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PART ONE: FACING THE CONTRADICTIONS

Feminist pedagogy starts from the acknowledgement of 
women's oppression and speaks to the gendered character of 
the classroom, of interactions between students and teachers, 
of the curriculum itself. It is more than 'good teaching', and 
although some of the techniques associated with feminist 
pedagogy are not dissimilar to those found in student-centred 
education, humanistic approaches or other radical pedagogies, 
feminist pedagogy is unique in its attention to gender.

In order to develop a feminist pedagogy, we must 
unravel the contradictions women experience as learners, as 
teachers, as feminists, as change-makers. This paper deals 
with three sets of contradictions: first, the contradictions in the 
messages that women carry around in everyday life and bring 
into the classroom as students and as teachers; second, the 
contradictions women experience as educators, especially as 
feminist educators; and third, the contradictions women 
experience as activists and as change-makers. Out of these 
contradictions, three strategies emerge: teaching leadership, 
anti-sexism and reclaiming feminism in the classroom. The 
feminist pedagogical standpoint - a standpoint of teaching and 
learning liberation - is generated from the interplay between 
these contradictions and strategies. 2

Contradictions Women Bring to the Classroom

The first set of contradictions relates to the texts 
that women, both as students and as teachers, bring 
into the classroom. They frame the way that women and 
girls relate to the learning environment, understand the 
curriculum and evaluate its relevance to their lives, and 
interact with both teachers and students. I would like to 
mention six of these contradictions.
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A powerful contradictory message for women is the 
devaluation of mothering (motherwork, housework and 
wifework) and the simultaneous presentation of motherhood 
as a woman's lifework - as the means to be, and the definition 
of, a successful woman. The underlying implication is that to 
be a woman is to be socially devalued. This complex 
presentation of mothering creates a dilemma for girls about 
where to situate schooling in their future. The commonsense 
appreciation of mothering assumes it is 'natural’ for women, 
and that schooling in motherwork is not deemed necessary. 
For girls to commit themselves to schooling is at some level 
to repudiate themselves as women.

T he widespread violence against women concomitant 
with the continued powerful ideology that women will be 
protected and cared for by men constitutes the second 
contradiction. Statistics demonstrate the extensiveness and 
embeddedness of violence against women (rape, wife abuse, 
incest, sexual harassment, date rape, teenage battering, etc.) 
violence that occurs in relationships, in the family, on the 
street, in schools, in the workplace. For young women the 
problem is particularly acute: recent studies show that almost 
25 per cent of all Canadian sex offenders are under 18 years 
old and nearly half are only 14 or 15. Not surprisingly, 88 per 
cent of the victims are female. 4

Yet the conviction that men will protect women encourages 
women to be soft, sensitive and weak in relationship to men. 
Young women get forceful messages that such behaviour will 
make them attractive to men. In fact, such behaviour makes 
women more vulnerable to abuse. Widespread gender stereotypes 
reproduce patterns of violence. When men try to live up to socially 
constructed notions of masculinity, they act tough, domineering, 
aggressive and are quick to turn to violence when angry. When 
women try to live up to socially constructed notions of femininity, 
they are passive, conciliatory

and blame themselves in the face of violence. Victimization is
the result. Young women are struggling to make sense of how
to relate to men given the contradiction between the ideology of
man as protector and the reality of violence.

The classroom is one site in which this contradiction gets 
played out. Adrienne Rich stresses this point:

[Women and men do not receive an equal education 
because outside the classroom women are perceived 
not as sovereign beings but as prey.... The 
undermining of self, of a woman's sense of her right to 
occupy space and walk freely in the world, is deeply 
relevant to education. The capacity to think 
independently, to take intellectual risks, to assert 
ourselves mentally, is inseparable from our physical 
way of being in the world, our feelings of personal 
integrity. If it is dangerous for me to walk home late of 
an evening from the library, because I am a woman 
and can be raped. how self-possessed, how 
exuberant can I feel as I sit working in that library?] 5

