Academic Identities

Modern and post-modern concepts of self 

Chappell, C., Rhodes, C., Solomon, N., Tennant, M. and Yates, L. (2003) Reconstructing the Lifelong Learner  Pedagogy and identity in individual, organisational and social change

London and New York, RoutledgeFalmer Taylor and Francis Group

· Education is a site for self-work and educators are involved in promoting personal change – implicitly or explicitly.

· The ‘modernist’ view of  ‘self’ as autonomous and coherent, based on the Enlightenment, with its scientific and rational values, is now disputed - seen as elitist, masculine, middle class and Eurocentric. There has been a shift to the ‘post-modern’ concept of self as hybrid, fluid and multiple.

· Identity is constructed through an interaction of the individual with social structures and processes.

· Theoretical perspectives increasingly highlight the power of language and discourse in the construction of identity – our conception of who we are is constituted by the power of all the discursive practices in which we speak and which ‘speak’ us.

· Individuals exist in multiple discourses simultaneously that clash, compete, interact – opening up new possibilities and points of resistance in the construction of selfhood.

· Identities based on race and gender are now being problematised as they are seen as obliterating difference in the cause of sameness.

· Education is geared to the construction of particular kinds of people and different pedagogic practices are aimed at different kinds of transformation.

Identity formation through social communities, disciplinary discourses and pedagogic practices

Wenger, E. (1998) Communities of Practice UK, CUP.

· Identities are constructed through active participation in the practice of social communities, Communities of Practice (COPs), such as universities. Learning is a process of becoming through negotiation of new meanings.

· Introduces theory of Legitimate Peripheral Participation, influenced by ethnographic studies of apprenticeship but broadening the meaning to one of changing participation and identity transformation in a Community of Practice.

· LPP is the process by which newcomers become part of a COP.  COP practices are the property of a community created over time by the shared pursuit of a joint enterprise.

· ‘Peripherality’ is an approximation of full participation that gives the ‘apprentice’ exposure to actual practice but with lessened intensity, lessened risk, special assistance and close supervision. It implies full participation in the future.

· There is a wisdom of peripherality, a view that can be lost to full participants – paths not taken, connections overlooked; new experiences and forms of competence are necessary to create new knowledge.

· Participation involves both action and belonging – shaping not only what we do but who we are.

· Students must be engaged in meaningful practice. Peripheral participation must provide access to mutual engagement with other members involving them in actions, discussions and reflections that make a difference to their communities.

· Each participant finds a unique place and gains a unique identity which is further integrated and defined in the course of engagement with practice.  These identities are interlocked and articulated but do not fuse.

· As roles change, new identities are forged from new perspectives.

· COPs are locally negotiated regimes of competence. ‘Knowing’ is competent participation in practice.

· Only with enough legitimacy, can all the inevitable stumblings of newcomers become opportunities for learning - even peripheral members can change regime of competence and create new knowledge. Not knowing must not be seen as a personal deficit.

· The concept of identity focuses on the individual but from a social perspective.

· Identification involves issues of non-participation as well as participation – of exclusion as well as inclusion.

· When the non-participation aspect dominates and defines a restricted form of participation, then ‘marginality’ ensues. Students whose meanings are never adopted develop an identity of the marginalised.

· For each person, there is a nexus of multi-membership.  We reconcile – or attempt to reconcile - our forms of membership into one identity.

· Those COPs that attempt to encompass the nexus of multi-membership of their members not only gain their allegiance but also enrich their practices.

· An experience of belonging comes from ‘engagement’ ‘imagination’ and ‘alignment’. The creative character of imagination is anchored in social interaction. 

· Design for education should be addressed first in terms of identity and modes of belonging and only second in skills and information.

· The work of ‘identity reconciliation’ may be the most difficult challenge faced by learners moving from one COP to another.

· Education must involve imagination in a central way for students to explore who they are and could become, giving support for orientation, reflection and exploration.

Becher, T. and Trowler, P. (2001) Academic Tribes and Territories: Intellectual Enquiry and the Culture of Disciplines, 2nd edn, Buckingham, OUP/SRHE

· Focus on 4 different academic disciplines to demonstrate that each has its own particular cultural attributes and identities.

· Academic ‘tribes’ have their own idols, artefacts and, most significantly, language; they have different modes in which arguments are generated, developed, expressed and reported with favoured terms, sentence structure, logical syntax.

