a typical home economics teacher, Valerie defers
to the opinions of others to substantiate her view that she is not typical:
6 Valerie

A lot of comments are made, a lot of comments are made by
people who tell me, that they don't seem to think that I actually
fit into that image of a home economics teacher.

When further prompted, Valerie explains why she considers that other people see her
as different to "that [orthodox] image of a home economics teacher":
16 Valerie
17 Donna
18 Valerie

I think it's because I do a whole range of diverse things so that I
don't actually fit into what they would consider to be the mould.
So what sort of things do you do that people see as different?
Well, I mean, I teach outdoor activities such as climbing and
canoeing and ... I'm interested and also being involved in the
military sort of area18 so they don't expect me to have those sorts
of behaviours and be a home economics teacher. They think
that they're quite contradictory.

To others, Valerie contradicts the expectation that home economics teachers focus on
the home because of the performances in which her body is regularly engaged. It is
assumed that the work of home economists is confined to and enclosed by the home.
But, for Valerie, her teaching body is engaged in outdoor pursuits which do not
conform to the expected "behaviour" of a typical home economics teacher. In her
words, "I do a whole range of diverse things so I don't actually fit". She does notfit
the "mould", instead blurring the boundaries of the enclosure of the home.

18

Valerie is an active member of the Australian Army Reserves and has been engaged in this for the
duration of her teaching career.
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In her text, Valerie advocates the idea of the presence of a "mould" for horne
economics teachers which determines 'proper' behaviour and which emerges from
certain normalisation rituals.

She also contends that her behaviour in outdoor

pursuits and her role as a horne economics teacher are considered by others to be
"contradictory" to what is expected from this horne economics mould. So, not only
is her body engaged in aberrant performances, but these are antithetical to her role as
a horne economics teacher, thereby creating a paradox which seems irreconcilable.

In her text, Valerie refers to this expectation that horne economics teachers retain the
boundaries of the horne as being "domesticated":
20 Valerie

And I guess, I suppose they see a horne economics teacher as
being quite domesticated and involved with what's in the horne
or around the house and horne making and family care and I,
you know, I really don't fit into that image at all.

Rather than "fit[ting] into that image" of the normal "domesticated" horne economics
teacher who is expected to engage in activities "involved with what's in the horne or
around the house", this horne economics body engages in practices which are
unexpected, including canoeing, climbing, participating in military activities,
wearing rough clothing, and thereby getting dirt under her finger nails.

In

performing in these ways, she steps out of the bounds of the production of 'normal'
horne economics teachers which typically means performing within the boundaries of
the private sphere.

This refusal to be bounded by the enclosures of the horne was also true of John. Both
are involved in outdoor pursuits and are members of the Army Reserve. Both make
use of these practices in their horne economics classrooms. Further, John engages a
military style in his pedagogical practice, drilling students in the way in which he
was drilled in the Army. As noted in the reading of his text earlier in this chapter, he
'apologises' for this approach, tidying the bits that he has not normalised into the
expected horne economics teacher mould. But Valerie does not excuse her use of
'outdoor' experiences in her horne economics classroom. Instead, she argues that
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this approach is a positive aspect of her pedagogy. In the following section, she
explains how she couples teaching 'norms' with her unique approach.

Valerie's teaching performance
Valerie describes teaching as "a bit of a performance" (Valerie, Line 56).

She

explains that when she does not feel like teaching, "putting on the performance gets
[her] into it" (Line 56). This concept of putting on a particular performance for her
teaching is depicted by Butler (1993: 12) as "a reiteration of a norm or set of norms"
rather than as a matter of superficial theatricality for its own sake. In Valerie's text
(Line 56), these norms or set of norms can be identified as her 'put on' of
"enthusiasm" for what she is doing, thereby creating "motivation" in her students.
She elaborates further in the following interview text:
58 Valerie

Oh, I think I always try to be encouraging and supportive of what
they're doing and saying even though I may not be feeling that at
the time, and I think they warm to that aspect and I guess to my
enthusiasm.

Butler (1993) suggests that our identities, in this instance Valerie's identity as a
teacher, are the dramatic effect of our performances, that we learn to 'fabricate' and
gain proficiency in presenting acceptable cultural and public norms. That is what
Valerie is engaged in here. Her body is performing acceptable norms for a teacher's
body, creating an "illusion of authenticity" (Bordo, 1992:168) as a teaching body by
being "encouraging", "supportive" and showing "enthusiasm". Beyond 'putting on'
her teaching performance in these forms which are accepted as 'norms' for teachers,
Valerie considers that her decision to extend the domain for teaching home
economics beyond the typical enclosures of the home, have, "enlivened [her]
performance as a teacher" (Valerie, Line 76). These applications have provided a
new confidence which is respected by her students. She explains how this occurs in
the classroom, comparing her performance to those expected approaches of 'proper'
home economics teachers:
22 Valerie

I think it is, and I think it's also the different experiences that
you draw on to elaborate things. Say for example, if you're
doing human relationships and you're talking about trust you
might talk about exercises in trust circles and things whereas I'd
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probably go and take my students abseiling, you know so that
they can feel what trust is and the real consequences of the
exercises are. And if we're talking about textile studies, I can
draw on experience with, you know the latest developments in
technology in terms of climbing equipment and camping
equipment and ... textiles for extreme conditions because they're
the sorts of things that I'm interested in so I think that I'd
probably draw from a broader base. Because of what my
interests are, and that often does surprise people, like when we
do excursions I take them to a camping store and we look at the
latest developments in nylon, elastic nylons and finishes of the
... and that quite opens up a whole different area for people.

The idea of a home economics teacher 'performing' abseiling, climbing and
camping surprises the students. When this teacher shares these experiences and
takes students to "see" her approach, students are engaged in moments of
carnival. There is surprise andfun emerging from this "whole different area".

She refers to "real consequences" and "broader base", reiterating the extended nature
of her experiences. She engages students' bodies in the learning process, there is a
physical bodily involvement which has real effects and students ''feel what trust is".
This is a leap from the mind-to-mind learning which is typical of current learning to
the mind-and-body experience of learning, where students are engaged in performing
learning. By engaging with the bodies of students in this way, Valerie believes
students see her differently from other home economics teachers, and thus she is
atypical. Indeed, students are "surprised" by her mode of teaching which involves
"different experiences" from normal home economics classes. Felman (1997:23)
regards such 'different' pedagogical approaches to be noteworthy because they work
outside of what would be, in this case, the conventionally linear 'home economics'
application. She explains this approach as:
proceeding not through linear progression, but through breakthrough, leaps,
discontinuities, regressions, and deferred action, the analytic learning-process
puts indeed in question the traditional pedagogical belief in intellectual
perfectibility, the progressive view of learning as a simple one-way road from
ignorance to knowledge.
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Valerie's different approach to learning demonstrates her resistance to the idea of a
'one-way' approach to learning in home economics. For example, she explains that
her Army experiences provide the basis for a broader application of home economics
"[L]ike we'll look at, you know, the use of the equipment and the uniforms in terms
of textile studies, or we'll look at the way that you know, the military ... that I've
been taught that the military does problem solving and I'm saying that our design
process is very similar and so I can relate it to a different context and where it works
in a different environment" (Valerie, Line 44), and she considers this to be "quite
atypical" (Valerie, Line 46) of 'proper' home economics teachers.

The idea of army in a home economics classroom is surprising. The mothering,
nurturing, caring world of the student and teacher in the classroom seems far
removed from the macho, sweating, drilling of the army. Nevertheless, like John,
Valerie uses Army as a surprise tactic in her pedagogical work. As already noted,
both use the pedagogy of the Army, John performing as drill-master; Valerie
performing as the problem-solver. Valerie also brings to her performance elements
of the physical context of the Army - certain fabrics, clothes and physical challenges.
This shift from a student-centred nurturing ethos to the real, hard world of the Army
offers a moment of removal from a dominant maternal tradition of pedagogy in home
economics.

This different spatialisation of knowledge beyond the accepted boundaries of the
home economics domain of the 'home', reconfigures home economics as a body of
knowledge. Valerie believes that this approach into real life is a positive shift for the
field and for students in the subject as it is 'just not restricted to the home". This is
described in the following interview text:
62 Valerie

I hope it says to them that home economics is vitally important,
but it's just not restricted to the home, it goes out into all facets
of life. That maybe that they haven't even considered where
they can take what they learn here and apply it to whatever they
do, you know, whether it means if they go traveling or urn on
their holidays or in their workplace situation they can apply
some of the theories that we're actually doing into their real life
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situations. But it's just not meant to be in the classroom or what
you do at home.
64 Valerie

And I think that's what I really do try to get across to them that
you know home economics is a wonderful subject, it's just got
this horrible aura around it I think when people see it as old
fashioned and very limiting whereas it's not.

This is a clear break from the normal home economics context, where the site of the
home as enclosure (which is not seen to be important) and is "very limiting", is
blurred to include "all facets of life" such as workplaces, traveling and real life
situations. This is stretching the boundaries - but not breaking them, and she is
adamant that by using her approach, home economics can be seen as a "wonderful
subject" and can escape the "horrible aura" which surrounds it. This is why Valerie
considers herself to be occupying the home economics landscape differently, as she
is refusing the "very limiting" and "old fashioned" orthodoxies so evident in other
home economics teachers' pedagogical practices.

Linked with this limiting approach is the idea of home economics teachers using
formulae, recipes and patterns, which was also raised by John earlier in this textual
analysis. Valerie refers to this teaching approach as being a "pedantic" approach
typical of home economics teachers. This is characterised by the idea that there is a
"right way and the only way" to do things - like a formula for correct approaches:
10 Valerie

[They are] pedantic about things having to be done in a certain
way as being the right way and the only way.

Parallels can be drawn between John's text about the "fuss" of the home economics
teacher and Valerie's notion of the "pedantic", the "right way" and the "only way".
John suggested that the "formula approach" used by home economics teachers is a
result of their typically conservative, middle class background.

This apparently

conservative, middle-class foundation of home economics is performed through the
insistence on "certain way[s]" as being the only way.

Valerie's text can be

contrasted with texts from and about John, where he is praised by students for not
criticising their work because he doesn 't expect them to follow a formula. This
conservative base and the values associated with it, including this dogmatic
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approach, is noted by Henry (1989), Pendergast (1991) and Brown (1993) as being
one of the 'problems' which has led to negative perceptions about home economics
as a field of study, as discussed in Chapter Two.

Dressing for home economics

Because of her engagement in activities beyond the enclosure of the home, the sight
of Valeries' material body, in addition to her performance, is atypical, as Valerie is
aware that this:
24 Valerie

... quite often surprises [students]. Occasionally I come in and
dress, like, if I've got a climbing class or I've just come from a
class I may come in casual clothes which is not normal to what I
would wear for my home economics clothes.

26 Valerie

Because of the role I play, and that often surprises them, or if
they see me walking around with a BACK PACK and ROPE
that also surprises them.

Home economics students do not expect to see their teacher dressed in this "casual"
way. Nor do they expect to see their home economics teacher engaged in outdoor
pursuits which require the presence of a backpack and rope as accessories to her
dress. She admits that this look is "not normal to what I would wear for my home
economics clothes". It is this very notion that she has "home economics clothes" that
confirms she dresses for home economics in particular ways. For the main, Valerie
consciously maintains two dress codes, and this is recognised and appreciated by her
students.

This is her attempt at tidying the atypical practices in which she is

engaged, such that she is seen as 'normal' when she enters the home economics site.
Valerie believes that the students are very aware of her behaviour and at her attempts
to produce a 'proper' home economics body:
32 Valerie

I think it does, in that my outdoor clothes, for want of a better
word, are daggy because they are exposed to getting stained and
dirty and tom, so they're not particularly good clothes, and
people see it as a contrast from when I do dress better. For,
usually what I would wear for their class as to opposed for
theirs, and a comment was made that you know "is that your
home economics teacher, she looks really daggy", and a student
made the comment "oh, she doesn't look like that for us, she
looks quite different". So I guess I do dress for most parts for
the part that I'm playing.
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Valerie dresses for home economics. She has two dress codes, but occasionally,
there is a lapse where the 'daggy' clothes for climbing, or the addition of the
accessories of backpack and rope make their way into her home economics class.
These are moments of carnival, the grotesque, irregular and inappropriate
material body of the teacher in the home economics classroom. But, this is only a
temporal space as Valerie notes the surprise of the carnival for her students and
reverts back to her home economics 'dress'.

The students acknowledge and

appreciate her return to normal.

Dressing for the part that she is playing incorporates Valerie's performative attempts
at conventionality and at producing a typical home economics body. Her home
economics students are aware of this and note that "she doesn't look like that
[wearing daggy, stained, dirty and torn casual clothes] for us, [but instead] she looks
quite different". When specifically asked how she usually dresses differently for
home economics classes, Valerie explains:
30 Valerie

If I'm just involved in teaching home economics I'd probably
dress more ... more formally than if I'm doing something else
during the day.

Here 'formal' dress, which is not casual, daggy, torn or dirty, is 'normal' dress for
home economics teachers. It is "good" and "better" than her dress for outdoor
education. Valerie explains in her text how she believes that students expect her to
dress differently for home economics classes, and they make comments to her about
the selection and care of her clothing:
40 Valerie

And also I mean they'll make comments about whether things
... match or whether it's pressed correctly or not. I mean, they
had that expectation that you will adhere to those sorts of
principles because that's what they think that you should be
teaching them.

This expectation that home economics teachers clothing should "adhere to ...
principles" was mentioned in the production of the typical home economics teacher
earlier in this chapter. Home economics teachers consider that they should act as
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'proper' role models for their students, setting appropriate grooming and clothing
standards and reflecting the principles which they are teaching the students. Valerie
reiterates this expectation, based on what she sees as an expectation students have of
their home economics teacher. She justifies this expectation as emanating from the
subject matter of the field. However, regardless of her awareness of these student
demands about appropriate dress and her own attempts at compliance with them,
Valerie does not believe that her appearance and her efforts to meet student
expectations is particularly important in her role as an effective teacher. She explains
this in the following text:
42 Valerie

There is a certain amount of confidence that goes with what I do
and I believe the students respect my performance rather than
my appearance.

When she speaks of confidence from what she does, she is speaking about the
confidence which comes from her body performing, by pushing her body to its
physical limits - climbing higher and further; walking longer distances; carrying
heavier loads; enduring appalling weather conditions.

This confidence is about

knowing her body and performing by surviving physical hardship. This gives her

confidence which exceeds the limits of confidence which is gained through
"appearance" from body adornment in the form of clothing. This dualism where
respect is derived from performance not just appearance through dress allows Valerie
to be a proper home economics teacher, where appearance doesn't/shouldn't count.
This is in contrast to John's appearance which counts as a negative exemplar.

The removal of enclosure

From the texts generated out of the interview with Valerie, a particular kind of home
economics body- both 'normal' and 'aberrant' -emerges. The body ofthe text (her
interview text) and the body as a text (her physical presence, activities and
behaviour), suggests that Valerie is aberrant as a home economics teacher because
she refuses the boundaries of enclosure of the home, which is a fundamental
principle of 'home' economics. This is evident in her physical body as a site of
pedagogical knowledge, engaged in and engaging her students in outdoor pursuits
and activities atypical of home economics, and as a sight of home economics, when
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she sometimes wears daggy, dirty and tom clothing which is not typical of horne
economics teachers.

However, this aberrant body does not overturn the orthodoxy which produces
domestication and the horne as the site for horne economics. Instead, it works as an
anomaly, reinforcing the horne as a 'mould' for horne economics teachers as the
norm, which she is resisting. Hence, Valerie intensifies the production of the typical
horne economics teacher and the horne as the site of horne economics by insisting on
the uniqueness of her position.

She works to maintain a tradition rather than

undercut it. She is a 'special case'. In this way, Valerie presents the site of the
typical horne economics teacher as conforming to the normalised versions we have
seen represented previously in this chapter.

5.2.3 Subject 3: Marilyn Moore- A groovy home economics teacher
Marilyn Moore was invited to participate in this project as an atypical horne
economics teacher because of her refusal to remain within the normal boundaries of
the sight of orthodox horne economics bodies. Marilyn works hard not to look like a
typical horne economics teacher, as produced in Study One and Study Two. In the
following statement, I introduce Marilyn as a subject for this study by way of my
reflection. This reflection is focused overwhelmingly on Marilyn's body as text:
When I think of Marilyn, it is the blond bimbo stereotype which comes to
mind. She is very trendy in a sexy kind of way. There is always plenty of
flesh to see. She has instant sex appeal and laughs all the time. She is
effervescent and fills the room. She strives to appeal in a sexual way. She is
often criticised by other women for her outward, flaunting sexuality. Young
women, such as her students, respond to her as a sexy, appealing role model.
She doesn't fit the normal expectations of what it is to act like a teacher- and
particularly a horne economics teacher - because she is not serious enough and too sexy- both in her appearance and her manner. (Author's reflection)
How does Marilyn occupy the horne economics landscape differently because of her
blatant sexuality? How do the texts generated by Marilyn and her students give
shape to a particular kind of body, both 'normal' and 'aberrant' and what body work
is being done in and through these texts? The documentation which follows draws
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on interview texe 9 from Marilyn and written comments from a group of her students.
These were not solicited but were volunteered by Marilyn.

'Motlters' and 'virgins'
According to Marilyn's text, there are two orthodox productions of home economics
teachers. The first is a "mother figure", whom Marilyn characterises as:
4 Marilyn

... definitely with the somewhat dowdy Osti dress, conservative,
one to stick with the rules concerned about the family and how
they get on very like caring in that sort of format but not
someone that you would label as the huge party rager. (Laughs)
Someone who you would go to probably when you're drunk and
cry on their shoulder that sort of thing I would type cast them as
that.

The other production of the orthodox home economics teacher is the young virgin,
characterised as the "girl that misses out". This is a naive, sexually and socially
frustrated position:
6 Marilyn

7 Donna
8 Marilyn

Or else they'd be, they may be the ... this is horrible saying this
. . . they may be the girl that misses out on the date scene and
they might actually be the friend. (Laughs). Oh dear, cynical,
cynical. (Laughs)
And what clothes would they wear?
Oh, well it wouldn't be, I doubt very much whether it would be
tight fitting clothes, they'd be fairly loose fitting clothes.
They'd probably match fairly well, longish, sensible shoes.
Could even be like good accessories, I'd, I tend to think that
probably the pictured home ec may, sometimes you get the ones
that do dye their hair or do something else with dye and then
there's your died in the wood natural, no make up.

So it seems to Marilyn that home economics teachers are typically either the
somewhat matronly, conservative mother figure in the Osti dress, who provides
comfort and care when needed; or the dowdy, younger version, who dresses
'sensibly' in loose clothes with matching accessories - minimising the possibility of
sexual interest from others. She is the novice, and her body is protected from sexual
gaze, maintaining her single virgin status as the "girl that misses out on the date
scene". Marilyn suggests the matron is not a "rager", but is a stickler for rules about
19

See Appendix D, E and F for details of the interview process.
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families. Not surprisingly, these two productions of home economics teachers are in
keeping with what Weber and Mitchell (1995) describe as the larger category of the
'normal', culturally produced female teacher.

Both of Marilyn's versions conjure up images ofpurity and virtuosity, ofmartyrdom
and sacrifice, and of naivete and loneliness.

These home economics bodies are

suffering, virgin mother martyrs who enforce "rules".

In this way, Marilyn is

complicit in normalising the home economics body. Further, within the virginal
condition of the typical home economics teacher, there is no chance of sexual
deviance, and so this is another way of maintaining heterosexual normativity. And
the mother figure "stick(s) with the rules concerned about the family", thereby
maintaining the traditional family form as the norm.

With the text from the

interview, Marilyn endorses the versions produced in Study One and Study Two as
typical.

The last bastion - the oldies and go/dies

Marilyn speaks of these typical mother and virgin home economics teachers as the
"last bastion" of the "conservative base" of home economics. To her, virgins and
mothers are the 'face' of home economics, and therefore of professional home

economics teachers.

But she is not critical of their presence.

In fact, Marilyn

expresses concern at the loss of what she describes as "apron ... and chocolate slice
making" conservatism because she is uncertain of what might replace it. In this way,
Marilyn portrays her commitment to the skilled body ofthe home economics teacher,
and her concern at the potential loss of it:
96 Marilyn

There'd have to be the good core of still the oldies and the
goldies in there that still want to do aprons and that still want
you to do chocolate slices. And I think that's ... I think it's sad
for them in a way. When that last bastion move on I'm
somewhat worried about what's coming through because I don't
really know who's going to be the, because you need to have
some sort of conservative base somewhere along the line so it
doesn't go completely radical so it's not looked at as being a
Mickey Mouse subject.
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In her text, Marilyn is mourmng the progressive loss of the orthodox home
economics teachers who in her view are the guardians of the field. In this way, she is
complicit in producing a certain version of home economics teacher. She argues the
need for this "conservative", normalised teacher to ensure the subject does not
become "completely radical" or "Mickey Mouse". She scorns the chocolate slice and
apron making skills, but she is "worried" about the alternative.

She equates the

skilled body of the home economics teacher to the 'oldies' and the 'goldies'. Marilyn
maintains that there is a need to retain traditional home economics bodies as a means
of preserving the field and its integrity. Hence she is not subversive as she wants to
protect the subject as it is.

This approach ensures her positioning as 'atypical' since a change to the production
of the typical home economics teacher is a threat to her positive identity as 'other'.
This is reminiscent of Jane Gallop's (1997) text where she presents the academy as
dowdy in order to eroticise herself. If the academy were erotic, Gallop would not be
noticed. Similarly for Marilyn, there is a need to maintain the status quo in order to
be noticed. Marilyn does not want to be seen to be typical - and in this way she is
'in' but also 'out' of the normalisation process, complicit in normalising but reluctant
to be normalised. For Marilyn, the virginal mother figure who wears an osti dress
and apron and makes chocolate slice is a reassuring production of the home
economics teacher.

And it provides her with the scope to step outside of this

orthodoxy in ways which comfort her, since she is refusing this production for
herself, with the reassurance that it remains intact.

Wearing supporting undergarments
Marilyn works hard to produce herself as other than typical.

She refuses to be

produced as either virginal or motherly.