In 1989, the terrible massacre of 14 women engineering 
students at the University of Montreal and events around an 
anti-rape Queen's campaign at Queen's University in Kingston, 
Ontario emphatically reinforce this point. At Queen's, women 
protested when male students responded to the annual 'No 
Means No' rape awareness campaign with signs reading 'No 
means dyke’ and No means kick her in the teeth’. As part of 
the protest, a group of women occupied the principal's office 
"demanding an apology for the administration's slow response 
to the display of obscene and sexist signs". The Toronto Star's 
report ended with a comment that speaks for itself: "Most of 
the protestors kept their faces hidden by scarves and said they 
feared violent retaliation by sexist male students.” 6
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A third contradictory dynamic relates to messages 
about sexuality. On the one hand, heterosexual sexual 
practices are deemed normal and natural. Yet what is 
deemed natural does not 'come naturally’, so to speak; these 
practices change over history, vary cross culturally and must 
be learned. They also must be enforced through government 
policy and social pressure.7 In fact, the pressure to conform 
to heterosexuality - what Adrienne Rich has called 
'compulsory heterosexuality' -  is not only about sexuality and 
sexual practices but also about the life choices of all women, 
regardless of their sexual orientation.8 The institution of 
compulsory heterosexuality teaches women that their survival 
and life choices are (indeed, should be) entirely bound up 
with men and marriage. This is reinforced ideologically by a 
range of rules, norms and practices: from the images of 
unmarried women as undesirable to welfare policies that 
discriminate against what are seen to be unconventional 
forms of the family.

Young people struggling with their emergent sexuality 
experience contradictory messages about normality, sexuality, 
pleasure and deviance. Not only do these pressure young 
women toward certain kinds of relations with young men but 
they also lead to homophobia (hatred and fear of gays and 
lesbians), which is simultaneously a mechanism to prove 
sexual 'normality'. Further, such heterosexism means an 
absence of gay and lesbian positive images and a deafening 
silence about the homosexual reality, a serious problem for the 
10 per cent of students who are lesbian and gay.9

The fourth contradiction is about the tension between 
attractiveness and intelligence. Conventional stereotypes suggest 
that to be a successful female is to be attractive and powerless. 
By contrast, intelligence and power are seen to be male and 
masculine - the opposite of female and feminine. This causes no 
end of difficulties for young women in the classroom as they

struggle to cope with defining their relationship to school at the
same time as maintaining a place in a mixed peer group.

The fifth contradiction reveals the tension between 
widespread practices of discrimination and the mythology that 
everyone is treated the same, especially in the classroom. 
Classrooms are supposed to be places where girls and boys 
are treated equally - the myth of co-education 10 - and many 
teachers assume they are sensitive to gender equality. Yet the 
hidden curriculum - both formal and informal - reinforces the 
salience of gender, the significance of gender difference and the 
devaluation of women. Many studies demonstrate that 
classroom dynamics - between teacher and student and 
between students - favour boys. Barbara Houston's summary of 
the research findings in this area merits quoting at some length:

[Studies on teacher-student interactions indicate that 
within co-educational classrooms, teachers, regardless 
of sex, interact more with boys and give boys more 
attention (both positive and negative), and that this 
pattern intensifies at the secondary and college levels....

At the post-secondary level often the brightest women in
the class remain silent, women students are in general
likely to be less verbally assertive, they are likely to be
called on less often than men students, and those who do
participate may find that their comments are dispropor-
tionately interrupted by teachers and male classmates and
that teachers are less likely to develop their points than
those made by men students....