· Each tribe has devices for the exclusion of ‘illegal immigrants’: traditions, customs, transmitted knowledge, beliefs, morals, rules of conduct.

· Individuals are socialised into the disciplines but have a measure of agency to construct rather than simply adopt particular ways of being i.e. personal and professional identities. 

· ‘Cultural capital’ can be inherited through membership of a disciplinary community.

· There is a ‘hidden curriculum’ where professional attitudes and values are gradually shaped through interaction with one another: students, tutors, work.

· ‘Tacit knowledge’ includes what counts as a relevant contribution – answering questions, presenting an effective argument etc.

· Membership depends upon ability to define situations correctly and use the type of discourse required by that situation.

· Different disciplines place different stress on goals of education: knowledge acquisition, knowledge application and knowledge integration.

· Professional aspirations and academic identities bound together.

Atkinson, D. (2002) Art in Education, Identity and Practice, Dordrecht, Boston, London, Kluwer Academic Publishers.

· The criteria for assessment in the National Curriculum for Art determines pedagogic identities i.e. with the emphasis on technical accuracy, linear perspective etc.
· Uses frameworks based on semiotics and hermeneutics and draws on post-structural and psychoanalytical theory.
· Argues that drawings should be viewed as part of dynamic process of semiosis – not representing external world directly but as a production of visual signifiers.  Not looking for accuracy or depiction but how the drawing functions as a visual sign.

· Discourses constitute interpretations and construct pedagogised identities. 

· Art practice premised on notions of self-expression/individuality.

· Subjectivity – process of becoming a subject within specific social/cultural practices – in this process, the subject acquires a particular identity.

· Regulatory devices via curriculum/assessment practices can be viewed as a kind of restriction in the production of pedagogic identities in Art education with certain skills, practices, techniques valued over others.

· Concepts such as ‘ability’, ‘standards’ and ‘intelligence’ do not exist prior to discourse but are constructions made within specific practices and discourses.  Discourses have a controlling effect upon us – structuring our understanding.

· Discourses not only determine what can be said/thought but who can speak and with what authority – inclusionary and exclusionary forces.

· Dominant assumption that vision is a universal process with data received unmediated and that the ability to render this rests on the individual’s skills.

· Even though it’s understood that observational drawing/painting does not mirror reality – still the language acts as though that is the purpose.

· Analyses teachers’ comments on pupils’ drawings to elicit norms for representational drawings - linear perspective etc.

· Atkinson proposes alternative semiotic practices: ‘visuality’ ‘metaphoric’ ‘metonymic’.

· Students are classified into ability via criteria which hide from scrutiny the specific cultural and ideological forces through which they have become established.

· He exposes the myth of essentialist ideas of ability and perception which contribute to the formation of pedagogic identities in Art education, revealing that such ideas do not refer to natural capacities but to ideology constructions.

· In an increasingly visual culture, he believes that art practice can be an important way of exploring and developing our understanding of difference, co-existence, co-operation.

Chappell,C., Rhodes, C., Solomon, N., Tennant, M. and Yates, L. (2003) Reconstructing the Lifelong Learner  Pedagogy and identity in individual, organisational and social change.

London and New York, RoutledgeFalmer Taylor and Francis Group

· Examines relationship between identity and pedagogy in a variety of educational settings.

· Discusses reflexive identification and relational identification.

· Reflexive identification where people reflexively construct their own identities through processes of self narration to achieve a temporal unity.

· Relational identification – in constructing self-narrative, people draw on narrative resources available outside self – defining self in terms of social recognition.

· Focus on portfolio writing – textually producing oneself.

· Analyses teacher’s comments to look at desirable features of academic discourse.

· The identity of the learner – the ‘I’ – is not to be constructed as the ‘doer’ but the person who critically reviews their work and learning.  These reviews are required to be articulated as resources for developing a set of capabilities that speak to academics.

· What is at stake is how the writers position themselves in relation to their knowledge.

· A cohesive argument is required in the portfolio that both individualises and generalises and resembles expositions found in other academic learning situations.

· Identity work can be tracked through the production of the portfolio.

Holmes, L. 1995) Competence and Capability: From ‘Confidence Trick’ to the Construction of the Graduate Identity

For the Conference on ‘Beyond Competence to Capability and the Learning Society’, Higher Education for Capability, UMIST, November 1995.

http://www.leeds.ac.uk/educol/documents/000000020.htm
(accessed 19/04/07)

· Account of ‘double warranty’ identity formation through HE Business Studies programme designed for that purpose.