To produce this different identity, Marilyn describes herself as a home economics
teacher who has "gone off the rails" and found herself "in the wrong train station".
In the following text, she describes why she is atypical.
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10 Marilyn

Okay. (Laughs) Not anything like the one that I just described to
you. I'm furtherest from a mother figure than I can think of.
Probably the home ec. teacher that had gone off the rails, that
was somewhat ... I don't know, probably maybe finally found
out that there is a modem world and they want to live in it and
that home ec is actually a subject that can be applicable to the
1990's and I guess dress accordingly, try to have some sort of ...
style is the wrong sort of word I guess just to ... well, dressed
but in a groovy sort of sense of the word to appeal, I guess,
definitely make up and accessories ( ) in that sort of format. I
guess they might be ... I hope for myself to be a bit more of a
groover, a bit more out there trying to get people together having
a good time sort of mediator thing rather than the mother sort of
figure.

Marilyn describes herself as a "groover", "out there trying to get people having a
good time". She regards herself as "furtherest from a mother figure" that she can
think of, more interested in having a "good time". She does not conform to the
mother figure or the virgin documented in her text. These productions of home
economics teachers "miss out", and in the preceding text from Marilyn, it is clear that
she does not intend to miss out. Instead, she is in the: "modem world" and "want[s]
to live in it", to "dress accordingly" in a "groovy sort of sense" and to "appeal". She
"definitely [wears] makeup and accessories".

Accordingly, she situates home

economics teachers bodies as asexual martyrs, and materialises her own as sexy,
seductive and groovy.

Further in the text, she explains that she is "way too loud" and "moderately
obnoxious" and these are not traits which typify home economics teachers.

She

believes that this was clear to her when she commenced study in higher education in
the field with one of the telling signs that she didn't wear supporting (restricting)
undergarments like all the other girls did, hence her sense of being in the wrong
place, and possibly letting it all hang out. It seems that from the lack of supporting
undergarments to her behaviour as loud and obnoxious, Marilyn is the antithesis of
the controlled and constrained body of the home economics teacher, who has
appropriate undergarment support to keep the body upright but constrained,
supported and controlled; but not sexualised - in order to maintain the virgin
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position, and with appropriate conservative behaviour, to keep her from being a rager
and definitely not appealing on the date scene. She explains:
12 Marilyn

I'd never consider myself as your typical home ec teacher. I
always felt ... like ... oops I'm in the wrong place I'm in the
wrong train station I really shouldn't be here. But that doesn't
mean that I'm not ... I think that the other like typical home ec
teacher that most people would still think of, even worth their
pinch of salt, I just think that we need to bring the image up into
the nineties.

16 Marilyn

We didn't wear undergarments as ( ) undies that was about it.
We didn't have supporting garments and we had to have
supporting ...

18 Marilyn

I was from a surfing community when I came up here. So I was
moderately hippy and hit in with a couple of other people that
were like that and we all looked at each other and went "oh
dear", and everybody else seemed to be terrible, terribly (little
Laughs) ... they were either really shy and quiet and were really
good in craft or they were the really fairly well dressed, like
moderately rich parents. I can remember one girl in particular
who was always like immaculate, she was the ... no you could
tell that anything she would have done was like really down to
the last tee. And I just always felt I was way too loud I was
moderately obnoxious and yeah and ones I did enjoy were the
human relationship things but I ... The sewing freaks me right
out, and I liked housing at the time but I didn't like the way they
taught it. We took turns ... there was five of us, actually there
was quite a group because there was five of us home ec students
living in the same house and we were like a range from like out
there to moderately conservative. We used to take turns going
to the lecturers for help because it used to kill us (Laughs). So I
don't know . . . I stuck at it because I really liked the subject
matter and I believe that it had a lot going for it, but the people
).
who taught me apart from one or two people when I come (
And most of my other class mates I just thought ... you know
this is so scary, whereas the home ec teacher I had down in New
South Wales she was terribly groovy, she was great, like she was
really ...

Marilyn speaks of her experience with home economics lecturers in tertiary home
economics as being "scary", and going to the lecturers for help would "kill" her and
others like her - not in a physical sense but as a humorous episode. She described
that she "looked at" others like her and there was a collective resistance to the
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pressure from home economics university lecturers to normalise their behaviour. For
example, attending lectures was to be avoided and elaborate schemes were set up to
avoid contact with lecturers.

In her text, Marilyn portrays the typical home economics students in her group as
"well dressed", "moderately rich", "shy and quiet" and as "immaculate" - the typical
home economics virgins from a conservative, middle class family background. She
describes herself in direct contrast to these students, being "moderately hippy" from a
surfing community, implying the lack of capacity to be a virgin or a mother and an
explanation for her resistance to this body.

A 'terribly groovy' role model
She contrasts her version of typical motherly and virginal home economics teachers
with her own high school teacher, who was instrumental in her selection of home
economics teaching as a career. Marilyn refers to her home economics teacher as
"terribly groovy", and a "wonderful woman" identifying her as the inspiration to
study home economics, and the person she modelled herself on. Consequently, she
expected all of the home economics students and tertiary educators would be like her
groovy teacher. The risks this teacher took in dress and appearance - her materiality appealed to Marilyn.

According to Weber and Mitchell (1995:58), this is not

surprising, as "[w]hen we think of a teacher, or remember a specific teacher we have
known, it is often the way they dress that stands out". A recent encounter with this
teacher reaffirmed Marilyn's confidence in this teacher as a role model:
20 Marilyn

I saw her not long ago. We had a reunion and she still was, she
wore this really funky wig to the formal which was just . . . she
was just really good. So I guess I modelled on that thinking that
everybody would be the same.

It is interesting to note that Marilyn describes herself as "groovy" and adds a
descriptor to the same term to describe her role model and mentor. That is, her home
economics teacher was "terribly groovy". Again, the notion of home economics
teacher as role model appears in the text, which is a consistent pattern across all the
interviews and surveys. In this instance however, the type of role model may be in
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question by other less groovy home economics teachers who are produced as virgins
and mothers. It seems that Marilyn was surprised that all home economics teachers
were not terribly groovy as she had expectations that her teacher conformed to a
normalised set of practices which ultimately were shown to be atypical. Instead, she
found herself in a class of virgins and her response was "you know, this is scary".

'Willing to step out of line'
Marilyn describes her behaviour as a further reason for being an atypical home
economist. She described herself as a student as "radical", with an active social life
including drinking (a lot), smoking (a lot), and having boyfriends (a lot). By her
social behaviours, she believes she cannot be the typical virgin or mother figure. For
her, each moment in her radical approach is used as a form of protest and
exaggeration of the traditions of home economics culture, which is so readily
recognisable by her.

She is making fun of the orthodox traditions of home

economics as the antithesis of 'a good time'.

This stepping out of line put her and a small group of other students in an other
group of home economics student teachers, where she considers they had an affinity
for each other:
22 Marilyn

And I always thought that well my experiences at college from
other home ec teachers . . . that I saw and when out at prac and
them all together was that there was only one or two of them
that were really willing to sort of, step out of line ... that were
willing to go to the back for things and to be a little bit radical.
That they had an active social life other than their family and
church and all whatever those sorts of things. Not that that's
bad but I just it wasn't what I perceived it to be when I first got
in there. And I think for me I always felt that I was fairly crass
amongst a lot because I was loud and outspoken and a bit ribald
and all those sorts of things. (Laughs). I went out and I'd smoke
a lot and I drank a lot and had a lot of boyfriends

Marilyn found a group of home economics students - "only one or two of them" who, like her, were willing to "step out of line" and "to be a little bit radical".
Having an "active social life other than their family and church" was an indication to
Marilyn that she had found an ally in the home economics classroom. From the text,
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Marilyn has represented typical home economics student teachers as predominantly
conservative and engaged in conservative activities and that this is the site of home
economics as a body of knowledge.
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In this text Marilyn makes attempts at tidying. She was "willing to sort of step out of
line" from the 'normal' home economics student role but then goes on to tidy by
suggesting "not that [being 'normal' is] bad". In this text there is no attempt to be
subversive - but to insist on her special place or unique identity in the field.

'I don't know these people'
Marilyn expresses the notion of being "scared" by home economics teachers en

masse. When asked if she attends home economics professional development and
the like, she indicates that she generally does not. She considers this to be the site for
the mother and virgin bodies of home economics. However, on the rare occasions
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she does meet with other home economics teachers she

IS

apprehensive.

She

explains how she copes with this:
98 Marilyn

I find a couple of other people who will probably take the piss
out of someone and I sit with them and feel okay. But I look
around me and think these people, I don't know these people and
they're not the sort of people I would choose to socialise with.
They scare me. (Laughs). They scare me because they're so like
... they're so Edward Scissorhands, like they're in there with
their little categories and they've got the right colours and I don't
know ...

"Tak[ing] the piss out of' the mothers and virgins is Marilyn's way of resisting
collapse into the norm. Yet, this is not subversive, it is simply removing herself from
the threat of being normalised. The reference to Edward Scissorhands is interesting.
The idea of 'cutting up' into "little categories" and having "the right colours"
suggests the control, accuracy and order of the home economics teacher. The refusal
to be risky but instead a desire to conform to the norm. This links back to comments
from both Subject One (John) and Subject Two (Valerie), who typify home
economics teachers as "fussy" and "pedantic", with formula and recipe approaches.
Both John and Valerie regard this as a result of conservatism of home economics
teachers.
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Likewise, Marilyn is frustrated by the use of formulas and rules in horne economics
which she believes stifles horne economics:
102 Marilyn Look, you can't have an original thought and the fabric and all
those sorts of things and leave no room for students' creativity.
And that's a very creative process. The cooking is a creative
process, but sewing garments, putting those sort of fabrics and
feel and touch and all those sorts of things, working out what
looks good on you. Fair enough to sew a perfect garment but it
looks like shit why would you, you're not going to wear it are
you? Hanging it there if you put it up on the wall in a picture
frame, well I sewed that thing you're defeating the purpose and
I, I though I did think that was really sad that you've got to do it
this way and you can't do anything innovative.
This text again reinforces the conservatism of horne economics teachers and their
insistence upon rule following. Students not being able to "have an original thought"
and "leav[ing] no room for students' creativity" are examples of this in Marilyn's
text.

She also referred to two of her adult friends who laugh about their horne

economics teachers and their experiences as young horne economics students in
school.

In their experience, the inflexibility and pattern following of horne

economics teachers "puts students off' and in doing so "they kill it" for their
students.
98 Marilyn

They were talking about how much they were put off by their
horne ec teachers. And I felt really sad. Like Mary said, like,
the same as me, she only ever did it up to year eight. It was so
much, it was so daggy that the thing that I wanted to sew they
wouldn't let me sew. They wouldn't let me sew something that I
would actually wear and it was useless. The cooking they liked
because they got to eat it but that was about it. They can't
remember anything else. And Julie who loves and is just
unbelievable with fabric, she just has a real penchant for it. She
was really sad that in fact the horne ec teachers PUT
STUDENTS OFF enjoying fashion. But they kill it, and they
killed it for me. So, yeah, that's the unfortunate bit.

The insistence that certain items be produced in certain ways in horne economics
classrooms can be seen by some students, as described in Marilyn's text, as
producing outcomes which are "daggy" and "useless", leading to student lack of
interest ("it looks like shit ... you're not going to wear it"), which ultimately puts
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students off and "kills" the field of study. This practice by typical home economics
teachers of using formulas, recipes, rules and in this instance patterns (sewing),
creates certain effects. The effect for the students of home economics is a rejection
of home economics and home economics teachers, since students come to reject the
very conventions they entrust their teachers to share with them, since this produces
"daggy" and "useless" outcomes that are "shit". Hence, the teacher and the subject
area are rejected by the students.

A bit 'over tlte top'

Marilyn is certain her home economics students do not see her as a typical home
economics teacher.
28 Marilyn

God no. Definitely not compared to what their experiences are
at school because they've often said like you're not like
anything that we've had before.

When asked to elaborate on why her students do not see her as a typical home
economics teacher, she suggests that the reasons are wide ranging.

One is her

"genuine love of teaching" (Marilyn, Line 76); her preparedness to be "open and
honest" and to "share a little bit" (Marilyn, Line 72) ofherselfwith her students.

Marilyn believes her body and her performances make her different since she is
always "over the top" (Marilyn, Line 92). The use of this metaphor "over the top"
from a military perspective often leads to the next stage of "being shot down". With
her role of "stepping out of line", this is an interesting use of metaphor which
captures her capacity and willingness to engage in risky behaviour as a form of
protest. For example, she makes conscious decisions about her clothing and her

look:
37 Marilyn

My colleagues will verify that I have one of the largest
wardrobes that they've (Laughs) ever come across, so, like, I
wear different clothes all the time, but yes if like we were trying
to demonstrate some sort of thing it's much easier to have it on
me than to show them a picture. But I don't know whether I'd
necessarily think every day to do that urn but I am conscious of
form and like if I was teaching nutrition I don't think I'd go on a
diet specifically to teach nutrition but I've just probably been
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lucky that I've always been fairly thin and not in that other
category. I think you should teach a lot by example, but the
scary thing is that you can almost imprint on them to a certain
extent - the younger students, or even some of the older
students.
In this text, Marilyn describes the use of her body as a "fairly thin" model to do the
normalising work.

She speaks of imprinting on students appropriate nutrition

through the physicality of her body, which she reports she is "lucky" to have. This is
in contrast to how Subject One (John), makes use of his body in home economics.
John is the epitome of poor nutrition practices, with his big beer belly from eating
pies and drinking Coke, and his self description as a "fat fella". Yet, both use their
bodies as 'examples', acting as role models for their students and maintaining a
redemptive role.

Marilyn is forthright in her belief in the role of the home economics teacher as role
model:
34 Marilyn

What you wear and what you look like as a home ec teacher. I
always find it super-hypocritical that we were teaching nutrition
and fashion and that sort of thing and to get up and to be obese
and dowdy and (
). I don't know how they honestly expect
the students to urn to believe what they were telling them when
they obviously couldn't take that information themselves, and
because home ec is a very practical subject as well like you do
have to be ... I think the performance angle comes into it.

For Marilyn, credibility as a home economics teacher is embodied as part of a
complete performance. She believes the home economics teacher's body should not
be "dowdy" or "obese". She describes as "super hypocritical" those home economics
teachers whose bodies do not embody good practice in home economics, arguing that
she doesn't know "how they honestly expect the students to believe them". Marilyn
expresses her frustration where this is not the case, making links between the body of
the teacher and the "performance" which emerges from this. Marilyn appears to echo
Barthes' (1978:45) view that "I can do everything with my language but not with my
body. What I hide by my language, my body utters", but she sees this as a positive
for herself, unlike her peers.

166

34 Marilyn

As soon as I hit that door it's like TA-DA I'M HERE I'M
HERE TO ENTERTAIN YOU and I'm going to drag you
through this in whatever means I possibly can. And if it takes
anything from lollies, bribery and corruption through to cajoling
all those sorts of things, I believe that it's really important to be
very vibrant, to be right in their faces. I don't like classroom
situations where it's straight seats, I'd rather it "U" shaped. I'd
have to come in and I pace a lot, I throw myself about, I think
about, I do think carefully about the things I use, I like to use
visuals, I try to use audio, I try to use a number of things in the
one lesson. It can get a bit like over the top and I can feel like
over-awed. And they're going, oh no not another thing. I like
lots of group work, but I also like holding the floor. I'm at times
have to step back from answering questions (
) because you
ask them and then you go (
) over the top it so that's just
ego (
) nothing there. But I do think that you do have to
entertain no matter what you do and no matter what you're
teaching. It is like ... it is a performance.

In the preceding text, Marilyn likens her teaching to that of a performance, she is
there to "entertain" and to "be right in their faces". Her teaching style is high energy
and sometimes exhausting, and she "can't sit still in a classroom" with her body
"exhausted" by her teaching (Marilyn, Line 51). Marilyn's high energy teaching is
self described as "over the top" and she considers she is there to "entertain" her
students. She likens her high energy teaching to a wind up toy, "you wind it up and
just let it go, that's me" (Marilyn, Line 92). These aspects she sees for teaching in
general, not just for home economics. The pedagogical relationship Marilyn has with
her students is one where she is anxious to please her students, stating in the
interview that "I'd die if . . . I feel like they [students] really don't want me to be
there" (Marilyn, Line 88).

Marilyn works hard to gain the approval of her students. For example, she is very
conscious of the first impression she makes on students, and is careful about
selecting clothing which is not "dowdy or lacking in confidence, like so many home
economics teachers are" (Marilyn, Line 80). This resistance to the conventional
home economics 'uniform' and collective pressure to conform to this, reflects a
desire to struggle against the normalising traditions.

As Weber and Mitchell

(1995:62) note: "[C]lothing can be a proclamation of resistance, a mode of
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innovation or becoming, a reconciliation, a desire to belong, or a surrender". Marilyn
has chosen clothing as a proclamation of resistance.

Breasts, smell and body

Marilyn's clothing and body are written into some student texts in their comments
made to her in thank you notes. For example:
Your inspiration this year has only been equalled by the invention of the
push-up bra. (Female student, aged 17)
Your happiness and energy all year has been inspirational. May your bodily
smell always be sociable. (Male student, aged 16)
Your inspiration to our minds has only been equalled by our inspiration from
your body. Thanks for a wonderful year. (Female student, aged 17)
Thank you for keeping me awake in class with your humour, cattle prod and
that "look", plus much, much more. The greatest thanks though comes for
your ability to keep a person afloat when they are sinking. (Female student,
aged 16).
The body of this teacher provides invitations to students to think about her in terms
of her body.

Her breasts, her smell, her body and that "look" defy the usual

student/teacher boundaries of body familiarity and sexuality, as outlined by
McWilliam (1996b). Marilyn refuses to be seen simply as a disembodied mind,
engaged in mind-to-mind pedagogy.

Another student uses the body of this teacher to express her thanks to the teacher:
For the wonderful support throughout the year - Thank you.
For the shoulder to cry on- Thank you.
For the ears to listen to my tale of woe - Thank you.
For the heart to empathise - Thank you.
For the nourishment to my body in the form of chocolate lollies- Thank you.
And for the nourishment to my mind and for your faith in my abilities, your
warmth and commitment - a very special Thank you.
(Female student, aged 17)
These student comments are not about a virgin, but perhaps they are about a fertile
mother who is 'productive' in pedagogical terms. The mother figure lurking in this
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text is merged with a sexualised body. These texts from students show that Marilyn
stays within orthodoxy in important and relational ways. She listens, empathises,
supports and nourishes her students. In many ways, she is a normal female teacher,
conforming to the normalising traditions associated with this.

A 'groovy' body in the !tome economics landscape

From the texts generated by Marilyn and her students, a particular kind of body, both
'normal' and 'aberrant' emerges. Marilyn is aberrant as a home economics teacher
as her groovy, sexy body cuts across the sight of the typical home economics teacher.
Her pedagogical practices refuse to rely on formulas, recipes and patterns which
students are expected to follow in orthodox home economics classes.

The interview text reveals that Marilyn considers she is in the wrong place with the
wrong people, and she strives to produce herself as other to these 'proper' home
economics teachers, whom she produces as conservative, motherly and virginal, their
performative dimension recognisable by apron wearing and chocolate slice making.
But Marilyn does not condemn nor reject these orthodoxies as the sight/site of home
economics, arguing that it is the role of these 'proper', orthodox home economists to
preserve home economics as it is, so it does not become "radical" or "Mickey
Mouse" - and thereby allowing her to be the sexy 'other'. Marilyn contrasts her
practice as a home economics teacher in terms of both her literal sight and also the
site of practice.

Regardless of her resistance to typical home economists and home economics,
Marilyn conforms to the conventions of the normal home economics teacher in many
ways. Marilyn is not challenging heterosexual normativity in her performativity.
For example, she reinforces the site ofhome economics as the home. She represents
the site of the typical home economics teacher as conforming to the normalised
versions we have seen represented previously. As such, Marilyn occupies her place
in the home economics landscape as a heterosexual female.

She reinforces the

boundaries of enclosure of the home in ways which are not challenging to the
orthodoxy which sets the home as the site for home economics. Her body as text
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conforms to the production of the typical and 'proper' home economics teacher in the
way she strives to present a body of the 'right' weight. She argues that "what you
wear and what you look like as a home ec teacher" is crucial to "students believing"
(Line 34) what the teacher is teaching them. Marilyn's choice of dress, wearing of
make up and accessories are within the context of acting as a positive role model for
students and reinforcing the production of the typical, authentic home economics
teacher.

5.2.4 Subject 4: Elle Manson - Giving and taking pleasure in home economics
Elle Manson was invited to participate in this project as an atypical home economics
teacher because of her publically-declared refusal to deny her pleasure for teaching
which leads to group episodes of excitement. This public declaration was made
known to me as a researcher through the university in which she was upgrading her
qualifications.

How does Elle occupy the home economics landscape differently because of this
giving and taking of pleasure through her teaching? How do the texts generated by
Elle give shape to a particular kind of body, both 'normal' and 'aberrant', and what
body work is being done in and through the texts? The textual analysis which
follows draws predominantly on interview materiae0 and a video production21 in
which the subject was involved. This video provides an entertaining look at a group
of home economics teachers parodying themselves.

Their production of home

economics teachers is based on their beliefs about how others perceive them. Elle
had a central role in the instigation, development and enactment of the parodic play
and it supports her views of how others perceive the discipline of home economics

20

See Appendix D, E and F for details of the interview process and the analysis undertaken.
A six minute video was prepared by the subject and five of her home economics teacher colleagues
as stimulus material for a home economics Head of Department meeting. The video depicts imagery
of stereotypical views of home economics teachers and is entitled "Home Economics - A Woman's
World", with the subtitle "W.I.F.E. - Washing, Ironing, Food, and Embroidery". It provides an
overview of the home economics curriculum with a series of interviews with specialists in each of the
areas of washing, ironing, food, and embroidery. Permission was granted to use this video for the
academic purposes of this thesis.

21
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and the teachers of home economics to be. In doing so, it presents the literal sight of
the socially produced home economics body.