It is startling just how unaware teachers are of the
phenomenon we have described. Their perceptions of
how they interact with students are often grossly
inaccurate. Saying that they treat girls and boys equally
in the classroom, they are shocked to discover through
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objective measures that they spend over two-thirds of 
their time with boys who constitute less than half the 
class; or that they reward boys for getting the right 
answers and girls for neatness; or that they criticise 
boys for poor work and criticise girls for being 
assertive; or that they explain a boy's achievements in 
terms of his abilities and a girl's in terms of the degree 
of difficulty of the text or in terms of luck. Students, 
however, are often clear in their perceptions of the 
gender differences in student-teacher interactions.] 11

Overwhelming evidence suggests that discriminatory practices
co-exist with the ideology of equal opportunity, and that students
implicitly recognize and accept differential treatment on the basis
of gender.

The sixth contradictory message is not only about gender 
bias but about race and class bias. It speaks to the intersection of 
an ideology of individualism with the limits circumscribed by class, 
race and gender. Perhaps more than any other, students get the 
'bootstrap’ message: hard work leads to riches, fame, success 
and happiness. This is undoubtedly an important message to give 
young women, many of whom have a very restricted sense of 
what is possible for them. It begins as an empowering message 
because it challenges biologism - the notion that women cannot 
do certain things, science for example, by virtue of their biology or 
'femininity’; it also challenges the racism that argues for the 
natural inferiority of blacks. 12

‘Bootstrapism' confronts the mystification that represents 
skills as 'natural talents'. Too often students dismiss their 
potential because they believe that school skills are based 
solely on talent. Further, they generally assume that such 
talents are 'naturally' distributed in sex and race specific ways.

But the bootstrap message is not solely a message about 
hard work and what can be learned. It is also about 
individualism, which emphasizes personal power to change 
oneself and one's circumstances. For this reason, bootstrapism 
often ends up by disempowering women. The dictum that all is 
possible - every choice available - is coincident with the view 
that lack of success is a result of laziness or personal failure. If 
a woman does not make it, it is because she has not tried hard 
enough - a thinly disguised version of 'blaming the victim'.

As a result, the ideology of individualism and bootstrapism 
functions to justify the system, masks the necessity of systemic 
change and interferes with the potential to make change. 
Bootstrapism does not recognize the deeply embedded structural, 
economic and political barriers that circumscribe women's 
choices. Individual solutions and successes are indeed available, 
but primarily to those who have some privilege. The degree to 
which hard work pays off is limited by the constraints of race, 
class, gender and sexual orientation. 13

The irony is that the bootstrap message contradicts 
women's experience, and that of their families. For example, first 
and second generation immigrants have seen their families 
struggle and work very hard, and they haven't 'made it’. Perhaps 
at best they have been able to buy a house or send a child to 
university. Students implicitly know that bootstrapism has a class, 
race and sex bias but they do not know how to make sense of the 
conflict between the almost overpowering hegemony of the 
ideology of individualism and their own experience.

This contradiction is played out in the career goals of 
young women. Commentators often assume that young women 
suffer from limited aspirations. However, the problem is less one 
of vision than one of actual barriers. Through interviews with 1000 
female Ontario secondary students, Avis Glaze demonstrated a 
major gap between career aspirations and career
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expectations: young women aspire to careers as lawyers and
doctors, but expect to become secretaries. 14 This is not
unrealistic. Young women have aspirations that their mothers
may never have had, but they are adjusting their goals to what
is realistically possible.

In opposition to the bootstrap ideology, we need a 
counter-ideology of 'agency'. Agency challenges the false 
promise of choice and the notion of the ‘abstract individual’ 
inherent in bootstrapism; it situates the individual in historical 
context, thereby making visible both the limits on individual 
instrumentality and the possibilities for change. Agency openly 
acknowledges the relations of power based on class, race, 
gender and sexual orientation while bootstrapism mystifies and 
conceals them; agency recognizes that the social organization 
of power, production and reproduction, not just the individual, 
needs changing; agency recognizes that the power to change 
is vested in the collective will and collective action, and that the 
power that accrues to most individuals is severely restricted.