· ‘Double warranty’ refers to process of making an identity claim which is both academic and occupational.

· The programme incorporates activities in which both academics and practitioners engage students in their professional practice.

· Student learn how to appropriate the characteristics of these identities by engaging in meaningful, ‘real life’ activities and to ‘code switch’ between the language of the two social arenas.

· This is in contrast to the conventional approach which is essentially a socialisation model, one of role-taking rather than role-making. 

· The more that capabilities are specified and especially where the assessment criteria are specified, the less that the student can engage in a creative transformation of the socially given attributes associated with a graduate.

· To be able to make a personal claim on these identities, the education assessment process must give the student the opportunities to engage in tasks which are representative of those that graduates do.

Identity construction through the process of writing

Ivanic, R. (1998) Writing and identity The discoursal construction of identity in academic writing

Amsterdam/ Philadelphia, John Benjamin 

· Focus on discoursal construction of identity in HE – capacity of written language to construct the identity of the writer. Draws on case studies to illustrate way in which writing academic assignments causes people to change their speech, take on particular identities and how they feel about it.

· Self consists not of a person’s life history but their interpretation of it. 

· Writing makes a particularly tangible contribution to the reflexive project of the self – interplay between writer’s life experience, their sense of self and the reality they are constructing through their writing.

· 3 ways of thinking about the way language constructs identity through writing: the ‘autobiographical self’, the ‘discourse self’ and the self as ‘author’.

· All 3 are socially constructed and socially constructing, shaped by and shaping the ‘possibilities of selfhood’ which exist in the socio-cultural context. All 3 inter-relate.

· ‘Autobiographical’ self is the identity people bring with them to any act of writing, shaped by prior social and discoursal history.

· ‘Discoursal’ self is the impression a writer conveys (consciously or unconsciously) in a particular written text – constructed through the discoursal characteristics of a text – relates to values, beliefs, power relations in the social context in which they are written – concerned with the writer’s voice, the way they want to sound rather than the stance they are taking.

· Self as ‘Author’ – particularly significant in academic writing – how far they claim authority as a source of the content of the text – establishing an authorial presence in their writing. Some students attribute all the ideas in their writing to other authorities, effacing themselves, others take up a strong authorial voice.

· To a considerable extent, the ‘author’ voice is a product of the ‘autobiographical’ self – the worth of the self to establish authorial presence.  It is also an aspect of the ‘discoursal’ self, can be disoursally constructed in authoritativeness.  The choices of content are as salient in discoursal construction of identity, as choices of form.

· 4th meaning of writer identity – possibilities for selfhood available to writers in the social context of writing – social identities in the sense that they do not belong to any particular individuals.

· Possibilities to challenge the status quo when individuals align themselves with the less privileged subject positions of less powerful groups; acting as members of social groups is what contributes to change.

· Writer may construct a quite different discoursal self from one text to another.  Writers do not always own the discoursal self in their writing – so this cannot be interpreted as the writer’s identity.

· Recommends pedagogy based on the CLA (Critical Language Awareness) approach that identifies language as a site for struggle and aims to show how language positions learners and how language choices are shaped by convention and construct identities.

· CLA not only raises consciousness but also helps gain control over their own roles in discourse and find ways of challenging positions with which they may not wish to identify.

· Distinguishes between discourse types of different subjects and courses. Draws upon social-interactionist account of ‘self representation’ to complement the social constructionist views of academic writing.

· If academic support merely focuses on acculturation into disciplines and giving practical tips on how to do it, this can only lead to short term benefits and will not have emancipatory power.

· Learners must engage with identity theory e.g. through classes on critical approaches to academic discourse so having the tools for critically evaluating the social context in which they are learning, providing basis for their own transformative action.

· Teaching of writing must be socially situated with real communicative purpose.

· Students should discuss the reader-writer relationship from the point of view of self-representation.  This could be the issue bothering the student.

· Different cultural groups feel differently about how authoritatively they are willing to represent themselves.

· Students can conduct their own ethnographic research on academic discourse communities, e.g. using assignment text, feedback comments and the way social relations are conducted in the department.

· Very important to discuss with students the impression they want to give of themselves in writing: discussion of issues of ownership, accommodation and resistance.

· Beneath what is judged inadequate writing may be complex negotiations of identity, rather than a literacy deficit model of the problem.

· Writing a good essay needs complex insider knowledge – students need to know what is involved in taking on an identity as a member of a specific discourse community.