W/zite apron and sensible shoes
Elle suggests that there are three 'categories' of home economics teachers, these
being traditional, corporate (or business), and alternative, with the traditional
category by far the most common. All three categories are "definitely female- I'm
thinking female straight away" (Elle, Line 12) and the dominant traditional category
has a material presence which is an easily recognisable sight, with features such as
" ... an apron, a white apron ... plump, a quiet, reserved, gentle, caring personality ...
with flat, covered, sensible shoes" (Elle, Lines 6 and 8)
The apron and sensible shoes have again appeared as home economics icons. Elle
also adds a "below the knees skirt" (Elle, Line 20) and couples this with a "plump"
body, suggesting at this point of time in Western culture asexuality. The gentle,
caring nurturing attributes imply a mother image.

Hence, there is evidence of

complicity with the normalisation of home economics teachers, and a close similarity
to the two versions of typical home economics teachers described by Subject 3
(Marilyn) as the mother and the virgin images. Again, this is confirmation of Weber
and Mitchell's (1995) analysis of the social production of all female teachers.

Elle further describes the typical traditional home economics teacher as having the
following physical characteristics:
16 Elle

... curly hair, brown hair and perhaps something just tying it
back slightly like a ribbon or urn hair clips (Laughs). And
making a batch of scones.

The morning tea image again appears as a home economics icon. We saw this image
in the description of a typical home economics teacher by John (Subject 1). The
added detail of the hair, pulled back and tied by ribbon, forms part of the conventions
and rules of cooking - hair is removed so that it cannot contaminate the scones being
prepared.

This implies the conformist rule following behaviour which again, 1s

underlined by other subjects in this project.
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A woman's world
The video which Elle and her colleagues produced works within this traditional
imagery of home economics. The video was produced as a within/against analysis of
home economics teachers and the subject home economics, and was used as stimulus
material at a home economics Head of Department meeting. It is an exaggerated
account (though some would argue it is not!) intended through parody to capture
home economics pedagogy as a site/sight of practice. The video title is "Home
Economics - A Woman's World", and it presents an overview of the home
economics curriculum as four semester units devised around the word WIFE. This is
explained in the following dialogue from the video:
Our main aim in home economics is to teach girls to become good wives. So
we've taken the word WIFE and we've devised our four semesters around
those. Semester 1- 'W' - is for washing. And we have a specialist in our
Department who we're going to see today about washing. Semester 2- 'I' -is
for ironing. We spend a whole semester teaching the girls how to iron their
clothes. 'F' is for food and of course you know we all concentrate a lot on
food in this area. And 'E' is for embroidery, and we also have an embroidery
teacher here in our school. So they're the four units we do: washing, ironing,
food and embroidery. ('Bitta Fluff, video presentation)

Heterosexual normativity forms the basis of this exaggerated account of home
economics as a site of knowledge. The materiality of the home economics teachers
portrayed in the video are the exaggerated sight, a form of "acting out" the
dilemmas of home economics. This use of exaggeration is a tactic of carnival,
thereby parodying orthodoxy. But this use of carnivalesque caricaturing of the
body of home economics is not subversive, even though the masks and voices of the
grotesque body emerge as a deviation - by way of exaggeration -from the norm.
The grotesque body of the carnival is recognisable as the body of home economics.

Heterosexual normativity underpins this production. The video producers blatantly
structure home economics pedagogy around this perspective and there is no attempt
to substitute an alternative to orthodox heterosexual performances. The statement
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that the "aim in home economics is to teach girls to become good wives" is the basis
for developing the heterosexual conventions which pervade the video and which do
not trouble the conventions of the profession.

The main character in the play is "Bitta Fluff', in the role of the home economics
Head of Department, who introduces the various specialist home economics teachers
in her staff, these being: Wilma Whirlpool (washing specialist); Crispin Starch
(ironing specialist); Mrs Muffin (food specialist); and Elna Bobbin (embroidery
specialist teacher). The bodies of these teachers are adorned in: sensible frocks
(below the knee, shapeless, loosely fitting) or white uniforms22 ; neck scarves; hair
pulled back and held by hair band or bows; large glasses; overgenerous make up;
sensible shoes and aprons. These bodies reflect many of the typical features which
have been described by all of the Subjects in this project. They present 'good girl'
and 'motherly' images.

The dialogue presented by each of the specialist teachers is reproduced in a number
of monologues. First, the washing specialist teacher, Wilma Whirlpool, who has the
added props of equipment typically found in laundries including washing machine,
drier, laundry tub, mop, laundry basket, boxes of laundry detergents and she is
wearing a large pair of blue rubber gloves in addition to her traditional home
economics apparel:
13 Wilma

Well, here I am, in my favourite place in the home economics
Department with my favourite appliances - the washing
machine, drier and basin, after whom I was named, Whirlpool,
Wilma Whirlpool. Now, what we like to show the little girlies
in home economics is how to get those lipstick stains out of
their husbands collars, and how to get ink stains out of the
pocket. No questions asked, of course. I'd also like to show
the girlies in home economics some of our equipment, and
some of the resources we use. Now, Napisan, very important
for the little ones. We like to stress this to the girlies, you can
never learn too early. We also like to show them how to

22

Either a white uniform typical of a technician or nurse, or a white laboratory coat was a compulsory
part of studying home economics until recently. Students and teachers 'put on' their white uniform or
lab coat and their apron to do home economics work considered to be of a scientific nature. This is
one way home economics attempted to scientise the area - through the use of scientific apparel.
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separate their coloureds and their whites- we don't want their
husbands having to go along to work and have people laugh at
their pink work shirts. Now, we stress that to the little girlies.
Now, there are a lot of appliances here that are very, very
important and I find this one of the most fascinating things to
teach. I could go on for hours and hours but ...
The ironing specialist teacher, Crispin Starch, who is standing at an ironing board
with iron, starch products and a large pile of ironing, and is wearing a white uniform
and apron:
19 Crisp

20 Bitta
21 Crisp

22 Bitta
23 Crisp

24 Bitta
25 Crisp
26 Bitta

Well, this is the best place to come, because we teach our girls
not only to iron after they wash, but also to get that better
finish, to iron before they wash.
That's excellent.
Actually, the four main reasons why we teach the girls ironing
is that one. It is a great exercise - you pick up the iron in your
right arm, exercises the right arm. Pick up the old spray in the
left hand.
And I suppose, fine motor control there, yes, that's great.
Yes. And therefore it leads on to a good leisure time activity.
If you've got leisure time you can always iron. Take those
ironed clothes out of the cupboard and you can always iron
those again. And of course, that goes on to the third reason,
the husband's presentation. This is all about you serving him
so that he looks his best.
Yes, that's right.
And therefore, this follows on from all of them, you will get
such a personal sense of achievement.
Because we're pleasing him ...

The food specialist, Mrs Muffin, who is wearing a white uniform and full apron and
is in a kitchen at a bench surrounded by cookery equipment and ingredients:
30 Mrs Muffin Good morning Bitta. Well, welcome to my kitchen this
morning. We are going to make that classic recipe, a batch of
scones.
31 Bitta
Ahhh
32 Mrs Muffin It's so important that our girls learn how to make their scones
properly to please their husbands. And there are so many
varieties of scones, there are date scones, sultana scones,
pumpkin scones and the list is just endless. Well, the first
thing we have to do is to sift our flour. It's so essential to
making good scones. And we have to measure things
accurately otherwise we might make our scones too dry or too
moist. So, we measure exactly one cup of flour and we sift it
with elegance into our bowl.
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33 Bitta

That's beautiful. What skills you have.

And the embroidery specialist, Elna Bobbin, who is situated in a sewing room with a
large table with sewing machine and equipment and a wide range of embroidered
aprons:
39 Elna

40 Bitta
41 Elna
42 Bitta
43 Elna

44 Bitta
45 Elna
46 Bitta
47 Elna

Well, I'm going to do some embroidery here on this lovely
serviette. You can see it's a very plain type of serviette so I
think a lovely embroidered rose would really set it off.
Ahhh, lovely. Beautiful.
Yes, I think those lovely little touches really make a difference
in our everyday lives.
And the girls must just love it in here.
Oh they do, yes. You know, we can get just plain, boring old
types of aprons and as you can see, with this apron, it has been
delicately embroidered around the edges.
Oh, that is just gorgeous.
Yes, it just adds such a wonderful touch to the whole thing,
don't you think?
You're marvelous.
Thank you, thank you. We do try to impart skills with the girls
that will be with them for life. You know, skills they can use
on their baby clothes and just little things around the home.
It's very important to be a very happy and a very successful
happy homemaker.

Throughout the script of the video there is strong evidence of heterosexual
normativity at work. What has been presented as a satirised or parodied version of
home economics emphasises and reinforces the orthodox view of home economics
pedagogy.

This is what the intended audience for the video comprising home

economics teachers can recognise as an exaggerated view of their own world.
Evidence of this is abundant.

For example, the basis of the home economics

curriculum structure is WIFE (washing, ironing, food and embroidery) and these are
the areas of specialisation identified to "teach girls to become good wives". The
message is that home economics is 'women's work', and is about preparing girls to
be wives in traditional patriarchal, families.

This is clearly recognisable in each of the contexts presented: in washing "what we
like to show the little girlies in home economics" is "how to get lipstick stains out of
their husbands collars - no questions asked". And we "stress this to the girlies" that
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they don't want their "husbands having to go along to work and have people laugh at
their pink work shirts". "We teach our girls to iron" and "if you've got leisure time
you can always iron". Ironing is important to enhance "the husband's presentationthis is all about serving him so that he looks his best" and from that "you will get
such a personal sense of achievement" "because we're pleasing him". In food "our
girls learn to make their scones properly to please their husbands". "We measure
exactly". Embroidery skills add "little touches that really make a difference in our
everyday lives" and "the girls just love it in here".

Home economics teachers

"impart skills with the girls that will be with them for life" as "it's very important to
be a very happy and a very successful happy homemaker".

The production of heterosexual normativity and affirmation of the conventional roles
of males and females is confirmed in this parodic video dialogue. The pursuits of a
good wife in order to serve their husband is all that is presented. The enclosure of
the home is reinforced, with the contexts offered as the home kitchen, the home
laundry and the home sewing room. The text clearly supports the orthodox subject
positions of the virginal home economics teacher (good girlies) and the mother figure
(caring, washing, ironing etc) which have recurred in other commentaries in this
analysis. Further, it picks up on the skilled and suffering body of home economics
teachers. The skilled body is able to perform a range of tasks skillfully, to impress
and reinforce the husband. The suffering body is the body accepting of the husbands
infidelities, who is bored or desperate enough to iron in their spare time.

In contrast to this, there is a brief concluding scene in the video which has all five
home economics teachers present - but a radical transformation has taken place.
They are dressed in black leather gear, wearing dark sunglasses, and there is exposed
flesh.

These re-made home economics teachers are holding large knives in an

aggressive, threatening pose. The sight of the home economics teacher has shifted.
The characters point towards the camera and then aggressively shake their fists while
yelling:
50 All

We're sick of being called the "Good girls from home economics".
From now on we want to be called "The bad girls from block four".
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This transition in the sight of the characters captures an attempt to remake the sight
and site of home economics. The shift from "good girls" to "bad girls" in the video
is authenticated by the literal sight of the characters. It is an attempt borne out of the
frustration which pervades the text throughout this project, and which is produced
out of a perceived mismatch between the public perceptions of home economics and
the home economics teachers perception of how they should be seen.

Home

economics teachers may be tired of the good girl, the virginal and mother figure
imagery, and hence have put this up against the bad girl image. Regardless of this,
and ironically, the atypical teachers in this research project confirm that they
subscribe to the general perceptions of the typical home economics teacher
represented in this video, thereby themselves contributing directly to reinforcing the
frustrating assumptions and normalisation about home economics and home
economics teachers.

This 'traditional' imagery of home economics teachers is a concern for Elle as she
considers this stereotype to have damaging effects on home economics. She explains
this view in the following dialogue:
44 Elle
45 Donna
46 Elle

I don't think the traditional image of a home economics teacher
actually benefits our subject area.
Uhhuh.
I think we need to be seen more as in the nineties and I feel that
particular look isn't a nineties look. It's not indicating that
we're up there with everything.

Dressing like The Nanny3
Elle says there are two other much smaller, marginalised categories of home
economics teachers who are "in the nineties", one of which she identifies with. She
uses the terms "corporate or modem" for this category, and "alternate" for the third
group. The corporate home economics teacher, which she aligns herself with, has a
business image and she describes her own sight as a home economics teacher who
typifies this category:
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32 Elle
33 Donna
34 Elle

... the way I dress. I wear a business ... suit like above the knees
short skirt,
So that would give you that look? Is that what you typically
wear?
Yes . . . yes . . . most days I wear a tailored, modern outfit. My
hair either up or down it doesn't matter, shoes with a bit of a
heel. I wouldn't have an apron.

This active, enterprising image adds a 'shop front' value. In this description, Elle
points to a shift from the traditional home economics teacher, including skirt above
the knee, high shoes, hair that doesn't matter, and importantly, no apron - all of
which are the antithesis of the traditional home economics teacher which she
considers still remains the largest group of home economics teachers. The students
notice the clothes Elle wears, and they are "always commenting":
161 Elle

162 Donna
163 Elle

Even though . . . I wear business style clothing, the colours I
wear are pretty bright. I wear you know those bright lime greens
and ... I colour coordinate really well so it stands out.
And the students will comment on that?
Oh yes. The kids are always commenting on my clothes. Like
sort of the Nanny dresses but not as way out as she does. Do
you know what I mean? But it . . . sometimes a little bit
different, so you know checkered black skirts, see what I mean,
black tops and things like that.

Elle's performance as a corporate individual is a way of making a spectacle of
herself. She believes that through the home economics teachers' body presenting in
such a corporate, shop-front image, that home economics will be reinvented for
today's world as a professional area of knowledge, removed from the historical
perception of servitude which comes from the imagery of the apron. She continues:
49 Elle

As professionals and as a subject area that's just up to date, not
dated, do you know what I mean? So ... I think that sometimes
we might give the impression that we're still doing the
traditional things and teaching the girls how to do the, you
know, the cooking, sewing, home management and all that,
when we're not really. There's a lot more we do that's very
useful and applicable to today' s society.

23

"The Nanny" is a popular television character who dresses flamboyantly and makes a spectacle of
herself with her colour and style combinations in her dress and overall materiality. She is noted for
her very experience and sexy appearance which is a product of her clothing.
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The link between the sight of the home economics teacher and the site of home
economics as a body of knowledge is clearly made in this excerpt. Elle notes that the
pedagogical practices of the field are linked with the imagery which surrounds it, and
the iconography which home economics teachers are complicit with. Self-blame is
evident in her commentary when she states "we might give the impression that we're
still doing the traditional things", but she then argues "we're not really".

This

suggests a disjunction between the messages which are presented and what she
'bellieves is actually occurring in home economics classrooms. She argues the need
I

for self-regulation to redress this mismatch.
It is interesting to note again that Weber and Mitchell (1995:71) concur with Elle's

categories of 'traditional' (sloppy and dowdy) and 'corporate' (serious business), not
just for home economics teachers but for all teachers. They explain that popular
imagery of teachers reinforces:
... either the 'serious business' look that so many real-life teachers adopt, or a
sloppy, dowdy look that invites indifference, derision, or pity. Both styles
reinforce an image of teacher as asexual, concerned only with the mind.
Elle counters this asexual void in her version of 'corporate', modifying it with
shortened skirts and bright colours. This adds eros and desire to her business-like
materiality.

The remaining third category of home economics teacher Elle has

named the 'alternative' group, and she describes these home economics teachers as:
73 Elle

Well ... a small group I suppose you know that more towards the
drama that look more like the theatrical type. You know black
and a little bit more atypical than what the second group is.

Elle's use of the term alternative is a marginalising tactic -this group is othered by
her text. The suggestion of 'cheap' theatrics emerges from her reference, and the
association with 'black' suggests a dark, even sombre body.

Thus, Elle identifies herself as an atypical home economics teacher as she is not in
the dominant traditional mould. She locates herself as othered in the larger of two
remaining categories of home economics teachers - the corporate category. The
third alternative group she marginalises.

179

Food passion

Elle is pleasured by her experience as a home economics teacher and is pleasured by
exciting students about learning. She explains that her pleasure as a home economics
teacher is often strongly derived from her passion for food.

She expresses her

pleasure as "getting all worked up" and "excited" and this emotion gives pleasure to
her students. This is described in the following transcript:
81 Elle

I'm very passionate about food, so I enjoy it whether I be at
school or anywhere and people know that because I express
myself ...

83 Elle

. . . intensely over food. You know, I just love it, so when I'm
teaching if the kids can see me, sort of, you know, getting all
worked up about ...
So you get a lot of pleasure from teaching in that area?
Oh yes.

84 Donna
85 Elle

Elle indicates that her pleasure for food comes from a range of dimensions, including
preparation, presentation, consumption ("I just love food"), and also the reactions of
others.
89 Elle

Yeah, I just love food, and eating, and you know, making it and
presenting it beautifully so to get a reaction almost from other
people as well as to present it that well, and that's what I try and
teach students, especially in the catering and hospitality area.

Elle aims to "get a reaction" from her students. She sets up their pleasure and then
takes pleasure from their reactions. She sets out to get her students excited. She
explains how the students sense her excitement:
95 Elle

My body language, like the excitement I feel. Like, even
yesterday I was showing the students one of my most favourite
cookbooks and I'm flicking through the pages and I'm getting
real excited showing them and they're sort of getting excited
watching me you know getting excited over food and they're
sort of getting more interested in what we were doing.

Elle is "getting real excited" and the students are "getting excited watching" her.
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Elle's excessive feelings of passion, love and pleasure, are outside of the norm of
classroom emotions, and are indeed risky business.

Her body expresses this

exaggerated desire and as Russo (1994: 54) warns, her excess "involves serious
risk". Her display of excitement and passion is transferred to her students, and she
encourages them to display their excitement in response to her own.

She is

voyeuristic and carnivalesque, and her body becomes a body of the carnival
through its irregular display of excitement. Elle risks subversion.

Elle explains that she gets the most excited and receives greatest pleasure when
tasting foods students have prepared:
183 Elle

184 Donna
185 Elle
186 Donna
187 Elle

188 Donna
189 Elle

When they give me their food (Laughs). When they, they get
excited about their food and they're really proud of it and they
run up and show me and I go oh that's fantastic and they say
"Do you want some?".
And they give you ...
(
) Oh yeah and I go Mmmmm okay (Laughs). It gives
them real pleasure.
And do you think that gives the students pleasure?
Oh yes. And I know that so I'll ... it's almost like I'll ham it up
a bit because I know they enjoy it so much ... mean it but I'll go
"OH, THAT'S FANTASTIC" do you know what I mean? I
probably wouldn't do that to one of my friends or my husband
when he prepared a meal (Laughs), probably just "Darling
that's really nice" (Laughs).
So you return the pleasure to them?
Yes, and I can tell the more excited I am the better they've done
I suppose.

This excitement circulates in the pedagogical space moving from the teacher's body
to the students' bodies. The students are excited, and they "run up and show" Elle
and when she responds in an almost orgasmic way ("Mmmmmm") "it gives them
real pleasure". The teacher pleasures her students through the expression of her own
pleasure, gained from her enjoyment of their food. She performs her evaluation of
the quality of her students work through the amount of pleasure and excitement she
receives. This is a very different pedagogical display to that of the 'proper' home
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economics teacher produced out of Study One and Study Two, who attempt to
control their consumption of food offered by students. Elle's consumption of food
risks loss of the 'right' body and the 'right' modeling of food consumption for her
students.

Deriving "a lot of pleasure" from students

IS

fundamental to Elle' s teaching

approach. She explains:
181 Elle

I get a lot of pleasure from students themselves. I enjoy, I just
enjoy being with them and listening to them and ... I don't
know, it's just youth, they are so different to me I suppose I
really thrive on learning about their culture. I enjoy the students
who love learning, and of course you know them learning from
me so when they learn from me and develop skills that I've
taught them, that brings me a lot of pleasure. I absolutely love
all the extra curricular activities I am involved in as I get the
chance to spend time with students in areas different to my
subject area.

This taking of pleasure from students is an expression of teacher-centred pedagogy as
subversion. Elle's body as orgasmic, passionate and excited applies in other home
economics contexts, not just those where food is involved. She explains that her
body is used to create excitement and passion in her teaching of home economics "I
think my body gives a message ... of a lot of energy ... and excitement and interest
and passion for what I do" (Elle, Line 169 and 171 ).

Through her embodied performances, Elle models the pleasure of teaching and her
students' desire to learn is activated. This is a voyeuristic relationship which risks
subversion, given that the teacher's desire and the student's desire at times threaten
to become outside the bounds of reasonableness. Certainly, the taking of pleasure
and having fun is a risky business because "the system militates against this
possibility" (Weber & Mitchell 1995:48). Indeed, as Aronowitz (cited in Weber &
Mitchell, 1995:48) maintains, "school is an activity, from the point of view of all its
participants, that systematically denies pleasure".

Perhaps she is 'saved' by her

corporate makeover, which legitimates her excitement and pleasure by framing it
within a professional demeanor.
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Vanity yes, but no hypocrisy

Elle believes that home economics teachers should, through their literal sight, be
positive role models for their students. This view is common to all of the atypical
subjects in this project, and to the view of the orthodox home economics teachers
produced from the survey material. Elle argues that this positive sight flows on to
the pedagogical practice of home economics, leading to home economics becoming
more desirable as a site of knowledge. She explains that although she considers
herself to be vain, home economics teachers have a responsibility to project a healthy
image:
115 Elle
116 Donna
117 Elle

I'm conscious because I'm vain ... I think ... yeah (Laughs)
So can you explain that a bit more?
I think it's really important to . . . being a home ec teacher to
show that I care about my physical appearance and it shows that
I eat well and possibly exercise, not that I'm a huge exerciser but
do those things like I promote health and in what I wear, I
suppose I demonstrate that. I don't ... I would never wear a
dress that was you know, unflattering I suppose.

Elle speaks of "conscious" attention to her physical appearance such that she shows
she "cares". Through her appearance she regards the messages about the practices
which support her appearance are reflected such as eating well, exercising, not
wearing unflattering dresses, and promoting health.