What do we learn, then, from examining the 
contradictions that women experience in their everyday lives 
and bring into the classroom as teachers and students? The 
classroom is an environment permeated by contradictory 
messages about gender, race, class and sexual orientation 
messages about power and powerlessness, and value and 
worthlessness, which accurately reflect the relations of power 
and the assessment of worth that exist in Canadian society. 
The student's experience is always gendered (also raced, 
sexed and classed) but it is disorganized by contradictory 
messages and masked by the ideology of individualism. The 
next section will demonstrate that teachers are also shaped 
by these contradictions; they, too, are always gendered 
subjects.15 There is no 'abstract individual' and ideologies 
which promote such a view, when 'unpacked', are virtually 
always a cover for the promotion of white, male and middle 
class interests.

Contradictions Women Experience as Educators

The second set of contradictions focuses on women's 
experience as educators, especially as feminist educators.

The contradiction between authority and expertise, on 
the one hand, and nurturing and femininity, on the other, is 
central to the experience of women teachers; exploring this 
contradiction reveals that, in the relations between teachers 
and students, teachers are always gendered subjects.

Stereotypes which suggest that intelligence, expertise 
and authority are masculine traits are played out in a 
complex way for the female teacher. Students and teachers 
"have been socialized in a culture that has negated and 
trivialized women's intellect”, 16 associated women with 
nature and emotion, and men with culture and reason. 
Women teachers often face a struggle to accept their own 
expertise and this is often reinforced by student attitudes.

Power and authority are also seen to be "incompatible with 
the feminine”. 17 Studies show that students have different 
expectations of female and male teachers; in particular, students 
have an ambivalent relation to the authority of female teachers.
One study found

[students accepting high standards, discipline and 
toughness from their male teachers and deeply resenting 
any such behaviour from their women teachers....
[S]tudents may pressure any woman-teacher to fulfill the 
role of the all-forgiving, nurturing mother whose approval 
is unconditional.] 18

Students in my fourth-year seminar on Feminist Thought did an
assignment theorizing the construction of themselves as
'gendered subjects' in the university classroom. Doing the
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assignment made many aware of the different expectations they
have of male and female teachers. For example, Michele
explored the 'gendered professor' and the fact that

[professors often fall into the 'teacher as parent’ role.
This role allows male teachers to remain aloof from their 
students and allows them to run a classroom freely 
without student input. A female teacher taking the role of 
parent has different things expected of her and must 
work hard to earn the respect a male colleague has 
simply because of his sex.... Ninety percent of the 
professors in my major field of psychology have been 
male. Most of these men have run their classrooms, 
which are usually made up predominantly of women, like 
father figures.... . The male professor seems to have an 
easier time in his role as class leader. He does not have 
to justify himself or what he says, he can be lax or tough. 
He can be inflexible and stringent, but these are seen as 
positive attributes in a man or a father figure....
Also students would not generally consider approaching 
a male professor with a personal problem. Male 
professors, like fathers, are not expected to deal with the 
personal problems of their charges nor are they 
expected to be constantly polite, fair, friendly, and 
uncritical.

The female professor on the other hand is expected to be
all of these things, as though she were the mother of her
students... My first woman professor taught German....
She tried to encourage us to do our best but we fought
her. The class was not willing to take responsibility for
the classroom nor was it willing to see the professor as
a professional rather than a woman. Had she been a
man, I feel the class would have responded to her
teaching methods without resentment.