· Writing is not a neutral skill but a socio-political act of identification. Students feel that they have to become a different kind of person.  Institutions should take up the challenge of diversity.

Dysthe,O (2001) The mutual challenge of writing research and the teaching of writing

The keynote address at the First Conference of EATAW: The European Association for the Teaching of Academic Writing and EWCA: The European Writing Centre Association, University of Groeningen Netherlands 2001

http://www.uib.no/iuh/ansatte/dysthe/Keynote_EATAW18.pdf
(accessed 23/04/07)

· Challenge to teachers not so much to teach set conventions but trying to make students aware of the choices open to them – including insight into power games and ideological disciplinary disputes which also play a part in ways of writing.  This ties into the issue of what identity the student wants to take on.

· Students have to adapt to very different demands of writing while moving from one discipline to another.

· Teachers have a lot of tacit knowledge about writing in their disciplines but rarely made explicit to students.

· There’s not a monolithic discourse community but a number within each discipline – not only related to sub-disciplines but to different theoretical orientations within each.

· Writing teachers need to find a balance between the need for students to be inculturated in conventions of discourse community of their discipline and their need to appropriate the word, adapting it and making it their own – to find their own voices.

· Stresses the importance of peer/collaborative learning.

· Important that teachers understand where students are coming from – school, work etc

· Teachers need to keep up with new genres, new technologies, multi- modal texts.

Lilliss, T. (2003) Student Writing as ‘Academic Literacies’: Drawing on Bakhtin to move from Critique to Design, Language and Education, 17, 192-207

· Asserts the centrality of identity in academic writing. 
· Aims to work towards opening up a design space built on academic literacies critique. Outlines some design implications of a dialogic approach to student writing pedagogy. The CLA approach does not go far enough because whilst problematising conventional approaches to student academic writing, it tends to work within a monologic frame.

· Currently pedagogic practices thwart students’ opportunities.

· The goals of HE can be described as monologic where institutional and pedagogic practices are oriented to the reproduction of official discourse of knowledge.

· In contrast, the goals of HE can be described as dialogic where pedagogic practices are oriented to making visible/challenging/playing with official and unofficial discourse.

· Dialogism is based on theory of language as ‘socially situated discourse practices which are ideologically inscribed’. This works as a critique i.e. an oppositional frame to conventional approaches to student writing.

· Argues against the approach of teacher as ‘interpreter of the world’.  Students must be centrally engaged so that the design reflects their interests and works to support rather than control their meaning making.

· Case studies illustrate the ways in which student identities are erased, distorted and rejected.

· Asserts the importance of ‘talkback’, rather than ‘feedback’,  on students’ writing to focus not on ‘product’ but on ‘process’ with an acknowledgement of the partial nature of any text and hence the range of possible meanings, an attempt to open up a space where the student can say what s/he likes or doesn’t like about her/his writing.

· Disciplinary content should be opened up to ‘external’ interests and influences.

· Need to re-examine what counts as relevant knowledge within and across academic disciplines.

· Academic writing should open up to new ways of making meaning and particularly with ‘hybrid’ texts as opposed to the ‘essay’.

Ridley, D. (2004) Puzzling experiences in higher education: critical moments for conversation, Studies in Higher Education, 29, 91-107

· Focus on ‘criticality’ as major factor in reconstruction of learner identity.

· Study of the difficulties faced by M.A. International students on entering ‘mysterious’ academic discourse communities – not having the appropriate ‘cultural capital’.

· Research revealed different staff and student perceptions of assignment tasks

· Main difficulty for students was taking on the identity of ‘critical’ learner.

· Draws upon the apprenticeship model of ‘legitimate peripheral participation’ and Vygotsky’s concept of ‘scaffolding’ in which the teacher’s role shifts along a continuum of explicitness, from giving explicit guidance to facilitation.

· Highlights the importance of conversation interventions at key points during assignment process and value of small group, collaborative work for understanding.

· Asserts that ‘acculturation’ must come before resistance – students being able to challenge discourse practices from an informed position.

· Warning that awareness alone is not enough – even if student knows what is problematic – difficulties are only overcome through meaningful participation.

James, B. and McInnes, D. (2001)  Interdependent Academic Identities: Language and Learning Practitioners and the Subject who writes

http://learning.uow.edu.au/LAS2001/selected/james.pdf
(accessed 19/04/07)

· Writing pedagogies in HE must take account of and work with the complex of informing and transforming conditions of student identity and subjectivity. Student writers are not affectively neutral writing machines.