She regards this as her

obligation as a home economics teacher and that she makes conscious decisions
about her clothing:
120 Elle

121 Donna
122 Elle

Yes, but that's with vanity as well, do you know what I mean,
so ... But I also, I'm pleased with the health, the healthy look I
achieve.
So that's your aim is it, that health and vitality sort of?
Yes. And I think that's a point, and I feel very confident when
I'm teaching things like nutrition to say like you know this is
what if you do this you know you do get good results. You
know it's not, some, I mean of course it's luck as well but ... I
think it's very good for students to see that. I suppose that it
could look a little bit hypocritical if I didn't do that and if I
didn't present myself well at do you know what I mean like ...
and perhaps I let myself go a bit or and the way I held myself I
slouched or whatever.
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124 Elle

But I think they would relate that and not probably believe what
I was teaching them.

Elle is presenting a case for the redemptive role of the home economics teacher. She
refuses to be a hypocrite such that her body as a sight - her exterior - fails to reflect
home economics pedagogy. Further, this promotes confidence and credibility in her
as a home economics teacher. In this way Elle's embodied practices are those of the
orthodox home economics teacher.

A touclzy matter
Elle uses body contact with students as an important part of her teaching. Yet, body
contact is a 'touchy' matter for teachers with moral and legal risks involved. Despite
these risks, Elle believes that she uses 'appropriate' body contact by restricting it to
head and shoulder as the safest and least offensive sites. There is almost a sense of
bravado in Elle's claim that she "touch(es) students all the time". In her words:
142 Elle
143 Donna
144 Elle

146 Elle

I touch students all the time.
Right. Can you explain that?
In fact I'm very, I have a deputy principal and she's very warm
and touching with students and they respond well to it. I learned
that from her even though it's probably not the right thing to do.
Students at our school respond very positively, most of them,
you know ninety-five percent, to being touched, and I'm forever
... touching their head or their shoulder, male and female, just to
let them, it's almost like letting them know I'm there.
And you say their head and their shoulder, why do you touch
them there and not somewhere else? How did you decide that
was the right place to touch?
Because I think it's the least offensive.

147 Elle

Or the safest places to touch so they're ...

149 Elle

Yeah, anywhere else could be misconstrued.

151 Elle

Yeah, so that's conscious.

145 Donna

She believes that touching students has helped her to "let(ting) them know I'm
there", a common proximity tactic used by teachers for classroom management
purposes, but generally without actual contact.

Elle legitimates her behaviour

through similar practices of a higher authority (deputy principal) thus avoiding
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special attention, even though she knows "it is not right". When asked whether she
is comfortable with students initiating touch, Elle responds in the negative:
153 Elle

154 Donna
155 Elle

Actually, I put my hand around someone's shoulder once and
they put their arm around me and I got a fright so it doesn't
happen that often that they respond back. So I actually took
note of it that they did that. It doesn't happen often but they're
very comfortable with me doing that, but not the other way. But
I've been in the school for a long time too and they know me. If
I was a new teacher going to the school and did that they
probably would ...
So that's something unique about you?
That I touch students, yes ... yes that's unique, yes.

This retreat from student touch is a retreat to the orthodoxy of the student/teacher
relationship. She is aware of the limits to risk taking, reigning herself into 'safe'
territory. She is not responsive to student touch, although she uses this tactic to gain
attention from students.

The touching of the body is also used as a way of

demonstrating familiarity and place - new teachers would risk compromising
themselves if they tried to touch students.

She confirms that although this is

"probably not the right thing to do" that this is her "unique" ability. Elle's touchy
relationship with students is a spectacle in which she engages and is threatening and
risky at a time of moral and sex panic around the pedagogical body. Risk takers such
as Elle are highly attuned to the limits of this 'touchy' risk taking.

Giving and taking pleasure in home economics

The texts generated from this subject show that Elle produces herself as a particular
kind of home economics teacher in ways which can be recognised as 'normal'. She
does not challenge heterosexual normativity in her performativity as a home
economics teacher. For example, she reinforces the site of home economics as the
home, and as 'women's work'.

She represents the site of the typical home

economics teacher as conforming to the normalised versions represented previously
by other subjects in this study. Elle occupies her place in the home economics
landscape as a heterosexual female, adopting a 'corporate' rather than a 'traditional'
image as a home economics teacher, avoiding this apron-wearing stereotype. She
reinforces the boundaries of enclosure of the home in ways which are not challenging
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to the orthodoxy which sets the home as the site for home economics. And yet, her
'corporate' imagery makes direct links to the public world, challenging the
private/public binary.

Where Elle's body is aberrant as a home economics teacher is in that she overtly
takes pleasure from her students. For example, the consumption of food pleasures
and excites her, and she refuses to conform to the 'right' role model in this regard.
She also touches students, a practice she recognises as being 'wrong' in terms of
current policy. In this way, Elle risks subversion.

5.3 Skilled but not suffering
In part one of this chapter an account of the normal body of the orthodox home
economics teacher was provided from survey data produced by Study One and Study
Two. What emerged from this reading was that home economics teachers tended to
conform to the culturally inscribed stereotypes of female teachers, as argued by
Weber and Mitchell (1995).

Home economics teachers appear to be doubly

produced, first as female teachers, and then as teachers of a subject which is seen to
be for women. As such they engage in close self-surveillance, conforming to the
institutions of normative coercion based on their common experience. From these
totalising narratives there emerged two disciplined bodies of home economics. The
ideal home economics body is the skilled body; whilst the real is the suffering body.

In part two of this chapter, an attempt has been made to consider what resistance to
the hegemonic body of the skilled and suffering home economics teacher looks like,
by interviewing four atypical home economics teachers. The purpose of the last
section of this chapter is to look at the relationship, if any, between these four
'atypical' teachers and the skilled and suffering bodies of 'normal' home economics
teachers. Do these atypical bodies trouble the conventions of the profession and
make a shift from the skilled and suffering home economics teachers bodies?
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The skilled body of home economics is the body which is technically proficient,
promotes actual skills (eg. sewing, cooking) and products, places importance on the
hands on, practical nature of the subject for lifelong learning, and reinforces
heterosexual normativity as the context within which this occurs - the site of home
economics pedagogy.

Words such as multi-skilled, professional, organised,

hardworking, caring, resourceful, and creative characterise the home economics
teacher.

This is the socially produced view of home economics teachers by home

economics teachers and is described as the common experience of home economics
teachers.

Do the atypical home economics teachers trouble these conventions of the skilled
body of home economics teachers? From the descriptions of themselves as home
economics teachers given in their commentaries, on the contrary, all four atypical
teachers reinforce the idea of the skilled body, and they are not defiant of the
prescription of normality as skilled bodies. John is typical of this reinforcement in
the area of heterosexual normativity as the benchmark for home economics pedagogy
through his repeated commentaries and actions. For example, his desire for a female
'roomy'; his analogy of being the only Sheila on the footy team; his position as role
model to male students and so on.

All are reflections of his hypermasculine

'blokeness', in line with the dictates of heterosexual normativity. His skills as a chef
are used to validate his location in this woman's domain and his teaching style
reflects his masculine role as ex-Army chef. There is also evidence of a lot of tidying
in his text in order to be no trouble and therefore not be subversive. Comments such
as "I don't mean to complain" act as signs that he is not attempting to subvert or even
transform home economics pedagogy. This type of reinforcing of the skilled body of
home economics reappeared throughout the descriptions given by Marilyn, Valerie
and Elle. Skills for life, the hands on nature of the field, teacher as role model and so
on, generate the skilled home economics teacher's body.
students, they are skilled bodies.

In the eyes of their

Further, these subjects do not trouble the

orthodoxies of heterosexuality hence they are not transgressive bodies from the

skilled body of home economics teachers as they do not trouble this as a, if not the,
most prominent convention of the profession.
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These atypical home economics

teachers accommodate the conventions of the skilled home economics teacher and
are not subversive.

They also take on the role of object-of-self-surveillance to

conform to this prescription of normality.

The suffering body of home economics is the denying role model and the martyr,
decentred and genderless, the virgin and the mother figure reinforcing heterosexual
normativity, restricted to the site of the home, physically stressed and distressed,
malnourished and physically exhausted from the work associated with being a home
economics teacher.

Are the atypical home economics teachers defiant and

transgressive of the prescription of normality of the suffering body of home
economics teachers?

For each of the four atypical subjects there is a refusal to suffer and instead self
regulation to produce a certain sort of other, not suffering body is evident. Each
subject resists the orthodoxies of the suffering body in at least one, and often in many
ways and thereby discipline their body in order to be against the folklore of the
suffering home economics body.

For example: the suffering body of the home

economics teacher as the virgin who misses out or the dowdy mother figure is
refused by Marilyn, who conceives of herself as a 'groovy' teacher; the refusal of
Valerie to accept the enclosure of the home as the boundary of home economics
removes her restrictions and opens new and exciting positions for her; the refusal of
John to sacrifice his pleasure in food - and plenty of it - yet still to be a home
economics teacher; Elle's refusal to resist her taking of pleasure and excitement
through the consumption of student's food; and her refusal to resist the taking of
pleasure from the flesh of her students.

These teachers resist suffering and insist on versions of pedagogy which are not
student centred - so they are not suffering. However, all of these atypical teachers
use normalising tactics to reinforce the conventions of the suffering body for the
other home economics teachers as they like to be in the margins as the not suffiring

home economics body. This is their otherness, and the refusal to suffer like other
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normalised home economics teachers makes them atypical. They also differ in their
'Otherness', not producing singular versions of difference.

Being 'atypical' however, is not to be a 'bad' teacher. As McWilliam (1996b:15)
argues, these atypical teachers, like other successful teachers:
appropriately mobilise forces of desire (the desire to teach and the desire to
learn) both of which are productive, not malevolent ... teachers often do so in
ways that lie outside our cultural norms of legitimate pedagogical exchange.
These atypical teachers are skilled but refuse to suffer, and as such, create certain
desires in students which are outside of what is produced as legitimate, proper and
authentic home economics as a site and sight of knowledge.

The following chapter looks to the fun and camivalesque of these atypical teachers
and their pedagogical practices, further refusing the neatness of the analysis of
Chapter Five.
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CHAPTER6

Carnivalesque in the home economics classroom

6.1 The undisciplined body of home economics teachers
The unilateral reading of typical home economics teachers presented in Chapter Five
reveals the production of two metaphorical bodies.

These socially produced,

disciplined bodies are the skilled body and the suffering body, evident in orderly
accounts of the bodily production for home economics teachers.

This bodily

production occurs through everyday routines and mundane arrangements, and is
maintained through self-surveillance and self-correction (McDowell, 1995).

The reading of the body of the text and the body as text from Chapter Five reveals
that certain individuals appear to self-regulate their bodies towards improving/
maintaining skill, but do not maintain suffiring. Consequently, these subjects do not
conform to the conventional 'two bodies' of the normalised home economics teacher.
These resisting bodies represent themselves as, amongst other things, groovy, sexy,
outdoor-oriented, singing and dancing in the classroom, enjoying the consumption of
food and generally taking pleasure in the embodied nature of their work.

The atypical teachers who were objects of this study appear to insist on pursuing selfinterested pedagogy rather than student-centred pedagogy. They appear to offer a
route to mutual pleasure - rather than pain - in the pedagogical events they engage in.
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Nevertheless, each of these atypical teachers are also typical or normal in that they
appear to enjoy their marginal positions as non-suffering home economics bodies,
and even insist on it, constantly reiterating their understanding of themselves as
'outsiders' for better rather than for worse. Simply put, the margin, like the house
verandah, is a cool place to be.

It is apparent that these skilled, but not suffering bodies occupymg the home

economics landscape take pleasure and have fun in their work. So, what possibility
is there in this cool place, for a radical reconfiguring of the culture of home
economics teaching? To frame the inquiry in this way is to ask about the relationship
between 'fun' and subversion, something that Ferguson's (1990) analysis of the
carnivalesque 1 addresses. Ferguson (1990) uses Bakhtin's (1968) theory of carnival
as the basis for understanding 'fun'. The carnival has been utilised in other projects
by educational researchers interested in pursuing analysis which "offer[s] another
way to think through problems of reproduction, resistance, and transformation"
(Grace, 1996:5). Hence, this project which considers home economics teaching as
carnival (ie. the transgressive ways these teachers take their pleasures and have their

fun) disrupts neat conclusions about conservative or typical centres and radical or a-

typical margins. This serves to provide a new way of re-imagining home economics,
which is the broader intent of this thesis.

From an organisational perspective, the disruption of the reading in Chapter Five was
performed by utilising a postmodemist tactic, simultaneously disrupting the
conventions of linearity of writing and supplementing these with the (il)logic of
hyperte:xe. Textual fragments (words and images) insinuate themselves into neat
narratives to disturb their simple logic. The reading which follows in this chapter
continues this work by refusing a neat story about two bodies for home economics

1

Refer to Chapter Three for an elaboration of the theory of carnival. The work of Bakhtin (1968) is
drawn upon by Ferguson (1990) and is the interpretive tool utilised for this work. This is because it
informs Mary Russo's (1994) camivalesque body, the grotesque body, as is also explained in Chapter
Three.
2
An explanation of the use of hypertext and its place as a postmodemist technique is explained in
Chapter Four.
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(skilled and suffering) and insisting on multiple bodies3, constantly shifting and

incomplete. It is through the application of the metaphor of carnival, and particularly
the grotesque body of the carnivalesque, that this analytical work proceeds.

Re-membering carnival and grotesque bodies

As already detailed in Chapter Three, the domain of carnival is, for Bakhtin (1968),
that of public festivities which made outrageous fun of orthodox and authoritative
opinion. Carnival contained grotesque realism, which was exaggerated and typically
degrading and mocking of the human society and body with respect to the norms and
practices of the day. In this way, carnival can be understood as space for parody and
the bodies engaged in the carnival- carnivalesque bodies- the tools of parody.

Mary Russo's (1994) argument (as previously discussed in Chapter Three) is the
grotesque body performs the work of the carnival, which is a grotesque parody of
'normal' life.

The masks and voices of the grotesque body resist, exaggerate,

challenge and destabilise the norms of society through the vehicle of carnival.
Bakhtin transposes the notion of carnival to today' s world, such that carnival is a
potential site of transformation. This transposition has allowed writers like Mellor
and Shilling ( 1997) to argue that the grotesque body is within us all.

Russo (1994) insists that the female grotesque which emerges from Bakhtin's
explanation of the grotesque body of carnival and carnivalesque, is 'crucial' for a
transformative shift from the alternative modes of identity formation. The work of
this postmodern project, then, is to look at the grotesque bodies which have been
ignored and suppressed in the culture of home economics. Carnivalesque moments
and grotesque bodies represent the 'other than normal' body of the home economics
teacher. These are risky, freakish bodies engaged in risky activities which parody
officialdom and refuse order and normalisation. They are the bodies which refuse to
be tidied and kept in place, but instead provide "an altered sense of reality that
[holds] potential for renewal and change" (Grace, 1996:5) and for "social

3

Refer to Carrion (1996) for details of the shift from two bodies to multiple bodies.
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transformation" (Russo 1994:8). Something may therefore be learned about escaping
the current cul-de-sac of thinking about home economics culture by characterising
the bodies in this study as grotesque spectacles. That is the intent of the following
analysis.

6.1.1 Home economics as carnival - the grotesque body

As outlined, the carnivalesque body is one way of characterising the atypical home
economics teachers, and it is important to any project where the mind/body duality of
modernist thought is rejected. What this research points to is the notion that the
carnival is already part of the home economics landscape, rather than elsewhere or
absent, and the effects of this should not be trivialised or ignored. The grotesque, the
excess, the risk, the refusal, the freakish - these things are already part of home
economics. The home economics classroom is carnival and the grotesque body is the
fat person with moustache who touches children and has dirty fingernails, who wears
no undergarments and abseils, who is sexy and playful, singing and dancing and
generating excitement. This is a present reality in our home economics classrooms.

Such a reality is evident by glimpsing at the hypertext in Chapter Five. A re-reading
of the way visual images and textual fragments work as carnivalesque moments in
Chapter Five4 provides opportunity to consider the atypical teachers as grotesque,
freakish bodies in the ephemeral space in which they occurred. Mellor and Shilling
(1997:10) warn that this shift is "dangerous for the modern project as it makes a
mockery of any strict hierarchies, controls, or disembodied reason which seek
universal recognition". McWilliam (1997b:228) nevertheless urges the need to focus
on these grotesque bodies, explaining that "[W]hat a radical political project does not
need are models of good teachers as Virgin Mother or as clinician with a charisma
bypass". In fact, these bodies are similar to Mellor and Shilling's (1997) 'sinful
bodies' since they refuse to be disciplined and stilled, and refuse to be guilty for this.

4

The carnivalesque moments are identified in the text of Chapter Five as hypertext in boxes. The
reader is encouraged to re-read this hypertext within the context of Chapter Six thus far.
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The hypertext in Chapter Five highlights the carnivalesque moment, the surprise and
freakishness of the grotesque home economics teachers as they parody the
productions of home economics teachers which they argue they so adamantly resist.

An unsettling of orderly accounts and familiar traditions is possible through this

exposure of the disorderly bodies occupying the home economics landscape,
"allowing alternative interrogations of present practices" (MeWilliam, 1997b:229).
In the analysis in this chapter, there is also a shift from the identity politics presented
in Chapter Five, where each atypical body is identifiable as an assembled body, to
the notion where identity is assemblage. This approach is supported by Mellor and
Shilling (1997:10), who argue that "grotesque bodies resist easy classification, and
refuse to be individualised or separated from their natural environment". Hence, the
bodies are disassembled as individual identities and reassembled as grotesque
assemblage with transformative potential where identities are masked, thereby
refusing individual identity politics.

Now, John, Valerie, Marilyn and Elle are not analysed as individual identities in this
re-working, but rather, composite assemblies of their performance create grotesque
assembled bodies. Their individual performances are drawn upon in the creation of
the grotesque body assemblages. This notion of disassembly and re-assembly is in
keeping with postmodemist body theory as it allows that bodies are amenable to
completion, constantly undergoing change, and are not seen as simple, anatomical
fleshy bodies.

Indeed, as Russo (1994:78) claims, the "grotesque body was

exuberantly and democratically open and inclusive of all possibilities". What can
emerge therefore is a re-assemblage which masks individual identities and is
inclusive of any possibility.

The carnivalesque home economics teacher disrupts the many categories of body
norms which exist within the culture of home economics, and which often reflect
conservative middle class culture and traditions. This characterising of the atypical
bodies opens up possibilities for grotesque bodies which refuse normalisation
(Russo, 1994) as suffering home economics bodies. The bodies which refuse to be
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kept in their place as typical home economics teachers are assembled for the
purposes of this study in this chapter as:
•

fat home economics bodies (refusing to be governed by health with the
'right' body and fitness norms);

•

sexy, groovy home economics bodies (refusing to be governed by norms
of a-sexual nurturance);

•

outdoors home economics bodies (refusing to be bound by the enclosures
ofthe home);

•

playful home economics bodies (refusing to restrict themselves to
student-centred pedagogy); and

•

touching home economics bodies (refusing the norms of pedagogical
probity in relation to student engagement).

These are temporary assemblages of my own making - a fiction emerging out of my
analysis. Here the atypical teachers can perform at their most grotesque, parodying
conventional productions of home economics teachers.

They perform in these

camivalesque moments which are experienced as brief, temporal spaces which
parody officialdom and normalisation, thereby unsettling orderly accounts of the
body of home economics. These moments appear in home economics classrooms,
they are moments of 'surprise'.

It is important however, to note that this story of carnival in home economics is no

less or more authentic than those of the individual 'atypical' teachers presented in
Chapter Five. The important issue is that all home economics teachers perform as
body subjects, engaging in a labour of reinscription of themselves and others,
continually shaped and shaping the site of their pedagogy.

Performing as a fat home economics body

The 'fat' home economics teacher is recognisable in the data of the 'atypical' home
economics teachers.

The utterances of the fat body confirm recognition and

acknowledgment of performing as a fat body in a domain which advocates the 'right'
(not fat) body. The fat body is self-described as "big", "fat" (John, Line 134) and
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"overweight" (John, Line 30). But to be both fat and a home economics teacher is
recognised as unexpected and freakish, by both home economics teachers and their
students. Indeed, as the fat teacher confessed, he "shouldn't be eating" (John, Line
138) the foods he does consume.

Another of the atypical teachers however is most orthodox in arguing that fat bodies
are unsuitable as home economics teachers. Her argument - which is well supported
in Study One and Study Two as representing the norm - is that it is "superhypocritical [for home economics teachers] to be obese" (Marilyn, Line 34). The
rationale for this view is that teachers "obviously couldn't take that information
themselves" (Marilyn, Line 34), hence fail as role model and martyr. The fat home
economics body also seems to comply with this view - by admitting to using their
body as an example of what not to do. It is interesting to see that this is how the fat
body has learnt to perform as a home economics teacher, maintaining the norm
through insisting on the 'inappropriateness' of fatness.

Students regard the fat home economics teacher as freakish, telling the fat teacher
"you shouldn't be doing that [eating pies and coke]" (John, Line 134). And yet, with
their knowledge of food and weight control through the very subject matter of home
economics, this unruly body refuses to conform. The fat body refuses to comply
with the expectation that home economics teachers' bodies must be self-monitoring
and practice abstinence in order to create a well-governed body which is proper for
pedagogical display.

The shape of the fat body, and therefore the way clothing adorns it, is also freakish
for fat home economics teachers. The "belt sits underneath [the] beer belly", with the
result that "clothes [are] not well fitting, basically because of body shape" (John,
Line 30). This is not in accord with the proper home economics body, produced in
Chapter Five. The proper body is neat in clothing and overall appearance. Their
clothing is expected to exemplify the "principles ... that [the teacher] should be
teaching them" and students have the "expectation that [the teacher] will adhere to

196

the principles" (Valerie, Line 40). As Marilyn advocates, "what you wear and what
you look like as a home economics teacher" is vitally important (Marilyn, Line 34).

This obsession with the 'right' body in home economics makes the fat body a
freakish sight. But this obsession with fatness is not restricted to producing 'proper'
home economics teachers' bodies- it is evident in whole cultures. Indeed, fatness is
one category of what Russo (1994:23) describes as bodily distribution and valuation.
She explains why the excessively fat body can be grotesque, particularly for women:
Fatness ... functions as an extremely significant differential in separating off
women of different classes and ethnicities (sic), placing them in different
fields or markets of representation. (Russo, 1994:23)
Russo (1994), like Lupton (1996), argues that this is a phenomenon in contemporary
western societies, where fat women are thought of as "repositories of shame and
repressed desire" (Russo, 1994:24), and this places them in a certain market of
representation.