· Distinguishes between the writing subject and the subject who writes.

· Writing is not just a cognitive or linguistic skill but part of a complex gendered, affective and psychic process of becoming – an act of self representation.

· Uses concepts of ‘excess’ and ‘flight’ in analysing territorial negotiation.  ‘Territory’ is that which is marked and formed by academic discourses. ‘Flight’ is movement in and between these territories and the negotiating and overstepping of boundaries. ‘Excess’ is the way in which the lived experience of the student exceeds that which is known or can be known by academic educational discursive practice. This includes emotional and embodied experience.

· The experience of learning to write unfolds along lines of flight along which the assemblage (habitus, disposition, subjectivity) breaks down or becomes transformed into something else.

· Case study of Visual Arts mature student completing thesis for MA.  Rather than focusing on the individual or the text, the focus is on ‘moments’ in the process of becoming and the student’s experience of writing.

· The study charts the process of the student re-drafting in the light of comments from a number of staff including academic support, and demonstrates that consideration of the academic writing subject must take account of the physiological and ‘lived’ affective experience of the writer – before, during and after writing processes.

The impact of  inequalities and power relations on the construction of learner identities.

Burke, P.J. and Jackson, S. (2007) Reconceptualising Lifelong Learning  Feminist Interventions

London and New York, Routledge Taylor and Francis Group

· Identities are enmeshed in relations of power. Not all identities are equally available to all; not all are culturally valued.

· To put the emphasis on the individual learner locates problems of under-achievement in the individual and often ignores the inequalities and dominant discourses that reproduce and exacerbate exclusion.

· Draws on feminist and post-structural perspectives: feminist perspectives reveal multiple layers of injustice around identity formation; post-structuralists shed light on the shifting, multiple and contradictory sense of self.

· Uses concept of ‘identity capital’ to explain the assets accumulated by some through the social environment.

· Subjectivity – our sense of self – is experienced in social and discursive contexts.  The meanings attached to these experiences by ourselves and others, lead to the formation of identity.

· Identity always includes our positionings through gender, class, race etc.

· Notions of self are always tied to notions of the ‘other’. Disidentification and ‘othering’ are key processes in the formation of the self: insider/outsider – who is considered to be a legitimate learner.

· Learner identities are tied to social inequalities and cultural misrecognitions.

· Learner dis/identifications are made through hegemonic academic discourses.

· Concept of power is needed to understand who does/does not count as a learner.  Knowledge is always tied to power.

· It is necessary to draw on the accounts of the marginalised to transform education.

· Academic literacies are the key mechanism for reproducing social difference and notions of who deserves to participate in HE.

· The loss of ‘I’ in academic writing is a loss of personal identity – the student’s experience is dismissed as anecdotal.

· Uses concept of ‘diaspora’ for those forced to leave their identities behind – social, gendered etc

· Borders of home, work, places of learning are differently negotiated for women and men.

· Learners can support each other/network collaboratively to open up new social spaces enabling them to develop agency.

· Learning is always an emotional process.

· It is necessary to challenge hegemonic discourses in order to shift and reconstruct frames in which learning takes place and to engage with political process including power relations.

· Criticises Wenger (COP) for taking too little account of power structure.

Outlines a critique of academic teaching and support practices that fail to address power relations and have a negative impact on learner identity formation:

· Mechanistic/remedial study skills and induction – not dealing with marginality.

· Reflective learning journals that regulate student identities.

· Key skills for employability that embody gendered, classed and racialised positions.

· Essayist literacies that keep gendered, classed and racialised identities in place.

· Theories of learning styles – simplistic as opposed to discursively constructed.

· Personalised learning – log books etc. – as part of the discourse of managerialism with emphasis on individual rather than collaborative performance.

· Mentoring – individual regulatory mechanism for disciplining self and others – shaping the ideal neo-liberal subject.

Outlines good practice in academic teaching and support for learner identity formation:

· ‘Praxis’ – cycle of action-reflection-action which creates critically conscious human beings – central to transforming learning.

· Pedagogies that make explicit ways in which human knowledge develops in the course of relations with others and their social contexts – collaborative, collective working.

· Using students as a learning resource.

· Experiential learning situated and contextualised within a socio-political framework.

· Learning skills embedded in the curriculum.

· Students enabled to recognise their own learning needs and strategies to address them.

· Subjects made relevant to the lived experience of students, drawing on their accumulated knowledge.

· Students encouraged to apply theoretical and analytical approaches to their own experience of race, class, gender.

· A curriculum that is explicitly political, enabling challenges to the construction of knowledge and claims to political neutrality.

Opportunities will then be opened up for transformative practice in the construction of learner identities.

Archer, L. and Leathwood, C. (2003) Identities, inequalities and higher education, in: L. Archer, M. Hutchings and A. Ross (Eds) Higher Education and Social Class  Issues of exclusion and inclusion, London and New York, RoutledgeFalmer Taylor and Francis Group.

· Multiple identities and inequalities affect the way students construct, experience and negotiate educational opportunities; they also structure the resources and ‘capital’ (cultural, economic, social) available.

· There is no single working class identity or view of education but a multiplicity.

· For working class students, strong emotional forces at work within HE negotiation.

· In official Widening Participation discourse, there is an assumption that participants should change, become middle class and the institution remain unchanged.

· Carried out research study on non-participants and participants in HE, to identify ways they frame their resistance/desire to participate in relation to class, gender, ethnic identities.

· Only a few of the participants embraced the notion of changing class identity.  Resistance to identity change was widespread.

· Among the working class men, dominant identities of masculinity – different for different ethnic groups - were generally seen as incompatible with the identity of student - HE seen as having numerous costs and risks including loss of ‘masculinity capital’.

· Whereas the male participants identified material and instrumental reasons for HE, the women spoke of ‘bettering themselves’ motivated by the desire to liberate themselves from lives of domesticity and low paid work.

· Women blamed themselves for school failure, felt guilt about separating themselves from their families, more frequently reported feeling left behind by the language and alienated by institutional cultures that position them as ‘other’, discouraging a conception of self as a potential university student.

· Agrees with Walkerdine about ‘the immense physical, material and centrally psychic work that class mobility requires.’

Bhatti, G. (2003) Social justice and non-traditional participants in HE   A tale of ‘border crossing’, instrumentalism and drift, in: C. Vincent (Ed.) Social Justice, Education and Identity, London, RoutledgeFalmer.

· Uses the term ‘border crossing’ for when non-traditional working class students, first in the family to go into HE, enter the middle class arena of university.

· Research study carried out in old and new universities found that those with ‘instrumental’ attitudes were more likely to achieve desired outcomes than those who study subjects for sake of self improvement and knowledge acquisition per se, who then find themselves drifting into a disconnected, ambivalent world outside the university.

· Degrees gained but at the cost of powerful feelings of betrayal and guilt.

Merrill, B. (1999) Gender, Change and Identity; mature women students in universities  Aldershot, Brookfield USA, Singapore, Sydney, Ashgate

· Identity is composed of meaningful parts of life story – the individual’s socially constructed definition, formulated by using available cultural meanings. It is shaped by interaction of human consciousness and social structure.

· Draws on Marxist, feminist and symbolic interactionist approaches, rejecting post-modernists’ claim to offer a better understanding of contemporary society than theories grounded in material explanation.

· Carried out research study at Warwick University of mature (over 21) non-traditional working class women students and how they coped with middle class environment.

· Class and gender factors had previously stopped them going into HE, not bad school experience.

· The self was partially stripped on entry to university with the identity being re-built as they progressed through. 

· A key factor for students was the importance of the peer group, being numerous enough to be part of a ‘sub culture’ that could support each other, allay anxieties. The mix of student generations was seen as a positive experience.

· Problems arose through ‘stigmatised identities’ e.g. where students’ courses were perceived as low-status.

· For part-time students, the student role was less dominant in their lives.

· Emotional cost to students of changing identities – distance from families, guilt about inadequate mothering etc.

· Studying Sociology with direct links to their personal experiences enabled them to reflect on their lives – heightening awareness of race, gender, class inequalities.

· Findings highlight:

· Importance of providing support systems at all stages of learning course, including pre-course.

· Induction to address anxieties about academic discourse.

· Help for some students in moving from anecdotal talk to conceptualisation and theorisation of life experience.

· Effective teaching draws upon the life experience of students.

· Most appreciated help was one-to-one detailed feedback when work is returned.

· For the women, gaining confidence, including learning how to write essays, take notes etc. was the major factor in self change – stronger identities.

Reay, D. (2003) Shifting class identities? Social class and the transition to higher education, in: C. Vincent (Ed.) Social Justice, Education and Identity London, RoutledgeFalmer.