Lupton (1996:16) suggests that "bodies [thus] become potent

physical symbols of the extent to which their 'owners' possess self-control ... an
overweight body speaks of gluttony, lack of self-discipline, hedonism, selfindulgence, while a slim body signifies a high level of control, and ability to
transcend the desires of the flesh".

The interesting difference for the fat body represented in this study is that it is a male
body, and a home economics body. So, is the gendered fatness allowable, that is, can
a male body get away with being fat? It seems that home economics is a microcosm
of this cultural precedent, where the fat teacher is criticised as failing to act as an
appropriate role model for their students and is chastised for lack of control. So the
male body does not get away with being fat in the home economics context. Home
economics teachers are self-regulated to demonstrate appropriate resistance, denial,
and control of food, regardless of their gender. The fat body becomes the site of
anxiety and shame, of guilt, frustration and anger. Thus, the excessive, fat body of
the teacher is a grotesque body which is forced to adopt the protocols of exclusion
and invisibility to survive in the field. The fat body is a freakish, mutant anatomy in
the home economics landscape and thus is a risky body which can parody normality.
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The grotesque, fat body contrasts with the 'civilised' body which is "constructed as
the body that is self-contained, that is highly socially managed and conforms to
dominant norms of behaviour and appearance" (Lupton 1996:19).

This fat, freakish body also performs exaggerated desire, and displays of excitement
and passion when involved with the preparation, presentation and consumption of
food in the home economics classroom. The risk this body engages in is that of
potentially becoming 'fat'. For example, Elle admits that "I just love food, and
eating" (Line 189). She is unashamedly "passionate about food" (Elle, Line 181 ),
"getting all worked up" (Elle, Line 183). Students are likewise encouraged to display
their pleasure and excitement. They "run up and show [Elle] ... and they say, 'do
you want some?' " (Line 183). Elle reacts with excitement, indicating that "the more
excited I am the better they've done" (Line 189). This is in keeping with Lupton's
(1996 :31) argument that "food stirs the emotions" and that "for many, the pleasures
to be gained from food are the high points of their everyday sensual experiences".
Lupton argues that there is pleasure to be gained from transgressing the norms of
self-control with respect to food and pleasure, but that these embodied sensations fall
outside of safe territory. In this instance, this safe territory is of 'proper' home
economics teaching.

Performing as a sexy, groovy home economics body

As Weber and Mitchell (1995) argue, and as this research also suggests, teachers and even more so home economics teachers - are expected to be asexual, motherly
and dowdy. Hence, the presence of bodies clad in sexy clothing, with drinking and
smoking as self-professed habits, is carnivalesque. These freakish, risky bodies of
sexy teachers are dangerous to the norms associated with the culture of home
economics.

One of the ways of performing as a sexy, groovy home economics body is through
the clothing worn by the teacher. There is no doubt that the clothing teachers wear is
integral to the stereotyping and normalisation of teachers, contributing to the
materiality of the body. Teachers use fashion and clothing as public claims for
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inclusion within their social category (McDowell, 1995; Finkelstein, 1997).
McDowell (1995:89) found this to be common across various social categories. For
example, women in professional positions in large merchant banking corporations
dressed "exceedingly carefully and conformed to the norms that insisted that they did
not mark themselves out as 'the other' ". Similarly, Weber and Mitchell (1995:71)
note that teachers "know how to dress". For women in particular, this means a desexualising of their attire and with that, a de-sexualising of their body.

The sexy home economics teachers also 'know how to dress'. However, in this case,
it is as a show of parody. They use their clothing as a means of resisting being
produced as the 'proper' virginal and motherly teacher, instead sexualising their
attire and hence their body. This is a powerful mechanism, because, as Finkelstein
(1997:157) argues, "whenever these styles [in this case the teacher style] are toyed
with, then fashion is reiterating its ability to influence human subjectivity ... [so that]
[F]ashioning the body becomes a practice through which subject positions are also
fashioned". The home economics body which refuses to hide its sexuality- which
steps out of the asexual, motherly, virginal norms - flaunts this through their attire.
Marilyn wants, through her choice of clothing, to "imprint on them [students]" (Line
37), that she is 'other' to a typical home economics teacher.

Just as certain freakish home economics teachers consciously work against
orthodoxy, McDowell (1995:89) found that some respondents in her study on
merchant bankers deliberately flouted the conventions and blurred the boundaries of
dress in order for it to become a "more pleasurable performance that could be used to
create or subvert a particular image". Like McDowell's subjects, the carnivalesque
bodies of the sexy, groovy, home economics teachers are freakish and extremely
risky, perhaps attempting to subvert the image of the typical home economics
teacher, in the double production of being a teacher AND specifically a home
economics teacher. However, Weber and Mitchell (1995:71) note that the strategy of
dressing a little differently to the norm - but within the boundaries - is common
practice. That is, it is 'normal' for teachers to be a little 'not normal' in their dress,
VIZ:
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... each teacher has a distinctive style that peeks through that first-glance
uniformity, offering a counter-text, proclaiming a rebellious conservatism or a
conservative rebellion. In dressing , we exert our right to be ambivalent, and
we reveal our individual attempts to both 'fit in' and be ourselves in many
ways ...
So there is 'normally' a little paradox in teachers' dress. But how much beyond
normal is not 'normal' for a home economics teacher? For this project, the unruly
bodies both 'fit in' and yet do not 'fit in'. Elle's 'corporate image' seems not to be
radical - until her version of short, sexy and in bright colours is seen. Valerie's
outdoor, Army, rough clothes are a 'surprise' but this freakish body soon returns to
'normal' in the presence of students and knows not to present this way in order to 'fit
in'. John's chef uniform in some respects offers a more authentic production of
home economics than home economics teachers can, parodying the home economics
teacher with new authority and legitimacy5 •

These are all grotesque bodies in

carnivalesque moments. Marilyn's groovy, sexy body is very risky indeed in its
refusal of certain undergarments- a grotesque, perverse body which is a de-formation
refusing to be 'supported' by garments that speak of virginal mothers.

These examples are beyond the 'normal' extent of individuality in teacher dress,
evoking 'surprise' in students. The 'surprise' which emerges out of the parodic
materiality and performativity of the sexy, groovy home economics bodies is
registered by the home economics students. Marilyn's students feel free to respond
to her invitation to be seen as sexy. Her students commented openly on her body, as
many of the students comments included in Chapter Five reveal. The students speak
of "that look" (Student, aged 17) and of the "inspiration from [Marilyn's] body"
(Student, aged 16). Marilyn is self-consciously an embodied teacher, engaged in
mind and body learning with her students. Many teachers pay a large penalty for
'surprising' students, but these teachers do not. This is because they are normal in
many other ways which makes this surprise interesting and fun.

These teachers

perform in classrooms which are not chaotic, but where work is done and where
learning goals are achieved.
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Weber and Mitchell (1995:71) make a link between the attire ofthe teacher and their
performance, suggesting that the teacher who wears "lacy underwear . . . although
outwardly invisible, somehow changes posture or appearance".

So these unruly

bodies of the home economics teachers also engage in grotesque performances
beyond the inscription of their bodies through the materiality of their clothing, which
further parody the institutions of home economics.

Performing home economics does not normally include evidence of smoking,
drinking, and being sexually active, as these are performances in which 'redemptive
martyrs' are not meant to participate6 • As Judith Butler (1993) argues7, the cultural
norms of the female home economics teacher are transgressed by such performances.
Indeed, any female engaged in sexual activity creates moral panic based on the
unequal and traditional double standards for judging women's sexual activity, with
"implications for her reputation" and deviancy accepted as the ramification of such
behaviour (Davis, 1997:38).

Perhaps the sexy home economics body becomes

victim of this dilemma, where there is a risk of the perception of deviancy, in that
making a shift from the virginal and/or mother figure to the desirable sexy body may
create a moral panic.

Yet it may also 'pay off, breaking some of the cultural

stereotypes which have marginalised home economics. Whatever the implication,
both bodies (virginal and sexy) conform to heterosexual norms of femininity and
attract the male gaze (McDowell, 1995)8 • Finkelstein (1997:156) argues that such
transgressions are risky because "at the moment women are seen as self-producing,
what they are often producing is the constrained and subjugated image of the
heterosexually desirable female". This is a dilemma for the sexy home economics
body.

5

This allows legitimation for home economics knowledge through its realignment with hospitality as
a 'real world' field of study.
6
It is not that these bodies are engaged in such practices in the classroom, but their bodies are open to
the inference that they indulge in these things outside of the classroom.
7
For a full explanation ofperformativity and body theory, refer to Chapter Three of this thesis.
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Nevertheless, the sexy body of home economics is a seductive, appealing body,
designed to be noticed by the students. As Weber and Mitchell (1995:122) note, this
is not unusual as utopic texts of popular culture, society and academic scholars have
paid attention to the many "vivid images of teachers, many of which carry with them,
either implicitly or explicitly, themes of romance, sexuality and power"9 •

The

vividness of the home economics body without undergarments, with short skirts,
engaged in activities such as smoking and drinking, offers seductive, sexy images
which may have transgressive appeal to students. Care must be taken however, to
limit this so that sexy does not become 'whorish'. These bodies gain applause for
their otherness and assume power for their otherness from their students.

For

example, one of John's students stated that "you would never think of him as a
teacher" (Student, aged 16), another that they "have enjoyed home economics class
the most out of all" (Student, aged 17), and they will "have many memories [to] keep
... throughout [her] life" (Student, aged 17). These risky bodies are seductive and
can lead to the type of '(s)education' 10 which offers pleasure to both students and
teachers.

Performing as an outdoors home economics body

The 'outdoors' home economics teacher is recognisable in the data of the 'atypical'
home economics teachers. Activities include abseiling, canoeing, camping and other
outdoors and 'Army-like' escapades. These are 'freakish' performances for home
economics teachers, whom we have seen characterised as "well dressed white upper
to middle class female[s]" (John, Line 27) who "cook a few little scones" (John, Line
20) and are "quite domesticated and involved with what's in the home" (Valerie,

The ways in which women discipline themselves to conform to notions of heterosexual
attractiveness and particular expectations of feminine behaviour are well documented, appearing, for
example, in the work of: Bordo (1992; 1993) and Butler (1993).
9
For example, the popular culture of cinema has presented many vivid and heroic images of teachers,
including those produced in Stand and Deliver; Dead Poet's Society; Kindergarten Cop; To Sir With
Love; and Lean on Me to name but a few. Theorists in the field of education invariably refer back to
the dilemmas and heroic feats, or radical disasters of these extreme productions of teachers and their
pedagogical relationships with students.
10
This term is borrowed from Me William (1996b) who theorises about the combining of pleasure
and teaching in an attempt to reclaim seduction and thus (s)education as a legitimate metaphor for the
work teachers do. The argument is that seductive pedagogy need not be abusive pedagogy
(Me William, 1996c).
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Line 20). Further, in Elle's parodic play, home economics teachers are produced as
the 'W.I.F.E.' -the acronym standing for washing, ironing, food and embroideryagain, the indoors home economics teacher, confined to the enclosures ofthe home.

Contrary to these 'proper' home economics teachers, the outdoors bodies are engaged
in risky activities, both in terms of physical danger and also in terms of the
pedagogical conservatism of home economics.

The classroom pedagogy of the

outdoors body has parallels with a military model of instruction and activity drilling, marching, lining up, yelling orders, and swearing, (see John, Line 144, 152).
It also involves: "the latest developments in technology in terms of climbing

equipment and camping equipment"; "taking students abseiling ... so that they can
feel what trust is"; and "excursions to a camping store" (Valerie, Line 22). It is these
strategies that are utilised rather than "exercises in trust circles and things" (Valerie,
Line 22) in the classroom, which typify home economics as a nurturant pedagogy.

This shift from the nurturant, student-centred classroom to the hard, sweaty,
masculinist world of the Army and outdoors clearly cuts across the cultural traditions
associated with and expected in home economics classes, and particularly,
conformity to the enclosures of the home. The cloistered, feminised world of home
economics is exposed to, and reinscribed by, the hard, masculinised world of the
public and the outdoors. Students are emolled as co-performers and co-authors in a
play with new scenery and thus a new site for home economics. The students may be
enabled to 'see' other possibilities than the normal home economics domain through
the transgressive site and sight of the outdoors body engaged in such an active,
experience based pedagogy. Valerie insists on "apply[ing teaching] ... into real life"
(Valerie, Line 62) in the hope that students recognise "home economics [as] vitally
important ... not just restricted to the home, [but] to all facets of life" (Valerie, Line
62).

The performance of outdoors home economics bodies includes dirty fingernails and
physical adornment in 'daggy', dirty clothes, and this denotes a further shift from the
civility of the normal home economics body. Again, it must be acknowledged that
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the clothing worn by teachers 'produces' a particular pedagogical performance.
After an examination of teachers' clothing choices, Weber and Mitchell (1995:71)
note that dressing as a teacher:
... involves reconciling, suppressing, ignoring, or dealing in some way with
the ambivalence and tensions between different ways of living one's social
and personal self under the banner of 'teacher'.
These outdoors bodies sometimes appear to reconcile, to suppress, to ignore and to
deal with tensions associated with this conflict. Valerie, for example, deals with this
dilemma by consciously maintaining two dress codes. This could be thought of as a
type of cross-dressing (Russo, 1994), making quick costume changes between home
economics attire and outdoors attire, but occasionally being caught out and having to
'wear' the taunts and giggles of student surprise if caught wearing the latter in
traditional home economics classrooms (see Valerie, Line 24). The expectations of
the students are ruptured by the teacher, because her outdoors clothes are "not normal
to what I would wear for my home economics clothes" (Valerie, Line 24).

The outdoors performance demands an admission that the pedagogical practices in
which such teachers engage are "everything that I've been told not to do [at
University]" (John, Line 142). Hence, to perform as an outdoors body in home
economics means to acknowledge that such practices run counter to the 'proper'
teaching of home economics. In many ways, the outdoors body adopts the protocols
of exclusion and invisibility to survive in the field.

This is a freakish, mutant

anatomy in the home economics landscape and thus is a risky body which acts as a
parodic performance of normality.

Performing as a playful home economics body

Playful home economics teachers are recognisable in the data of the 'atypical' home
economics teachers.

This whole idea of having fun in the classroom offers the

potential for subversion through irony and parody. Playful home economics bodies
provide temporal moments where fun is possible, even central in pedagogy. This is
at odds with the rationality of the 'proper' home economics teacher, who is produced
in folkloric terms as: "conservative" (Marilyn, Line 96); "domesticated" (Valerie,
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Line 20); "fussy" (John, Line 20); "middle-aged" (Valerie, Line 4); "from a fairly
sheltered background" (John, Line 94); who "wouldn't say 'shit' for a shilling"
(John, Line 84) and who does "not relate to a lot of the students" (John, Line 98). In
fact, Marilyn argues that typical home economics teachers lack any sense of fun,
stifling students' creativity and sense of adventure by relying on formulas and
instructions for everything. In her words, "you can't have an original thought [there
is] no room for students creativity [and this is] very sad" (Marilyn, Line 102).
Indeed, she insists that typical home economics teachers are so lacking in fun that
they "put students off ... they kill it" (Marilyn, Line 98).

It is a very seductive idea that one can be the only bright light in a dull pedagogical

place.

This means framing the pedagogical place as "so boring, dreadful, so

irrelevant and the learning so meaningless that only some superhero heroic deed can
save the day" (Weber & Mitchell, 1995:82). The playful teacher becomes the hero,
releasing students from the mundane predictability of the recipes, formula and
patterns of 'proper' home economics classrooms. Marilyn certainly performs in this
role, as superhero to students to enable their escape from the boredom of 'proper'
classes. As she says, "as soon as I hit the door, it's like TA-DA I'M HERE, I'M
HERE TO ENTERTAIN YOU" (Marilyn, Line 34).

She claims that she uses

whatever it takes to make her classes fun for students, including "lollies, bribery and
corruption through to cajoling" (Marilyn, Line 34).

Her students recognise this

embodied performance, noting her as having "humour, happiness and energy"
(Student, aged 16).

The playful home economics teacher self-acknowledges as willing to "step out of
line . . . to be a little bit radical . . . to be crass, outspoken and ribald . . . to smoke,
drink and have boyfriends" (Marilyn, Line 22). Each moment in which students
AND teacher make fun of the orthodox traditions of home economics can work as a
form of protest countering and exaggerating the traditions of home economics
culture.
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In one instance, the playful teacher is worthy of a stanza in the graduating students'
song (John), because he dispensed with the conventional teaching practices that
dominate the prescribed pedagogy of home economics. John's propensity to "sing
and dance and cook, which all home economics teachers should do" (Student, aged
16), and "joke around in class which makes it fun" (Student, aged 15) was seen to be
a transgressive and pleasurable performance.

Elle gets excited with and by her students in her playful pedagogical performances for a teacher. She admits that she "ham[s] it up a bit because I know they [students]
enjoy it so much" and "it gives them real pleasure" (Elle, Line 187). The imagery
Elle creates through the video production 'W.I.F.E.' parodies home economics from
the comfort zone created by this 'playful' identity. Such playful teachers often win
admiration from the students, but they also condemn their teaching counterparts to a
less attractive identity as 'orthodox' or boring.

Performing as a touching home economics body

The touching home economics teacher is clearly recognisable in the data of the
'atypical' home economics teachers. To take pleasure in touch is problematic, risky
and grotesque. Such teachers engage in tasting, looking at and smelling food to gain
excitement and pleasure (Elle and John), as well as actively, knowingly and freely
touching students (Elle) as part of this embodied performance. The touchy, sensory
body refuses to reject feelings of passion, love and pleasure, instead performing
desire, excitement and passion in their pedagogical performance.

The pleasured

teaching body in turn encourages students to touch, taste, look and use other sensory
means to display excitement.

As Elle explains "it gives them [students] real

pleasure" (Line 185), and "they get real excited" (Line 183). The relationship is a
mutual circulation of desire between teacher and students, such that Elle "can tell the
more excited I am the better they've done" (Line 189).

Mellor and Shilling (1997:5-6) suggest that humans "acquire information through
their bodies" and that "seeing, hearing, touching, smelling and tasting are activities
which, quite literally, 'make sense' ofthe world in a variety of ways", yet, "to smell,
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to taste or to touch someone or something . . . run[s] the risk of spoiling the integrity
of one's identity" (p.44). Hence the sensory body of the home economics teacher
runs the risk of spoiling pedagogical integrity.

Despite the fact that indulging

appetites is improper, Mellor and Shilling argue that "modernity's promotion of
cognitive apprehension cannot eliminate the passions and sensations of bodies,
however much it has tried to manage or repress them" (p.l56). So the grotesque
body of home economics teachers should resist the desire for sensual experiences,
but instead refuses this constraint and is characterised instead by openness and
flexible boundaries.

In this way, the embodied performance of sensory, touchy, pleasured home
economics bodies is voyeuristic and carnivalesque since it is outside of the norm of
classroom emotions and sensory experiences - for both students and teachers. The
surprise, excitement and pleasure of touch is risky business. This perverse, excessive
and grotesque performance of eroticism (and its suggestion of immorality) parodies
the traditions of the teaching act, and is risky business in a world where erotics and
touch are dangerous teaching strategiesn. Elle rejects this barrier, declaring with
pride that "I touch students all the time" (Line 142). And yet, she is aware that "it's
probably not the right thing to do" (Elle, Line 142) and "could be misconstrued"
(Elle, Line 149). This is a freakish, risky performance which opens spaces for
transformation and radical change in the pedagogical relationship, where pleasure is
reintroduced into the pedagogical relationship.

It is somewhat ironic that home economics as a field of study concerned with the

body - food, clothing, human relationships, housing - demands that 'normal' and
'proper' teachers resist physical contact with their students. It is difficult to imagine
how home economics teachers and students can possibly avoid all contact when
teachers are, for instance, fitting clothing to students as part of their teaching and
learning.

The games of truth and error that govern contemporary pedagogical

practice have created such panic at the merest physical contact between students and
11

The potential for cries of sexual harassment are made greater by the risky behaviour of these
pleasured bodies.
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their teachers that it is becoming increasingly unrealistic for home economics
teachers to perform their roles without a constant sense of fear, dread and
apprehension, should they accidentally 'touch' a student. Home economics teachers
are in a vulnerable position should a student decide to threaten them with claims of
inappropriate physical contact.

This sense of trepidation is not shared by Jane Gallop. An accusation of sexual
harassment was made against feminist professor Jane Gallop, after she engaged in
'touchy' experiences with her students 12 • Gallop argued that by kissing one of her
graduate students in a public bar where they could be seen, she was engaged in:
. . . making a spectacle of myself. And, at the same time, I was being a
teacher. The performance turned me on and was meant to turn my audience
on, literally and figuratively. The spectacle was meant to shock and entertain,
and to make people think. (Gallop, 1997:100-1)
Whilst traditional home economics teachers and academic teachers avoid such
performances (and with very good reason), parallels can be drawn between Gallop
and Elle. Elle admits to working through passion and pleasure to "get a reaction"
(Line 89) so that students "get more interested in what we are doing" (Line 95). Both
are using pleasure to enhance their teaching, and their student's enjoyment of
learning. Both also highlight the need for spectacle - but neither advocate that such
practices become the norm. Ifthere were too many 'spectacles', this would disallow
their existence and uniqueness such that their difference would be reduced to mere
common practice. The parody and freakishness would be lost. Therefore Gallop and
Elle need to insist on their difference - their marginality - to claim their uniqueness as
a spectacle. In this way, both Elle and Gallop's performances are self-serving. They
retain their place in the margins of the margins, which can be an attractive and 'cool'
place to be, just like the house verandah. Such performances fly in the face of
collegiality as a broad idea since there is a need to challenge traditional

12

Jane Gallop is a distinguished Professor of English and Comparative Literature at the University of
Wisconsin at Milwaukee. She was accused by two students of sexual harassment. Her story became
a scandal, sensationalised by the media because of her positioning as a 'feminist' who ought to be
opposed to such possibilities. See Gallop (1997) for her own account ofthe situation.
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professionalism in order to retain their uniqueness.

Elle and Gallop insist on

militating against the norm in taking pleasure in their classrooms.