· Debate about whether the metanarratives of class, race and gender have ceased to say anything useful about identities in new millennium.

· Research study on choice of/access to HE.

· Exploration of social class in transition to HE – how race and class issues inter-relate.

· Keeping both personal biography and psyche in play with structural processes, illustrates how class-differentiated levels of risk generate widely differing attitudes and predispositions to the transition process and field of HE.

· At level of individual psyche, denial, disidentification, defensiveness, pride and shame are familiar and often competing responses to living class on day to day basis.

· Identities function as points of identification and attachment only because of their capacity to exclude, leave out, render ‘outside’ abjected.

· Identity invokes practices of inclusion and exclusion, manifest in HE.

· Universities are now becoming like schools in the hierarchical ordering of institutions – those with large working class and ethnic minorities at the bottom.

· Different student identities are created including new stigmatised identities.  Working class students in a ‘double bind’.

· The transition process seen as powerfully class differentiated ‘lots of psychic reparative work’ necessary for reconciling different senses of the self. (Bourdieu’s ‘duality of the self’ in which working class individual is caught between 2 irreconcileable worlds.)

· Going to elite institutions involves social marginalisation, feelings of shame, denial and defensiveness about their social backgrounds and the difficult task of constructing a middle-class self without middle class resources.

· For social justice, elite institutions and middle class attitudes will have to change.

Skeggs, B. (2004) Class, Self, Culture London, Routledge

· Class, having largely disappeared from theory, is now being refigured in academic discourse to show how and whose agendas are being set and who is being obliterated from history.

· The official discourse of social exclusion does not name class.  New individualism (Thatcher, Reagan) signalled retreat from class.

· Self is not a neutral concept but an inscription.

· We are now in a period of ‘compulsory individuality’. Discourses of choice are central to the Western production of ideas about individuality. Consumer market rhetoric – self-management through choice framed as ethical duty to self and society.

· The present configuration of the economic relies upon a particular conception of self – optimising itself and so amenable to capitalism.

· Dominance of Identity Politics in the West – gender, race, sexuality etc.  These have to retain pain of marginalisation to maintain themselves as political projects.  This has had devastating effect on class politics.

· Those who don’t see suffering as exceptional cannot participate. Some groups do not have access to class as an identity to be deployed as a resource e.g. white working class women; they are forced to ‘perform’ gender – naturalised and pathologised.

· Academic discourse has been developed to keep people in their place.

· Academic theorists inhabit middle class ‘habitus’ so abdicate from acknowledging class relations.
Cultural resources for identity construction – local and widely circulating metanarratives

Taylor, S. and Littleton, K. (2006) Biographies in Talk: a narrative-discursive research approach Qualitative Sociology Review, 2, 22-38

· Demonstrates the way in which students’ biographical accounts are shaped and constrained by the meanings prevailing within society, focusing here on established understandings of the nature and origins of an artistic or creative identity and the biographical trajectory with it.

· Research study using a synthetic narrative-discursive approach, based on interviews with Post-graduate Art and Design students.

· Explains concepts of shared discursive resources for identity formation: ‘ interpretative repertoires’ and ‘canonical narratives’.

· The study looks at how the students’ versions of their life stories support their claims to an identity of creative person and how understandings and metanarratives within wider society facilitate or constrain such identity work.

· The post graduates are constructing and claiming a new identity.

· The 2 main interpretative repertoires that emerged around Art and Design were ’prodigiousness’ and the ‘creative inheritance’/’milieu’.

· ‘Prodigiousness’ refers to the notion that the student had an early interest and talent in 

              Art and Design.

· ‘Creative inheritance’/’milieu’ refers to the notion of inheriting talent from creative family/environment.

· These repertoires – canonical narratives – present the speaker’s claim to be a creative person with an implied extension into the future.

· Only slightly less prominent was the repertoire of ‘independent person leading unconventional life’.

· The findings of this research challenge the discursive approach to identity work that over-emphasises flux, variability and incoherence as there was evidence of continuity of the speaker’s reflexive project to construct a biography.

· Important to extend the notion of ‘cultural resources’ to the local e.g. to the local culture of family.

Taylor, S. (2005) Identity Trouble and Opportunity in Women’s Narratives of Residence Auto/Biography, 13, 249-265

· Research study of university students to investigate meaning of place in women’s identities.

· A claim to a new residential identity can offer an alternative positioning for people outside the ‘born-and-bred’ narrative – enabling speaker to take up a residential identity corresponding to a ‘choosing self and present her life course in terms of choices she’s made.

· This claim is not necessarily unproblematic.

· Explains the concept of ‘trouble’ in identity work which indicates limits to individualisation and can be seen as the constraints that larger social meanings set on identity work.

· 2 meanings of ‘troubled identity’: one which is negatively valued, not creditable and the other, one challengeable by others as implausible/inconsistent.

· Part of speaker’s reflexive identity work is to construct coherence, however temporarily, out of multiplicity and fluidity.

· Discursive work to construct and take up a new identity does not erase old meanings but must contend with them – particularly in the way that speakers are positioned by others.

· A place can be seen as the repository of social meanings and identities, including those given by narratives and by contrast/connection with other places – history, tradition and myth.

· Findings show that women’s work of self-realisation is constrained by conventional positionings of women in relation to place.  This constraint appears as ‘trouble’ around reconciling different identities and positionings. 

· For women, new residential identities may be difficult to sustain.

van Rensburg, (2006) W. Making Academia transparent: Negotiating  Academic Identities in the Writing Centre

www.zeitschrift-schreiben.eu
(accessed 15/04/07)
· Argues that the Writing Centre is the best place that students can use as a ‘rehearsal space’ to develop an alternative discourse of selfhood while negotiating their academic writing identities.

· Research based on MA students in University of Johannesburg Writing Centre.

· To merely initiate the newly admitted black students into the discourse community is to maintain the unequal power relations in society.

· Students have to work through the different voices in a written text and explore which voices to own.

· They have to flout the ‘discourse of belonging’ of the academic community because it does not ensure the automatic admittance to the community.

· Students identify with certain elements in the ‘grand narratives’ namely Apartheid.  They do not model their narratives on archetypal ones but ‘cut and paste’ their own academic identities on to the general structure of the narrative.

· This ‘cut and paste’ approach is also evident when performing their academic identities in written texts.

· Student writing is a significant indicator of the degree to which students adopt a specific and powerful attitudinal stance, inviting or deflecting dialogue with the reader, as well as adopting or refuting inter textual positionings.

· Pedagogies should be more concerned with creating and utilising new spaces, such as Writing Centre, to allow for the negotiation of academic identities.

Wortham, S. (2006) Learning Identity  The Joint Emergence of Social Identification and Academic Learning UK, CUP

· Looks at influence of curriculum concepts and teacher commentaries interwoven with widely circulating metanarratives and locally produced identifications to chart the development of student identities through academic learning.

· Case studies carried out with students in American High School.

· Local models of identity emerged, partly transforming more widely circulating models, particularly applying to race and gender.

· Traces the identity development of 2 students over an academic year showing how curriculum concepts provided categories that, combined with metanarratives, local identification and teacher commentaries, resulted in ‘stigmatised’ identities.

· Local versions of the ‘outcast’ and the ‘disruptive outcast’ identities emerged over the year.

· Argues that academic learning is ontological not epistemological because it involves changes in social being as well as changes in knowing – that we are becoming different types of people as we learn new things.

· Concludes that widely circulating models and categories e.g. of race, are essential to social identification but only as they are contextualised within local settings and particular events.

Online identity construction 

Ewins, R. (2005) Who are you? Weblogs and Academic Identity

This is a modified version of a paper presented at the ICE2 symposium on 25 Feb. 2005.  The final version is in the journal E-Learning, Vol.2, No.4, (2005)

http://www.speedysnail.com/2005/whoareyou/
(accessed 24/04/07)

· Weblogs, while affording opportunities for identity construction and refiguration, can end up challenging their author’s sense of identity in ways they may not expect.

· Draws on theory that goes beyond the post-modern view of self, seeing self as a constant re-invention to a ‘post-self’ or ‘no self’ moment.  For some this can be threatening and for others, liberating.

· The story of a self does not simply unfold: to some extent we construct our story and hence our identity.

· A process of exclusion, stress and subordination is carried out in the interests of constructing a story of a particular kind.

· The process of blogging makes obvious or overt the process of identity formation and construction and helps to create the boundaries for and maps of the fragmented self.

· The ‘blogosphere’ points to the next phase of identity: the after-the-self phase.

· What matters in blogging is what the collective thinks and not individual thoughts, posts and links themselves – not particularly what any one person thinks over time, usually the basis for conceptualising identity.
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