6.1.2 The embodied grotesque home economics teacher

From the assemblage of parody and fun evident in the performances of atypical home
economics teachers bodies, it could be argued the carnival is alive and well in the
home economics landscape. The grotesque, the excessive, the risky, the freakish these are already part of home economics teaching.

The soul of 'assemblage' of the camivalesque body of home economics illustrated
above is a grotesque spectacle which has some parallels with Russo's spectacle of a
freak in a freak show. Russo (1994:80) suggests that "the freak is doubly marked as
object and other within the world of spectacle". Similarly, home economics teachers
are doubly marked as object and other within the world of teachers, who are
themselves freaks. This double production emerges out of heterosexual normativity
associated with the sight and the site of home economics 13 • As a collective made up
of females, and a few males playing out hyper-masculinised roles, home economics
is particularly vulnerable to individual spectacles working as they are within the
bounds of normative femininity. As Russo (1994:53) notes, "any woman, could
make a spectacle out of herself if she was not careful", as:
[F]or a woman, making a spectacle out of herself had more to do with a kind
of inadvertency and loss of boundaries: the possessors of large, aging and
dimpled thighs displayed at the public beach, of overly rouged cheeks, of a
shrill voice of laughter, or of a sliding bra strap - a loose dingy bra strap
especially- were at once caught out by fate and blameworthy.
The home economics teacher as the site and sight of heterosexual normativity is
constrained by these norms as few other women are. This is part of the production of
a heterosexually normative culture, which assumes a natural shape and conspires to
marginalise within patriarchal understandings (Butler, 1993). Importantly, as has
been argued throughout this project, home economics teachers are complicit in their
13

This notion was explained in the final section of Chapter Five, where heterosexual normativity was
identified as a core element in the production of the 'normal' home economics teacher. The atypical
home economics teachers also conformed to this parameter.
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own heteronormative suffering.

Moreover, this complicity is not challenged or

undermined by carnivalesque bodies. Their failure to trouble the orthodoxies of
heterosexuality parallels carnivals' failure to trouble the power of the church.

Could the embodied performances of the grotesque home economics bodies be in any
way subversive? Is the 'fun' and 'pleasure' in which these grotesque bodies are
engaged dangerous? One way of considering this question is to apply a concept
proffered by Foucault (1985) 14 • In his book, The Use of Pleasure - The History of
Sexuality Volume 2, Foucault has devised a way to explain his views of ethical
individuals in ancient Greece. He refers to individuals as being 'moderate' and
'immoderate'.

As previously explained in this thesis, according to Foucault

(1985:64-65), the ethical individual is 'moderate', balancing between excess and
deprivation, whilst the 'immoderate' individual takes pleasure in bad conduct.
Further, the 'continent' individual, is a category within that of the 'immoderate'
individual. The 'continent' individual experiences pleasures but contains these. The
greater the temptation, the higher the merit of 'continence'.
'incontinent' individual deliberately chooses bad principles.

However, the
From Foucault's

perspective, continent people are thought to have more virtue than moderate people
as it is harder for them to restrain themselves. In the case of the modem teacher, the
desirable ethical position might be regarded as that of the moderate individual. If not
this, at least the continent individual - that is, either with the correct balance of reason
or with the capacity to reject urgings for pleasure.

The atypical bodies of home economics as carnival are at odds with the proper bodies
of professional teachers. They frequently engage in immoderate practices. They are
excessive, shameless and incorrigible, taking pleasure in 'bad' conduct such as
drinking and smoking and engaging in sexual practice (though these behaviours are
not in the classroom, but are implied to be part of the lives of these teachers), attired
in ways which were not 'normal', using military drilling and other undesirable
pedagogical practices, touching students, creating desire and excitement. However,
14

A comprehensive explanation of this work of Michel Foucault (1985) referred to in this section is
located in Chapter Four.
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applying Foucault's (1985) categories of ethical individuals in ancient Greece to
home economics teachers, such unruly embodied performances, whilst immoderate,
may be argued to be continent, that is, the bodies are in a constant struggle to stay
within the bounds of continence. For example, the fat body explained that appetite
was a constant struggle, that the body was not right, and it was used to exemplify
poor practice.

The outdoors body quickly reverted to the dress of the home

economics teacher so as to counter the surprise of the students. The touchy body
knew what parts of the student body it was acceptable to touch, and was shocked by
the reciprocal touch of students.

These freakish bodies demonstrated their

knowledge of the benchmark for home economics pedagogy and these are all
examples of continence, of tidying within the norms of the production of the home
economics teacher, and of self regulation to produce a teacher's body which is
acceptable, though being incapable of being moderate. These are immoderate yet
continent bodies. In terms of pedagogical performance, these teachers understand

where the boundaries lie. They know which rules they can 'safely' break and engage
in the 'right' transgressions which do not risk their positioning as a home economics
teacher beyond 'surprising' their students. They do not step outside of uncertain
matters. Such attempts at continence are, according to Foucault (1985), considered
to be virtuous because these individuals are in a constant fight to maintain the bounds
of the ethical individual as they are constantly experiencing pleasures that are beyond
reasonableness, but they deny these desires and pleasures to remain within the
bounds of the ethical individual.

At the same time, they work against tidiness and any nostalgic yearning for the
'docile' home economics body that emerges in the versions of typical home
economics bodies produced in Chapter Five of this Project. These are the skilled
home economics body and the suffering home economics body - moderate, ethical
individuals who fit within orthodox prescriptions.

The atypical bodies do not

conform to the expectations that home economics teachers must suffer and must be
moderate, defying prescriptions of normality.

These bodies show that home

economics pedagogy has its own space for carnival, for fun, parody and perversion,
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and above all, pleasure - but those who claim both pleasure and professional status
know the boundaries of performance.

6.2 Where to from here?
It is appropriate to reflect upon the value of undertaking research of the nature of this

project. According to Cranny-Francis (1995:113), the importance of a body subject
opting for parody and refusal is that:
. . . instead of maintaining old distinctions and their regulatory definitions, it
[the embodied subject] tactically occupies a range of different positionings
that enable it to subvert those remainders and reminders - both institutional
and individual- oftraditional, inequitable discourses and social practices.
This re-working of the atypical teachers has revealed that certain embodied subjects
do indeed occupy different positionings to traditional positionings which have come
to be expected and assumed of home economics teachers.

Nevertheless, the

parodying in which these atypical and immoderate teachers in this project have
engaged is risky business.

The risk is minimised but not expunged in their

performances in attempts at continence. This Project merely offers a glimpse of the
embodied perverse pleasures, even naughtiness, some continent home economics
teachers engage in to escape the suffering and moderation which has come to be
regarded as 'normal' for home economics.

Should there be a message in this

postmodemist project, it is that home economics teachers engaged in a refusal to
become 'normal' are having fun and taking pleasure from their teaching, thereby
revealing a space for the counter-orthodox to be named and acted. These home
economics teachers may not be 'radical', but nor are they 'normal', 'traditional', nor
'moderate'. Their failure to suffer seems to be read by students as a pedagogical
plus.

What might this mean for the culture of home economics teaching as a whole? This
analysis does not aim to offer an alternative approach or particular progress (as is the
goal of modernist work) for the field. Rather, as captured in the words ofRusso:
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[T]he impetus of this project, if not its destination, lies in the direction of a
reconfigured body politic which recognizes similarity and coincidence, not as
a basis of a new universalism, but as an uncanny connection characteristic of
discourses ofthe grotesque. (Russo, 1994:14)
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CHAPTER7

A shift from the familiar to the unfamiliar

- Re-thinking home economics

This research is a response to calls for non-essentialist work in and about home
economics (Brown, 1993). These calls are the result of a growing recognition of the
need to rethink the thinking which has been done thus far about the field of study and
its members. This past thinking has led to a familiar cul-de-sac in the way home
economics is understood, by both members within the field and those outside of it.
Hence, this thesis intentionally makes a departure from traditional and orthodox ways
of thinking about home economics, shifting from the familiar to the unfamiliar.

The ways in which this departure is realised is with respect to three main areas.
These are:
1. a challenge to the ardent acceptance and use of mainstream research and
associated epistemologies as the appropriate methodology for this research. This
challenge has been mounted because, for home economics research, limiting
thinking which emerges from modernist approaches ensures certain outcomes and
certain ways of thinking about the field which guarantees that it is inevitably
stifled by master narratives. Home economics research which is restricted to only
modernist techniques and thinking will always lead to an interpretation of the
field as marginalised and disempowered. Thus, this work insists on utilising
postmodernist ways ofre-looking and re-thinking about the field;
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2. the analysis of teachers in terms of a shift from the mind/body duality which
comes with typical modernist research, to that of the body, where the pedagogical
performance is not ignored. In so doing, the home economics teacher escapes the
disembodied analyses which are constructed out of modernist ways of looking,
which focus on the 'mind', rediscovering themselves as embodied pedagogical
performers. Hence, the home economics teachers are attributed not just with a
teaching mind, but also a teaching body which is engaged in a teacher-student
relationship. The notion of performativity is central to this shift; and
3. an understanding of teacher professionalism that emerges out of this research
which refuses the binaries of professional/unprofessional and typical/atypical.
Such binaries are products of orthodox thinking, providing neat ways of labeling
individuals and attaching to them certain expectations and assumptions. These
binaries are inadequate to represent all home economics teachers. The category
'atypical' has been shown to be insufficient to describe the conditions in which
home economics teachers perform their work. Hence, the binary typical/atypical
is dissolved.

Similarly, the binary of professional/unprofessional has been

revealed as an inadequate means of categorising home economics teachers. Any
future research should be cautioned by this project not to accept these categories.
Instead, 'other' categories which focus on pedagogical performance rather than
teacher perception allows new categories to emerge.

The re-thinking about home economics performed in this research may lead to a
recognition by individual home economics teachers, and the profession as a
collective, of the possibilities for new ways of making inquiries into the field.
Informing the professional institute for home economics teachers and challenging
mainstream advocacy practices (challenging heterosexual normativity of home
economics practice) is one means of re-thinking the thinking that has dominated the
decisions and direction of the field.

This final chapter of this thesis reflects on the research project. It takes the reader
through the shift from the familiar to the unfamiliar, attending to the three shifts
(listed above), which have been fundamental to this research.
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7.1 The familiar tale of home economics
The familiar tale of home economics has been told in some of the pages of this
thesis. In Chapter Two, I have documented the literature that contributes towards the
cultural production of home economics teachers and home economics as a field of
study. The structure of Chapter Two is a juxtaposition of the work of Marjorie
Brown (1993) as a prominent international theorist in home economics, and the eight
themes I identified in the literature which are particularly relevant for home
economics in Queensland and Australia.

Brown (1993) identified what she described as the dissatisfactions and
misunderstandings of the profession of home economics 1• She suggested that these
concerns are felt world wide as grievances among home economists.

When I

juxtaposed these grievances with themes I identified as central to the field of home
economics2 , what emerged was a familiar story about home economics. This story
has familiar scenes such as: the splintering of specialisations and of knowledge in the
profession; research as a small and piecemeal body of work; a reliance on off-shore
developments which are adopted without question; the loss of common professional
purpose; anti-intellectualism; a reluctance on the part of many professionals to be
self-reflective about their own concepts and beliefs and what is to be learned; a lack
of respect in the academic world and in public opinion; continuous struggles in
attempts to gaining legitimacy; the apolitical orientation of members of the
profession; social justice agendas for home economics; and the difficult relationship
between feminism and home economics. Taken together, these themes tell the story
of a field of study and its practice which appears to be constantly struggling for, and
grieving the failure of attempts to establish a legitimate identity.

Such familiar tales can be comforting for those in the field.

They encourage

compliance. There can be a strong sense of camaraderie that comes from constantly
1

These misunderstandings and dissatisfactions are included in comprehensive form in Chapter Two
of this thesis.
2
These themes are included in comprehensive form in Chapter Two of this thesis.
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fighting battles together, even if those are inevitably losing battles.

Home

economists: know the field of study is marginalised; know the field is devalued; know
this positioning is the result of the history and origins of the field; know that it is
recognised as 'women's work'; know that home economics will always struggle for
legitimation in a world of narratives which favour certain structures.

Home

economics teachers know they will be called upon to cater for school functions; know
they will be seen as the 'cookers and sewers'; and know that they will continually
struggle for it to be otherwise. This is the familiar tale of home economics.

In Study One and Study Two which form some of the early work of this thesis, an
examination was conducted of the cultural production of home economics teachers
within this familiar landscape. The orthodox tools of surveys followed by orthodox
readings of the data using orthodox statistical analysis provided a predictable
reading. That is, that the familiar exists, at least in the perception of many home
economics teachers.

The studies parallel others which reveal that typical home

economics teachers can be produced as skilled and suffering. These individuals work
together to produce the normalised home economics teacher. To be normal, 'proper'
home economics teachers is to possess what I have termed the 'ideal body'
(professional, organised ... ) and the 'real body' (stooped shoulders, exhausted ... ).
The 'ideal' home economics teacher is a gendered and disciplined body- a member
of a profession who is also organised, hardworking, caring, multiskilled, resourceful
and creative. She is assumed to be a positive role model, with the 'right' weight,
willing to perform as the redemptive saviour, to produce quality products, and so on.
The 'real' is the ruined body- with dishpan hands, who is: cleaner; cook; and martyr.
She has black rings under her eyes, is starving, stressed, and in poor health,
exhausted and wrecked from home economics work. These two bodies of home
economics are in some senses both symbolic and irreconcilable, as dualisms always
are. The real, ruined body of the home economics teacher is the physical effect of
'normalising'- the sight of the 'good' home economics teacher at work.

These real and ideal bodies are the disciplined bodies of home economics which are
produced (and reproduced) out of the textual data from Study One and Study Two.
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The ideal I have described as a skilled body and the real as the suffering body. The
social production of the two bodies of home economics derives from and adds to
myths and folkloric value, and this is part of the normalising tradition of home
economics teaching, where seemingly irreconcilable parts remain in tension in the
enactment of pedagogical events.

It is not surprising that these studies, utilising familiar, orthodox and rigorous
frameworks would produce such a predictable outcome.

Thinking about home

economics teaching is overwhelmingly dualistic, as I indicated earlier in this thesis,
and this condition is seen as 'normal'. It would have been easy to simply conclude
my research having conducted these studies, and endorsing this picture. I would
have reaffirmed familiar stories and covered familiar terrain as the modernist studies
and ways of understanding about home economics which have preceded me.
However, this dualistic thinking (real/ideal, suffering/skilled, typical/atypical) is a
limited way of understanding the nature of home economics teachers. It is precisely
this reductionist way of thinking about home economics which stimulated me to push
further in the research task of this thesis. For me, this 'known' position of 'truth'
became a starting point for engaging in new ways of thinking about home economics
teaching (Davis, 1997).

7.2 Beyond the familiar tale of home economics
Brown (1993) has urged researchers to recognise the need for a re-thinking of the
thinking which has been done about home economics, arguing there is a need to

disrupt these familiar tales about home economics.

I have taken this challenge

seriously, with all the theoretical and epistemological difficulties this entails.

In this thesis, this was undertaken by a shift to unorthodox tools which seek to
dismantle the familiar. That is, a shift to posthumanist body theory. My argument is
that thinking reliant upon orthodox frameworks is complicit in the relegation of home
economics and home economists to the margins in the pedagogical culture of
schools. In modernist research projects, no matter how much they might advocate
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otherwise, home economics continues to be located in the margins.

Thus, its

positioning "continually defeats us, pulling us back to [what] ... we wish to imagine
beyond" (Davies, 1989: 12). The research methods and epistemology selected for this
project are fundamental to this new imagining, allowing me as a researcher and home
economist to 'stop thinking straight'.

This is possible because postmodernist

projects understand 'truths' differently. Games of truth and error are discursively
constructed and performed through bodily and textual enactments. Postmodernist
projects also reject 'binary dualities' which typify modernist work (Weiner, 1993),
such as the studies in the early stages of this thesis. Here, some of the binaries such
as professional/unprofessional and typical/atypical emerged.

Hence, the first

challenge is to look beyond the dominant assumptions in the field, and in so doing, to
exploit rather than cover or conceal discrepancies or discontinuities in cultural
practices. My argument is that there is more to be gained by seeking out the aberrant
narratives and points of departure than by reaffirming familiar narratives.

Necessarily then, this project is 'post' in theoretical and methodological approach,
inviting the reader to 'imagine beyond' modernity and thus beyond the two
categories of binary pairs, and the theories which are central to such logic. As a
poststructuralist, posthumanist and perhaps even postfeminist project, the inquiry
departs from the epistemological assumptions which underpin structuralist research.
The poststructuralist proposition at work here is that no culture is condemned to
marginality; the field is open to contestation and change.

One aspect of this

conceptualisation underpinning this project is a refusal to conform to the mind/body
duality upon which modernist work is dependent. Instead, I privileged the body as a
site/sight of pedagogical practice.

In this embodied analysis, home economics

teachers and teaching can be seen as textual/material subjects in pedagogical work,
continually shaped by and shaping the site of their pedagogy.

7.3 The unfamiliar tale of home economics
The task I set for this research then was to reconfigure how to think about home
economics as a field of study and home economics teaching as a cultural practice.
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To achieve this, I explored how the culture of home economics is contested from
within, by looking to four 'atypical' home economics teachers, arguing that their

embodied pedagogical performances constitute the site/sight of pedagogical practice.
In taking this approach, my argument is that the culture of home economics is
constantly being challenged from within by home economics teachers performing as
body subjects, always engaged in a labour of reinscription of themselves and others,
and thus home economics pedagogy is never stable but is constantly being produced
through such labour. To assert this is to challenge rational accounts of the inevitable
marginalisation of the field.

The four atypical home economics teachers and their practices were interrogated
through interviews (Study Three) and the collection of materials such as
photographs, journals and videos, provided by the teachers themselves, that are
relevant to their embodied classroom practice. My reading of these practices in
terms of their radical possibilities was undertaken by documenting and describing
their pedagogical performances then considering how the existence of such practices
unsettles the idea of home economics as a monolithic culture. This was achieved by
juxtaposing the 'disciplined body' of home economics teachers (produced out of
Study One and Study Two) against the atypical teachers corporeal performances. I
attempted to unsettle the mainstream culture of home economics research by blurring
the distinctions between 'orthodox' and 'marginal' practices. To do so, I went on to
investigate the atypical te&chers as grotesque, camivalesque performers, full of
pleasure and even potential subversion, using the interpretive tools created by
Bakhtin's (1968) carnival and Russo's (1994) grotesque body.

What the analysis of these pedagogical performances generated was the proposition
that while the disciplined bodies of normal and proper (typical) home economics
teachers could be produced as skilled and suffering, the atypical teachers were skilled,
but did not appear to suffer. Rather, the atypical bodies were engaged in the giving
and taking of pleasure and fun, rejecting the constraints on pedagogy imposed by the
suffering typical of 'proper' home economics teachers. Parallels can be drawn here

between this and 'achieving professionalism'. It could be assumed that in the binary
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professional/unprofessional which was set up in the early stages of this research, the
'professional' home economics teacher (also the typical home economics teacher)
would be both skilled and suffering. If a teacher were not both skilled and suffering,
they would be unprofessional, and atypical. However, on the contrary, there was no
indication that these 'atypical' teachers who refused to suffer were unprofessional.
Indeed, indications suggested otherwise, with students acting as strong advocates for
these teachers, not only in terms of their pedagogical performances as teachers, but in
terms of the students' capacity to achieve meaningful academic outcomes.

In order to inquire into the transformation possibilities such marginal identities might
offer to home economics pedagogy, a re-application of Foucault's (1985) categories
emerging out of his analysis of the ethical individual in ancient Greek society was
utilised. Foucault's analysis of how ancient Greek society recognised the struggles
involved in the production of the ethical individual - and the way pleasure is derived
- was developed by him after noting the use of terminology in certain texts. This
terminology resulted in Foucault establishing categories of individuals who could be
distinguished as being 'moderate' or 'immoderate', and for those 'immoderate'
individuals, ofbeing either 'continent' or 'incontinent' 3 • The immoderate bodies of
atypical home economics teachers worked hard to remain continent, fighting to
maintain the bounds of the ethical individual. For these atypical home economics
teachers, their desire is reined in by the norms and rules which govern typical home
economics teachers to the extent that they are moderate and suffering. Regardless of
their immoderate ethics, the atypical teachers were perhaps transgressive of typical
home economics culture, but were not subversive nor radical.

7.4 Re-thinking home economics
Until now, home economics as a lived culture has failed to recognise possibilities for
reconstructing its own field beyond the confines of modernity. This research works
to present home economics teachers and the profession as a reconfigured cultural
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practice, as an instance of the 'otherness' of the Other, and a refusal to collapse
difference into the familiar. This is a space for re-thinking about home economics
other than as a monolithic culture.

Hence, this work has 'fleshed out' home

economics beyond the usual boundaries of modernist theorising by 'getting under the
skin' to trouble orthodoxy, and in so doing, it has stepped beyond the usual comfort
zone of the research epistemologies utilised in the field. As a re-description (Rorty,
1989) of the field, this research shows how home economics works as a site/sight of
culture which is open to contestation and change. This research captures moments of
transgression which suggest that new possibilities are already being performed in the
pedagogical practices of home economics teachers. The cultural practices of home
economics as inevitably marginalised are being contested from within by those who
adopt a within/against positioning of themselves (Lather,l991).

My thesis does not solve the 'problems' of the field, such as those outlined in
Chapter Two. That is not the purpose of this work. Instead, it argues that these
'problems' are symptomatic of understandings of home economics which are not
simply a product of a gendered hierarchy of knowledge but are also a product of the
very research that seeks to change this state of affairs. It is in this way that my
project seeks to raise new issues for the field and for the theorists engaged with it.

There are many questions which emerge out of this postmodernist reading of home
economics as a body of knowledge.

These questions can be regarded as being

equivalent in traditional research genres to 'recommendations' which emerge from a
more mainstream piece of work. However, in this and other postmodernist projects,
there is no truth discovered from which recommendations for progress can be
developed.

Instead, only more questions are raised.

These questions serve as

pointers to remind us of the ongoing need to re-think the thinking which has already
been done.

3

A more detailed explanation of Foucault's explanations of the ethical individual in ancient Greek
society is included in Chapter Four of this thesis.
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Some of the questions which this Project raises for future research about home
economics teaching as a profession, relate to the epistemology of future analyses.
These include:

•

What is a home economics teacher? This research reveals that it is not a simple
matter of looking to binaries such as typical/atypical or professional/
unprofessional as a means of producing home economics teachers. Categories
such as age, gender, clothing style and domestic boundaries have all been
exploded in this research as inadequate for describing home economics teachers.
Traditional conjecture about what a home economics teacher is, has been
revealed to be deficient and misleading and has, in the past, led to compliance
and suffering.

•

What further research work could be done? The importance of the need for a
shift in thinking from conspiracy theories of modernism to postmodemist
conceptions of understanding and epistemology and hence of re-membering
home economics have been articulated in order to inform future research in the
field of study. Home economics researchers should be encouraged to look to
their practitioners, and particularly to those 'atypical' practitioners as the
sight/site of home economics, to re-think the thinking in the field.

•

How does this research inform the work of professional associations?

This

project encourages a challenge to mainstream advocacy practices which have
dominated the approach taken thus far. The home economics professional body
(Home Economics Institute of Australia), and the tertiary and secondary contexts
which are the site of home economics education, can benefit from utilising
postmodemist approaches and challenging heterosexual normativity of home
economics practice for transformative possibilities, rather than being stifled by
their current goals of 'seeking legitimation' within grand narratives which drive
current agendas.

In the concluding sentences in my master's thesis submitted in 1991, I argued that
home economics was "a site ready for contestation and challenge". I was convinced
that "home economics holds the key to its own escape from [the] bondage of

223

modernist thought" (Pendergast, 1991:276). What this current research does is make
an attempt to re-think home economics as not simply trapped by modernist
epistemologies and frameworks of understanding. In doing so, it reveals that some
home economists are challenging the taken-for-granted assumptions about home
economics through their aberrant performances of pedagogy. They are rejecting their
marginalised status and they refuse to suffer, instead engaging in embodied
pedagogical practices which gives pleasure to both themselves and their students.

Based on this current doctoral thesis, home economists need only look within their
field for signs of transformation, especially in escaping the traumas of suffering
which typify the 'proper', 'typical' and 'normal' home economics teacher. Home
economics as a field of study and home economists as practitioners, need not be
inevitably marginalised, unless there is no recognition of new possibilities which

might seem to be outside of traditional ways of conceptualising thinking. This is
about how such thinking can be done within the field as a site/sight of cultural
practice, including research practice. As a result of such work, home economics
teachers and students and home economics professional bodies, who are complicit in
the positioning of home economics as devalued and marginalised, may well be
encouraged to re-think their thinking, looking again to the culture and the
transformative opportunities which contest the inevitably marginalised status which
has dominated the field to date.

This thesis rejects the boundedness of traditional truth claims and modernist
dualisms, and instead alludes to the possibility for enacting a politics of difference.
This research does not attempt to 'overthrow' orthodoxies, including the heterosexual
normativity of mainstream home economics pedagogy, just as four atypical teachers
will not 'overturn' it. This research neither expects to nor has it embarked on this as
a mission. The effects, however, can be unsettling.
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APPENDIX A

Study One and Study Two: A thoroughly modernist account

Two studies were undertaken using two separate surveys to collect data. Each survey
was administered to home economics teachers in order to provide an account of the
area as a location of pedagogical performance, as expressed by home economics
teachers themselves. In this way the data generated from Study One and Study Two
form a grand picture of home economics teachers, building upon orthodox methods.
The surveys worked within methodological conventions of 'modernist' quantitative
and qualitative modes of analysis.

Background to Study One and Study Two
Surveys were selected as an appropriate method for documenting a 'realist' account
of home economics teachers, given that they provide an opportunity for general
information gathering. Further, surveys are" ... particularly useful when a complete
enumeration of a population is impractical" (Australian Bureau of Statistics, 1993:1 ).
In particular, a sample survey is a method of gathering information about a
population in which direct contact is made with a fraction of the population chosen to
represent the whole, using a collection technique such as a questionnaire (Warwick &
Lininger, 1975). The sampling technique used in the instance of these surveys was
convenience, or as it is sometimes called, accidental sampling.

This means that

captive audiences, as is the case in these studies, form the sample (Cohen & Manion,
1985).
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The surveys used in Study One and Study Two were designed for the purpose of
collecting descriptive data, as opposed to analytical data which are concerned to test
hypotheses about relationships between variables (Kidder & Judd, 1986).
Descriptive surveys are designed to "portray accurately the characteristics of
particular individuals, situations or groups, and to determine the frequency with
which such behaviour or attitudes occur in the population being sampled" (Bulmer,
1984:54). Since the purpose of the surveys was to give home economics teachers the
opportunity to describe their identity and role as home economics teachers,
descriptive surveys were deemed appropriate. This approach has many precedents
for use with professional groups, ranging from characterising such professions as
health information managers to scuba divers, to nurses and so on 1• The collected
information locates home economists, by way of the language they use to name
themselves. In essence, it provides a plain language account of home economics
teachers.

Both surveys were administered to home economics teachers participating voluntarily
in professional development workshops. The opportunity was provided by a series of
workshops held at a large number of venues across the state of Queensland.
Teachers were invited to attend a developmental program of two workshops with a
time lapse of approximately six weeks between Workshop One and Two in 1997.
The workshops were designed to facilitate the integration of relevant concepts from
the nationally developed curriculum and were not designed specifically for data
collection for this research.

All home economics teachers in the state of Queensland were invited to attend the
workshops including public and private sector educators, providing a large
population of home economics teachers from which the potential workshop
participants could be drawn. In order to determine the actual total number of home
economics teachers in the public school sector and the private school sector
appropriate authorities were contacted ie. the Queensland Department of Education;
1

For example Wilks & Austin (1991) considered the stereotype of the heroin user; Smith, Weinstein
& Tanur (1991) considered the stereotype ofwomen karate experts; and Wilks (1993) considered the
stereotype of Australian scuba divers.
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the Association of Independent Schools of Queensland; and the Queensland Catholic
Education Commission. No specific number of home economics teachers could be
determined as employed in any one sector and the authorities suggested the
difficulties associated with determining actual numbers of home economics teachers
were confounded by decentralisation of staffing management; teachers not utilised in
the disciplines in which they were educated and/or for which they were employed;
mobility of staff and so on. However, after consultation with home economics
professional bodies and the Senior Policy Officer for Home Economics in the
Department of Education, it was estimated that approximately seven hundred (700)
home economics teachers were employed across the authorities in the state of
Queensland, and teaching home economics, at the time of this study. It was known
that only five (5) of these teachers were male.

Surveys were administered to all of the participants attending the professional
development workshops.

Survey One was administered in the first round of

workshops to all three hundred and two (302) home economics teachers m
attendance at the twenty-six (260 venues, and Survey Two in the second round was
administered to all three hundred and two (302) home economics teachers at twentyfive (25) venues (one venue was dropped after poor attendance at the previous
workshop). It is important to note that although the number of home economics
teachers participating in both rounds is the same, this is coincidental, and the same
people did not necessarily attend both phases.

Each survey included an overview of the study and a consent form. Respondents
were assured of confidentiality and were not asked to provide identifying
information. Reply paid envelopes were provided for the return of each survey.
There were no follow-up procedures used as workshop participants remained
unknown to the researcher.

Permission was granted from all relevant professional bodies to conduct the study.
These groups included the Home Economics Institute of Australia (HEIA) and the
Queensland Association of Home Economics Teachers (QAHET), as well as the
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participants indicating their consent on the survey and by participating voluntarily in
the process.

Details of Study One
This study used a survey (See Appendix B) to collect demographic information,
including

years

of teaching

expenence,

gender,

location

of workplace

(country/metropolitan), and the number of teachers in the department in which the
respondent worked, in order to have a context in which to place Study One. This
information was analysed statistically using the computer program, Statistical
Package for the Social Sciences (SPSS). Next, the survey asked respondents to list
up to 5 adjectives they would use to describe a home economics teacher. This data
was also analysed using SPSS and formed the foundation for the development of
Survey Two. This technique has been used by other groups to enable them to gain an
understanding of their members and how their members perceive their profession2 .
This methodology is also used to determine stereotypes ie. behaviour for certain
groups3 .

The final section of Survey One asked respondents to list advantages and
disadvantages of being a home economics teacher; and finally, how they could
recognise a "good home economics teacher". This data was analysed using content
analysis to generate a picture of overall trends through the identification of categories
of responses.

Survey One was administered to all three hundred and two (302) participants of the
phase one professional development workshops.

Ninety-nine (99) surveys were

returned within the collection period of eight (8) weeks, with a response rate of
approximately thirty three (3 3) percent.

2

For example, Wilks & Austin (1991) used this technique with group stereotypes ofheroin users.
For example, a study by Wilks & Austin (1991) to determine stereotypes of heroin users held by
university undergraduate students resulted in the adjectives: dependent, insecure, addicted, unstable
and desperate being generated.

3
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Findings of Study One
1. Demographic information about the respondents in this study

1.1 Number ofyears teaching experience in home economics
Almost eighty percent of the respondents in this study had five or more years of
teaching experience, and more than half had at least ten years teaching experience.
The full details are provided in Table 1.

Table 1: Number of years teaching experience in home economics.

Frequency
(n = 99)

Percentage

Less than 1 year

2

2.0

1 - 2 years

5

5.1

2-5 years

13

13.1

5- 10 years

25

25.3

10- 15 years

22

22.2

More than 15 years

32

32.3

TOTAL

99

100.0

Number of years teaching experience
in home economics

Med1an = 10 - 15 years

1.2 Gender of the respondents
All of the respondents in the survey were female, as stated in Table 2.

Table 2: Gender of the respondents in Survey One.

Gender

Frequency
(n = 99)
99

Percentage

Male

0

0

TOTAL

99

100.0

Female
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100

1.3 Location of the school
The location of the school in which the respondent teachers were teaching was
reasonably equally split between country and metropolitan, as indicated in Table 3.

Table 3: Location of the school in which the respondent works as a home
economics teacher.

Frequency
(n= 99)
44

Percentage

Metropolitan

55

55.6

TOTAL

99

100.0

Location
Country

44.4

1.4 Number ofhome economics teachers in the Department
Over half of the respondents were in large teaching departments with four or more
home economics teachers. Full details are provided in Table 4.

Table 4: Number of home economics teachers in the Department.

Number of home economics
teachers
One

Frequency
(n = 99)
7

Percentage

Two

17

17.2

Three

23

23.2

Four or more

52

52.5

TOTAL

99

100.0

7.1

Medmn =Four or more

2. Adjectives used to describe a home economics teacher
This question asked respondents to list up to five (5) adjectives they would use to
describe a home economics teacher. This was the first of the perceptions data and
was used to develop Survey Two. The data was analysed using SPSS. A total of 458
words were used by the 99 respondents. They included 146 different adjectives.
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Table 5 lists the most frequently used adjectives in their order of frequency of use,
with at least four respondents having stated the word. This generated a list of thirtyone adjectives.
Table 5: Most frequently used (by 4 or more respondents) adjectives (31) to
describe a home economics teacher.

Adjective to describe a "home
economics teacher"
(n=31)

Frequency &
percentage of
respondents using the
adjective
(rounded)
(n = 458)

creative
hardworking
organised
canng
dedicated
practical
innovative
flexible
multi-skilled
versatile
committed
enthusiastic
professional
resourceful
adaptable
motivated
patient
skilled
busy
conscientious
informed
energetic
approachable
efficient
supportive
up to date
dynamic
friendly
fun
overworked
understanding

26
25
24
17
17
17
16
14
13
13
11
10
9
9
9
8
8
8
7
7
7
6
5
5
5
5
4
4
4
4
4

Index ofumformtty- 4.41
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The index of uniformity is a measure which indicates the number of adjectives
needed to account for fifty percent of the participants' responses and gives an
indication of the tendency to stereotype (Callan & Gallois, 1983). The index of
uniformity shows that only 4.41 adjectives (ofthe total146) were required to account
for half of the participant's responses and this is considered to be a high index of
uniformity. The words included in the first 4.41 are: creative, hardworking, and
organised; with the remaining one to two adjectives from caring, dedicated and
practical, each of which scored the same percentage of selection (17%).

It is

interesting to note that approximately a quarter of the respondents each used the
words: creative, hardworking and organised.

An interesting finding from this study emerged when the number of years of teacher

experience was used to group the five adjectives to describe a home economics
teacher. It was found that with increasing years of teaching experience, there was
increased consensus around certain words to describe a home economics teacher.
See Table 6.

Table 6: Group agreement of adjectives to describe a home economics teacher according to
years of home economics teaching experience.

Years of home
economics teaching
expenence
less than 5
5- 10
10- 15
more than 15

Words used with
the greatest
frequency
innovative
patient
hardworking
creative
hardworking
creative
organised
hardworking
creative
dedicated

Frequency of
words used
7
4
8
8
7
7
12
9
8
8

*The lower the mdex the greater the group consensus of the stereotype.
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Index of Uniformity*

20
16
15

12

3. Advantages and disadvantages of being a home economics teacher

Content analysis of the data focused on the identification of broad categories of
responses. There is no intention to provide examples of these responses in this
report, but to simply state the categories generated from the data. Specific examples
are used in the relevant chapter/s of this thesis.

In response to the request to state up to three advantages of being a home economics
teacher, participants made three main types of responses and these were categorised
as:
1. advantages emerging from the nature ofthe subject itself;
2. advantages seen to offer benefits for the teacher; and
3. advantages seen to offer benefits for the students, and thereby
have a positive effect on teachers of home economics.

For each of these categories, a number of common themes emerged and these were
grouped into sub-categories. For advantages relating to the subject itself, the five
sub-categories included: the relevance of home economics for life; its vocational
links; the challenging content; the variety and interest of the subject; and the
practical, 'hands-on' nature of the subject.

With respect to the second category, the perceived benefits to the teacher, six subcategories were generated from the data. These are: positive student interaction with
the teacher; the opportunity to engage in practical aspects in which the teacher is
interested; the variety the subject offers teachers; the linkage between theory and
practice; pride for teachers seeing students achieve; and the opportunity to consume
food. With respect to the third category, that is, perceived benefits to the student, six
sub-categories were generated from the data. These are: students freely choose the
subject therefore they want to be there; students see they can achieve; students enjoy
the practical components; students develop positive relationships with teachers;
students develop a sense of satisfaction and pride; and students are positive about
home economics. These categories and sub-categories are presented in Table 7.
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Table 7: Advantages of being a home economics teacher.

•
•
•
•
•

1. The subject itself

2. Benefits for the teacher

relevance for life;
vocational links;
challenging content;
variety and interest;
and
practical, hands on
nature of the subject.

•
•

•
•

•
•

positive student
interaction;
practical aspects;
variety;
linkage between theory
and practice;
pride; and
opportunity to
consume food.

3. Benefits for the
students

•

freely choose subject;
opportunity to achieve;
enjoy practical
components;
positive relationships
with teachers;
sense of satisfaction
and pride; and
positive about home
economics.

•
•

•
•

•

In response to the request to state up to three disadvantages of being a home
economics teacher, six main types of responses were identified in the data and
categorised as:

1. physical demands of the job;
2. continual change and disruption;
3. gender issues and politics associated with the gendered
nature of the field;
4. negative perceptions of the field;
5. safety, hygiene and legal issues; and
6. resource problems.

For some of these categories, a number of themes emerged and these were grouped
into sub-categories. In some instances, further breakdown of these sub-categories
was also possible. For others of the categories above, that is: continual change and
disruption; gender issues and politics associated with the gendered nature of the field;
and safety, hygiene and legal issues, there were no further sub-categories.
For disadvantages because of the physical demands of the job, the four subcategories were: the exhausting nature of practical classes; the physical demands of
lifting heavy weights; stress; and demands associated with limited time. Time issues
were further categorised into four types of time demands: 1.
development; 2.

preparation for practical classes; 3.
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professional

lunch and after school

demands; and 4. time demands associated with expectations of running functions for
administration and for classes.

For disadvantages because of the negative perceptions of the field, the five subcategories were: the public perception of the field as cooking and sewing; the
perception by others that the field is not academic; the perception that home
economists are 'jack of all trades, master of none'; the constant need to justify the
existence of the field; and negative attitudes to home economics.

The negative

attitudes sub-category can be further broken into negative attitudes by school
principals; students; and others, including parents and other teachers.

For disadvantages because of the resource problems, the four sub-categories were:
the demands placed on teachers due to the maintenance of equipment; the need for
specialised rooms; lower ability students were often enrolled in the subject; and the
high financial cost of the subject. These categories and sub-categories are presented
in Table 8.

Table 8: Disadvantages of being a home economics teacher.

1. Physical
demands

2. Change
&

disruption

•

•

•
•

practical
classes;
lifting
heavy
weights;
stress;
and
time.

3. Gender
issues &
politics

4. Negative
perceptions

•
•
•

•
•

cooking&
sewing;
not academic;
'jack of all
trades';
justify the
existence of
the field; and
negative
attitudes.
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5. Safety,
hygiene &
legal issues

6. Resource
problems

•
•
•

•

maintenance of
equipment;
specialised rooms;
lower ability
students; and
high financial cost.

4. Recognising a "good home economics teacher".

Content analysis of the data focused on the identification of broad categories of
responses.

There is no intention to provide examples of these responses in this

report, but to simply state the categories generated from the data. Specific examples
are used in the relevant chapter/s of this thesis.

Survey respondents were asked to complete the following statement "I could
recognise a good home economics teacher by ...... ". Three main types of responses
were identified in the data and categorised as:
1. personal dimensions of the teacher;
2. looking to the students; and
3. other.

For responses related to personal dimensions of the teacher, there were two subcategories: specific characteristics and descriptions of the teacher; and secondly, the
teacher as a role model. The specific characteristics of the teacher were further
classified into ten categories:

1. physical appearance; 2. respect; 3. outgoing

personality; 4. management and organisational skills; 5. positive approach; 6. pride
in their work; 7. confidence; 8. caring nature; 9. enthusiastic approach; and 10. a
high degree of professionalism, evident in the areas of a commitment to and
willingness to change, a commitment to students, a commitment to the philosophy of
home economics, and a commitment to accepting difference.

For responses related to recognising a good home economics teacher by looking to
the students, there were five sub-categories: 1. the teacher's capacity to cater for the
range of students; 2. success for all students is possible; 3. quality end products; 4.
enthusiastic students; and 5.

happy, enjoyable learning relationships between

students and teacher. These categories and sub-categories are presented in Table 9.
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Table 9: How to recognise a good home economics teacher.

Looking to the students

Personal dimensions of the teacher

•

•

specific characteristics and
descriptions of the teacher;
1. physical appearance;
2. respect;
3. outgoing personality;
4. management and
organisational skills;
5. positive approach;
6. pride in their work;
7. confidence;
8. caring nature;
9. enthusiastic approach;
10. professionalism.; and
teacher as role model.

•
•
•

•
•

catering for the range of students;
success for all students;
quality end products;
enthusiastic students; and
happy, enjoyable relationships.

Details of Study Two
The purpose of Study Two was to consolidate, refine and validate findings :from
Study One regarding home economics teachers' perceptions and understandings of
themselves. This second survey comprised an overview of the study, a consent form,
and two questions (see Appendix C).

Respondents chose :from a given list of twenty-one adjectives five words they would
use to describe a home economics teacher. This list was generated from Survey One
which asked teachers to suggest up to five adjectives they would use to describe a
"home economics teacher". The :frequency of the one hundred and forty-six (146)
different adjectives generated from Survey One determined whether the adjective
appeared on the list in Survey Two, with any adjectives being used by seven or more
respondents being assigned to the master list.

This approach follows the

methodology used in previous studies on stereotypes and perceptions studies (Wilks
& Austin, 1991 ). In Survey Two respondents chose :from the list the five words they

would use to describe a "home economics teacher". The advantage of a structured
list is that the choice of specific attributes can be compared over time (if desired),
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and an Index of Uniformity (the definitiveness) of the stereotype can also be
calculated (Wilks & Austin, 1991). The Index is the number of adjectives required to
account for half of the home economics teachers responses each time.

Survey Two also asked respondents to complete a semantic differential bi-polar
comparison measure (Kane & Snyder, 1989) to describe their perception of a 'home
economics teacher'. A semantic differential was chosen to assess current perceptions
of home economics teachers by home economics teachers because it is a recognised
and effective technique for measuring attitudes and perceptions of particular topics,
issues or people (Isaac & Michael, 1981; Kane & Snyder, 1989). In this method,
respondents were asked to examine a list of adjective pairs and, using a Likert scale,
indicate which word in the pair best describes a home economics teacher and the
extent of agreement with this word by placement on the Likert scale. This method is
often used to characterise the perceptions and stereotypes of professional groups
(Kane, 1989)4 •

The twenty-two adjective pairs selected for this part of the survey came from a
number of sources.

Several of the pairs were chosen from the original form of

semantic differential (Osgood, Suci & Tannebaum, 1957) which found that humans
were well described by factors of evaluation (eg. good/bad); potency (eg. strong/
weak); and activity (eg. active/passive). The remaining pairs were selected from the
list of adjectives generated in Survey One (hardworking/lazy, organised/disorganised,
caring/uncaring, practical/theoretical) along with four adjective pairs added because
they were of particular interest to the researcher (conservative/radical, political/
apolitical, professional/unprofessional, academic/nonacademic)5 •

4

An example of this method is presented by Wilks (1993), who asked introductory divers to complete
a semantic differential scale on 27 items, to describe the 'typical scuba diver'. Findings revealed that
the adjectives used to describe a typical scuba diver included: pleasant (unpleasant), good (bad),
friendly (unfriendly), rugged (delicate), exciting (boring), happy (sad), energetic (lazy) and
enthusiastic (unenthusiastic) (Note: biploar adjective not selected is shown in brackets).
5
In line with the underpinning postmodemist perspective of this thesis, the bi-polar technique used in
Study Two - which is in line with modernist rationality - is the very work which this thesis attempts to
prise apart.
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Each of the bi-polar items on the semantic differential were rated on a 1-6 Likert-type
scale where a score of "1" represented one anchor of a specific bi-polar comparison
(eg. strong) while a score of "6" represented the other anchor of the comparison (eg.
weak). All respondents were asked to rate their perception of a home economics
teacher for each of the adjective pairs.

To allow for possible order effects, the

adjectives in both sections of Survey Two were randomly assigned with ten separate
surveys generated, each with randomly assigned ordering of adjectives and polar
location on the Likert scale used for the adjective pairs. Thirty copies of each survey
were supplied randomly to the teacher participants. This information was analysed
statistically using the computer program, Statistical Package for the Social Sciences
(SPSS).

Survey Two was administered to all three hundred and two (302) participants of the
phase two professional development workshops. One hundred and ninety-one (191)
surveys were returned within the collection period of eight weeks, a response rate of
approximately sixty-three (63) percent. Respondents were assured of confidentiality
and were not asked to provide information from which their identity could be
established.

Reply paid envelopes were provided.

There were no follow-up

procedures since participants were unknown to the researcher.

Findings of Study Two
1. Adjectives used to describe a home economics teacher

Using the refined list of adjectives generated from Survey One, respondents provided
some strong preference for certain of the terms. With the generated list as a prompt,
almost 70% of respondents selected multi-skilled as one of their five adjectives to
describe a home economics teacher. Just under half selected the term professional,
while over a third selected the terms organised and resourceful. In the original list of
adjectives generated in Survey One where there was no prompt, the three terms
which were most frequently used were: creative (26%); hardworking (25%); and
organised (24%). These words were all popular choices in the second survey, with
organised being selected by 39% of respondents; hardworking by 27% and creative

by 26%. Hence, hardworking and creative were selected by approximately the same
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percent of respondents, whilst organised was considerably more frequently selected
in Survey Two when it appeared as a suggested term. This is true also of the two
most frequently selected adjectives in Survey Two - multi-skilled and professional.
Table 10 provides a detailed account of the frequency of selected adjectives in
Survey Two and provides reference to their original frequency in Survey One.

Table 10: Frequency of selection of adjectives to describe a home economics
teacher.

Adjective

multi -skilled
professional
organised
resourceful
practical
hardworking
carmg
creative
flexible
conscientious
innovative
adaptable
busy
committed
versatile
dedicated
motivated
enthusiastic
skilled
informed
patient

129
82
74
66
57
51
50
49
45
44
41
39
36
36
28
25
24
23
22
20
10

Percentage
(respondents=
191)
In brackets %
in Survey One
70 (13)
43 (9)
39 (9)
35 (9)
30 (17)
27 (25)
26 (17)
26 (26)
24 (14)
23 (7)
21 (16)
20 (9)
19 (7)
19 (11)
15 (13)
13 (17)
13 (8)
12 (10)
11 (8)
10 (7)
5 (8)

m1ssmg cases

4

2

955

100.0

Frequency
(n 955)

TOTAL
Index ofumfonmty- 6.37
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The index of uniformity is a measure which indicates the number of adjectives
needed to account for fifty percent of the participant's responses and gives an
indication of the tendency to stereotype (Callan & Gallois, 1983). The index of
uniformity shows that 6.37 adjectives were required to account for half of the
participants' responses and this is considered to be a high index of uniformity. The
six most frequently selected adjectives were: multi-skilled; professional; organised;
resourceful; practical; and hardworking.

2. Perceptions of a home economics teacher through the use of bi-polar pairs

The bi-polar comparison measure (Kane & Snyder, 1989) was used to describe home
economics teachers' perceptions of a 'home economics teacher', purposely drawing
out dualities to identify the extent to which home economists believe in a stereotype
of themselves. In this method, respondents were asked to examine a list of adjective
pairs and, using a Likert scale ranging from values 1-6, indicate the degree to which
the word at either end of the pole best describes a home economics teacher. Table 11
provides a summary of the bi-polar pairs used, the mean score (on a 1-6 scale), and
the standard deviation. The justification for the selection of bi-polar pairs has already
been outlined in the previous section.

The standard analysis for a data set of this kind is the three step process of:
1. data reduction by factor analysis;
2. discriminant analysis to partition the results according to categories of
interest; and
3. analysis of variance to show clumps of significant statistical meaning.

Each step builds on the results of the earlier one.

Various factor analytical

techniques were tried on this data set using SPSS (eg. principal components,
principal axis with both varimax and oblique rotations). Each technique resulted in a
six factor solution that explained only 57.5% of the total variance. In other words,
the first step failed to give any really meaningful statistical results.
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Table 11: Perceptions of home economists using bi-polar adjective pair measure.

Bi-polar pairs
(Listed in alphabetic order; first
of pair = 1, second of pair = 6)
active/passive
academic/nonacademic
caring/uncaring
conservative/radical
dependable/undependable
educated/uneducated
exciting/boring
friendly/unfriendly
good/bad
happy/sad
hard working/lazy
intelligent/stupid
introverted/extroverted
organised/disorganised
pleasant/unpleasant
political/apolitical
powerful/powerless
practical/theoretical
professional/unprofessional
self confident/insecure
strong/weak
young/old

Mean
(Range 1-6)
2.43
2.52
1.63
3.08
1.71
1.99
2.59
1.88
1.82
2.28
1.53
1.92
3.84
1.79
1.86
3.68
3.01
2.35
1.70
2.28
2.31
3.48

Standard Deviation
1.21
0.97
0.89
0.92
1.00
0.94
0.97
0.95
0.87
0.82
0.79
0.90
0.98
0.93
0.83
1.15
0.97
1.06
0.88
1.03
0.90
0.87

A better appreciation of meaning from the adjectives is gained from looking at the
correlation matrix which showed generally low correlations between variables (all
less than 0.53) indicating that the adjectives used were all very distinct and separate.

Looking at the adjective pairs individually, there are some clear trends in the way the
mean is skewed to the poles for particular adjective pairs, the suggestion being that
adjective describes a home economics teacher better than the opposing adjective.
The degree of skewness and the standard deviation indicate that for some adjectives,
there were strong preferences for one of the adjective pairs. The adjectives which
were strongly preferred (the undesirable polar pair follows in bracket) were:
hardworking (lazy); caring (uncaring); professional (unprofessional); dependable
(undependable); and organised (disorganised). These were closely followed by: good
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(bad); pleasant (unpleasant); friendly (unfriendly); intelligent (stupid).

The

remaining adjective pairs provided no clear direction of preference.

Several of the adjective pairs included in the study reflected the original pairs in
earlier versions of this type of study. For example the factors of evaluation (eg.
good-bad); potency

(eg. strong-weak); and activity (eg. active-passive) were

included and revealed that home economics teachers considered themselves to be
good; but not strongly aligned with either poles of the strong-weak or active-passive

paus.

Other pairs selected from the list of adjectives generated in Survey One

(hardworking-lazy, organised-disorganised, caring-uncaring, practical-theoretical)
demonstrated strong preference for hardworking, organised and caring.

Four

adjective pairs of particular interest to the researcher (conservative-radical, politicalapolitical, professional-unprofessional, academic-nonacademic) showed only a strong
preference for professional.

What this suggests is confirmation of preferred terms used by home economics
teachers to describe home economics teachers as a collective, throughout Study One
and Study Two.

There is a repeated and persistent use of terms including:

professional, organised, hardworking, caring, and multi-skilled. Other words which

are favoured include: resourceful and creative.
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APPENDIXB

Study 1 - Survey
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CONSENT FORM FOR SURVEY COMPLETION

For ethical reasons, evidence of your informed consent is required when filling out this
survey. Please read the following material carefully before completing the questionnaire.

*
*
*
*

This questionnaire is confidential and anonymous.
Please do not put your name on the questionnaire.
You may withdraw from the survey at any time.
This survey forms part of data collection for doctoral studies being
undertaken by Donna Pendergast, at Queensland University of
Technology.

Please indicate your consent by circling the appropriate response:

I have read the information above. I agree to take part in this survey. I
understand that the researcher will use this information as data in a doctoral
thesis.

YES

NO

DATE:

INSTRUCTIONS:
Thank you for agreeing to participate in this study. The data collected is confidential and
will be used as part of research being undertaken for the completion of doctoral studies,
focussing on the field of home economics. The results of this research will be published
in home economics journals.
Please complete the following questions in the spaces provided. Spend as much time as
you wish to complete the exercise - it is expected that it should take no longer than 15
minutes. If possible, please return the completed fonn to Kathy. Alternatively, ask Kathy
for a pre-paid envelope so you can post the survey to me. I sincerely thank you for
participating. This research will contribute to enhancing research in the field of home
economics. Please return surveys within two weeks of your workshop date.
Best wishes,

Donna Pendergast
School of Public Health
Queensland University of Technology
KELVINGROVE
4059

INSTRUCTIONS
Please complete each question either by circling the most appropriate response or by
filling in the spaces provided. Either return directly to Kathy Holzheimer or post
your return to me in the addressed envelope provided. Thank you for participating
in this survey.
Question 1.

How many years teaching experience do you have in home economics?
(Please circle only one response)
Less than 1 year
1- 2 years
2-5 years
5- 10 years
10- 15 years
More than 15 years

Question 2.

Your gender is:
(Please circle only one response)
Female
Male

Question 3.

How would you define the school in which you teach home economics?
(Please circle only one response)
Country
Metropolitan

Question 4.

How many home economics teachers are there in your department?
(Please circle only one response)
One
Two
Three
Four or more

Question 5.

Please list up to five (5) adjectives you would use to describe a "home
economics teacher".
1. _____________________
2. _____________________
3. _______________________
4. _____________________
5. _____________________

2

Question 6.

Please list up to three (3) advantages of being a "home economics

teacher".
!. _____________________________________________________

2. __________________________________________________

3. _____________________________________________________

Question 7.

Please list up to three (3) disadvantages of being a "home economics

teacher".
1. _________________________________________________

2. _____________________________________________________

3. __________________________________________________

Question 8.

Please complete the following statement:
I could recognise a good "home economics teacher" by ........ .

3
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Thank you for participating in phase 1 of this study administered by Kathy. This is
phase 2, a simple and shorter survey. If you did not participate in phase 1 it doesn't
matter, please complete this survey anyway!

CONSENT FORM FOR SURVEY COMPLETION
For ethical reasons, evidence of your informed consent is required when filling
out this survey. Please read the following material carefully before completing
the questionnaire

*

*

This questionnaire is confidential and anonymous.
Please do not put your name on the questionnaire.
You may withdraw from the survey at any time.
This survey forms part of data coUection for doctoral studies being
undertaken by Donna Pendergast, at Queensland University of
Technology.

Please indicate your consent by circling the appropriate response:
I have read the information above. I agree to take part in' this survey. I
understand that the researcher will use this information as data in a
doctoral thesis.
NO

YES

DATE:

INSTRUCTIONS:
Thank you for agreeing to participate in this study. The data collected is confidential
and will be used as part of research being undertaken for the completion of doctoral
studies, focussing on the field of home economics. The results of this research will be
published in home economics journals.
Please complete the following questions in the spaces provided Spend as much time as
you wish to complete the exercise - it is expected that it should take no longer than 10
minutes. Ifpossible, please return the completed form to Kathy. Alternatively, use the
pre-paid envelope so you can post the survey to me. I sincerely thank you for
participating. This research will contribute to enhancing research in the field of home
economics. Please return surveys within two weeks ofyour workshop date.
Best wishes,

\!Jg~·' ~

---

~

Donna Pendergast
School of Public Health
Queensland University of Technology

KELVJNGROVE

4059

INSTRUCTIONS

Please complete both questions. Either return directly to Kathy
Holzheimer or post your return to me in the prepaid envelope provided.
Thank you for participating in this survey.

Question 1.
Below is a list of words used to describe a "home economics teacher".
Please read the list and circle five (5) words you would use to describe a
"home economics teacher".
(Please circle onlv five {5) words)

busy

dedicated

organised

hardworking

committed

professional

patient

creative

practical

conscientious

flexible

versatile

skilled

motivated

enthusiastic

multi-skilled

resourceful

informed

canng

innovative

adaptable

Question 2.

Below is a list of22 adjective pairs which are typically used to
describe people. For each, please circle the number which most closely
corresponds with your perception of a "home economics teacher".

For example:

relaxed
1
unhealthy
1

2

3

4

0

3

4

tense
6
healthy
5

6

(Please circle a response for each pair of adjectives)
disorganised

1

2

3

4

5

organised
6

2

3

4

5

academic
6

5

apolitical
6

nonacademic

1

political
1

2

3

4

extroverted

1

2

3

4

5

introverted
6

lazy
1

2

3

4

5

hardworking
6

self-confident

1

good
1

msecure

2

3

4

5

6

bad
6

2

3

4

5

2

3

4

5

practical

1

theoretical

uncanng

1

6

canng

2

3

4

5

6

boring

exciting
1

2

3

4

5

6

conservative

radical
1

2

3

4

5

dependable
1

2

3

4

5

6

sad
1

2

3

4

5

6

undependable

happy

pleasant

unpleasant
1

2

3

4

5

uneducated
1

2

3

4

5

2

.)

4

5

powerless
1

,..,

young
1

2

3

4

5

2

3

4

5

2

3

4

5

6

old
6

professional
2

3

4

5

6

2

3

4

5

stupid
6

2

3

4

strong
1

6

paSSIVe

intelligent
1

6

powerful

unprofessional
1

6

unfriendly

active
1

6

educated

friendly
1

6

weak
5

6

APPENDIXD

Study Three: A postmodernist project

The third and major study in this research was comprised of interviews with four
teachers who identify themselves as 'atypical' home economics teachers. Subsequent
to these interviews, two of the teachers also participated in video taping of their
teaching in the classroom context. The technique employed in this study is outlined
below.

Research technique employed

A small number five (5) of home economics teachers were approached as possible
participants in this study. Each person was selected by the researcher based on
knowledge of the potential participants' belief that they were 'marginal' or 'atypical'
-according to their own definition- as a home economics teacher. Those approached
were asked to self-identify as 'marginal' and were questioned about their willingness
to participate in the research process. Four of the five approached expressed their
willingness to participate in the research, with one refusing to participate based on
their belief that they would be readily recognised and further marginalised through
participation in the study. Consent forms approved by the Queensland University of
Technology Ethics Committee were signed prior to the commencement of data
gathering.

Using audio tapes as the recording device, the researcher conducted a staged
interview with each of the participants using a semi-structured interview process.
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The stimulus material used appears in Appendix E. The audio tapes were transcribed
(see Appendix F for conventions) and a reflexive phase provided a feedback loop to
participants where there was an invitation to amend the transcripts through further
additions or deletions. At this stage, three of the teachers in the study volunteered
some additional material to add to their body of data from the interviews, including
copies of student comments, cards and photographs relevant to their teaching role.
The material volunteered differed for each teacher.

An invitation was extended to two of the teachers to participate in a videotaping of

their classroom practice. These teachers were selected because of their enthusiasm
for the project and their strong conviction that they are atypical and consequently
marginalised. This provided the opportunity to incorporate the body as text in this
study.

Discourse analysis as method

The data was analysed using discourse analysis to generate a reading of the teacher
texts.

In this way the research is a discourse-theoretical inquiry founded on

poststructural assumptions, and in particular postmodemist body theory.

The poststructuralist theoretical approach has much to offer researcher of this nature.
As Petersen and Lupton (1996) explain:
Over the past decade or so, there has been an upheaval in the humanities and
social sciences instigated by the adoption of poststructuralist theory. In its
emphasis on the ways in which language, knowledge and power interact to
construct and produce our way of experiencing ourselves, our bodies and the
social and material worlds, poststructuralist theory has challenged many of
the assumptions about truth and knowledge previously held dear by scholars
and researchers in the humanities and social sciences. (Petersen & Lupton,
1996:x)
A central concept in poststructural theory is the role of language in defining social
meaning, social organisation and individual consciousness (Weedon, 1987). This is
because language is the major system through which and by which meaning is
constructed, cultural practices are organised and individuals' understand their world
(Scott, 1990). It is through language that a socially produced sense of ourselves, our
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subjectivity, is constructed (Pendergast, 1996b). The means of considering this is
through discourse analysis.

So, perhaps it is appropriate to begin with the question, what is discourse?
According to Bacchi (1998:1) although the concept of 'discourse' is "ubiquitous in
contemporary social and political theory" it is in fact a slippery concept and its
meaning is unclear 1• Bacchi ( 1998) suggests that this refusing of or lack of definition
is fortuitous in that we are able to define it to suit our purposes, though we often do
so unconsciously.

Regardless of the slipperiness of discourse, there is a need to come to a position for
this project. A return to the roots of the concept is helpful and thus, according to
Foucault, discourses are practices, not simply a group of signs, linguistic systems or
texts, inasmuch as they "systematically form the objects of which they speak"
(Foucault, 1972:49). For Foucault, the relationship between power and knowledge is
evident in discourse.

In that they embody meaning and social relationships,

discourses constitute both subjectivity and power relations. Their power to constrain
the possibilities of thought in any area of educational or other endeavour derives
from their capacity to order and combine words in particular ways, changing their
meaning and their effects through deploying them in ways that exclude or displace
other possible combinations.

Thus the exercise of power through the effects of the discourses in home economics
as a lived culture is "a way of acting upon ... acting subjects by virtue of their acting or
being capable of action" (Foucault, 1982:220). For Foucault, this exercise of power
incites, induces, seduces, makes easier or more difficult (1982:220). In this sense,
discourse as both an instrument and an effect of power can be both the means to
prevent an opposing strategy and the means by which an alternative strategy can
begin.

Since, as feminist poststructuralists argue subjectivity is precarious,

contradictory and constantly in the process of reconstitution through discourse

1

See for example Inglis (1990); Frank (1992) and Bradley (1996) whose commentaries discuss the
'slippery' nature of discourse.
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(Weedon, 1987:33), my research method is non-essentialist - one which allows for
multiple readings/interpretations of particular identities/activities.

From this, the methodology of discourse analysis involves focusing upon the
"sociocultural and political context in which text and talk occur" (Lupton, 1992:145).
According to Lupton (1992), discourse analysis is an interdisciplinary field ofinquiry
which is composed of two main dimensions which are categorised as textual and
contextual. Textual dimensions are:
... those which account for the structures of discourses, while contextual
dimensions relate these structural descriptions to various properties of the
social, political or cultural context in which they take place.
(Lupton, 1992:145)
As such, textual dimensions include such elements as grammar, rhetorical devices,
syntax, sound forms, content matter of words and so on. Contextual dimensions
examine:
the production and reception processes of discourse, with particular
attention to the reproduction of ideology and hegemony in such processes,
and the links between discourse structures and social interactions and
situations. The emphasis is not so much upon the message itself (as is
characteristic of traditional content analysis), but upon the elements and
influences in the discourse process as a whole. (Lupton, 1992:145)
Like other qualitative methodologies, discourse analysis is based upon interpretive
skills and is dependent upon the individual researchers sensitivity and insight
(Lupton, 1994). Nevertheless, there are broad characteristics of how research might
be engaged in discourse analysis and these were employed in this research. They are
(Mishler, 1990:423-424):
1. focusing on a piece of 'interpretive discourse';
2. taking this 'text' as basic datum;
3. reconceptualising it as an instance of a more abstract and general 'type';
4. providing a method for characterising and 'coding' textual units;
5. specifying the 'structure' of relationships among them; and
6. interpreting the 'meaning' of this structure within a theoretical framework.
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These characteristics are applicable to this discourse-theoretical study of marginal
teachers in home economics in that, like the studies on which Mishler draws, the
object of its scrutiny is textual, in the form of the written, visual and spoken texts
produced by teachers in documenting and analysing their practices. It understands
these texts as representing "efforts by the speakers/authors themselves to describe
and interpret their experiences" (1990:424).
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APPENDIXE

Study 3 - Stirn ulus material

INTERVIEW STRUCTURE

PART A: Typical/non typical home economics teachers

What instructions would you give, if you were directing a play that included a typical
home economics teacher who was instantly recognisable to the public as a home
economics teacher? For example, what props, appearances etc would be evident?

Elaborate.

Now, if you were directing a play that included yourself as the home economics
teacher, what instructions would you give, how would you prepare for your role?
Would it be different to that of the typical home economics teacher?

Can you account for and comment on the difference.

Elaborate and embellish

wherever possible.

Do you consider yourself to be a typical home economics teacher? Why or why not?
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PART B: Subjects using their bodies in teaching

Home economics is all about bodies- what we eat, what we wear, how we relate to
each other. Whether we are developing knowledge and processes about nutrition,
about garment design and construction, or interpersonal relationships, human bodies
are central to our work. The questions which follow are interested in finding out
about how you and your body are part of your home economics teaching, and how
your teaching is a type of a performance.

Tell me about how you use your body in the teaching of home economics. For
example, do you wear certain clothes, eat certain foods and so on? Is this different to
what you consider other home economics teachers to do?

How do you go about making a spectacle of yourself in the classroom, using your
body ie how do you perform in the classroom? Is there anything you consider to be
unique in your style?

Do you believe that your body -in the home economics classroom - gives any
particular message to your students or to other people? What might this be and why?
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APPENDIXF

Transcription conventions for Study 3

Transcription notation:
•

each change of speaker is started on a new line, the speaker being identified by
name or pseudonym;

•

words emphasised in the dialogue are capitalised eg. MARCH;

•

laughter or other expressions are mentioned in brackets eg. (laughter);

•

pauses are represented by a series of dots eg . .... ,

•

the text is indented;

•

the text is formatted numerically for reference purposes;

•

dialogue unable to be transcribed is represented in the text with brackets eg. (

);

Transcription example:
23. Donna:

OK. What about power dressing? .... How do you achieve
that?

24. John:

The best way is to DRESS UP. You know, to (laughter) wear
big shoulders (

), that's what I think.
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APPENDIXG

Material products of the Home Economics Institute of
Australia

2. Apron

1. T-shirt

Due to popular demand we are extending the range of Home Economics merchandise to aprons - for use at
home, at school, in the work place - for you, for your students, for your colleagues, for your friends
families.
The popular design is printed in the Institute's
colours of purple and ochre on white cotton drill
fabric - easy to launder, hygienically appropriate.
Waist ties and easily adjustable neck tie loop to fit
all sizes. Large divided work-type pocket. Ideal for
all!!

287

APPENDIXH

Logo of the Home Economics Institute of Australia

TI1c mission and focus o( the Jnslltule arc ref1cctcd in its logo.
The concentric circles symbolise the (amity unit within the communlly and the world as a whole.
Through the centre runs the flame o( the lamp o( learning.

ome Economics Institute of Australia Incorporated

288

APPENDIX I

Promotional material prepared by the 'atypical' subject
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