I had not realized how little I expect from male teachers 
and how much more I expect from female teachers.] 19

Not only do students respond differently to the authority of male 
and female teachers, it may also be more difficult to establish 
expertise in what some see as the 'soft' subjects where women 
predominate. To what extent this is a result of the devaluation of 
subjects seen as feminine is hard to say but there is no doubt that 
the problem is exacerbated when the curriculum deals explicitly 
with gender issues: feminists face more challenges to their 
authority than other women teachers. The prevailing assumption is 
that the feminist body of knowledge is, by definition, 'political' and 
'biased', and therefore without authority. 20

Women teachers employ a variety of strategies to resolve 
these dilemmas. A commonly evoked image in these strategies, 
as Michele suggests above, is the continuum based on parental 
stereotypes with mothering on the one end and fathering on the 
other. 21 The fathering strategy has women teachers adopting 
the norms and practices of patriarchal, often male, teachers who 
use strict discipline, authoritarian practices, right answerism etc. 
The mothering strategy uses the model of the all-forgiving 
nurturing mother mentioned above. In the parental continuum, 
the opposition between reason and emotion, discipline and 
nurturing is maintained.

Those who reject the parental continuum are often 
informed by two principles: a rejection of authority in favour 
of sharing power, and a rejection of expertise in favour of 
validating the knowledge of students. Although these are 
Important principles which find a place in feminist pedagogy, 
the gender-specific reality of female teachers also means 
that they are not unproblematic.

The fact that students always respond to teachers as gendered subjects 
means that attempts to renegotiate power
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relations in the classroom always have a gender-specific reality. 
This point was underscored in a revealing interview I conducted 
with a predominantly female group of faculty who discussed the 
complexities of rejecting traditional power relations in a context 
where their authority and expertise was constantly challenged.
In sharp contrast, a male faculty member talked about his 
attempts to divest himself of the authority of teacher, as well as 
the privilege of being male and white. What became apparent 
was the subtle and largely invisible privilege which accrued to 
him: because he had authority by virtue of being a white male, 
he could choose to divest himself of it. Students were 
responsive to his relaxed and anti-authoritarian manner. Clearly 
he was not confronted with the contradictions facing female 
faculty. 22

It is also the case that an overemphasis on the 
principles of sharing power and validating student knowledge 
can take female teachers full circle: to a place where they 
again abdicate both expertise and authority, which is, in fact, 
an abdication of the role as teacher.23 Susan Friedman 
explores this problematic:

[As feminist women in the universities, many of us 
attempted to circumvent the mystique of professional 
expertise and specialization by emphasizing student 
'expertise' based on the authority of their own 
experience and by de-emphasizing the leadership 
role the classroom structure demanded of us.... In our 
eagerness to be non-hierarchical and supportive 
instead of tyrannical and ruthlessly critical, we have 
sometimes participated in the patriarchal denial of the 
mind to women.... In our sensitivity to the psychology 
of oppression in our students’ lives, we have often 
denied ourselves the authority we seek to nurture in 
our students.] 24

Furthermore, both the ideology and practice of sharing 
power and of validating student experience can reproduce 
rather than challenge the power relations in the classroom. In 
the first Instance, the ideology of sharing power can conceal the 
final authority of the teacher: to discipline, to grade, to select the 
curriculum, etc. As importantly, students' ability to claim 
classroom power varies on the basis of gender, class, race and 
sexual orientation. When teachers make the naive assumption 
that they can easily share power, they create yet another 
contradictory message for students: the offer of shared power 
competing with the reality of the teacher's power, and with the 
differential access of students to power in the classroom.

A parallel critique can be made about validating student 
expertise. The danger in such an approach is that student 
knowledge, especially at the university level, is often class, 
race and sex specific, that is, heterosexual, white and middle 
class. An overemphasis on the centrality of that experience to 
understanding the world can make invisible the experiences of 
working class and poor women, native women, and women of 
colour, many of whom may not be in the university classroom 
to put forward their experience, and if in the classroom, may 
be silenced by the hegemony of the dominant viewpoint.

Strategy #1: Teaching Leadership

Although these criticisms of sharing power and validating 
student expertise do not justify an outright rejection of these 
strategies, let me suggest an additional paradigm which claims 
authority and rejects authoritarianism; recognizes that 
acknowledging teacher expertise does not necessarily negate 
the authority of the students' experience; and puts forward the 
possibility of a reconstituted nurturing that validates the 
emotional, supportive and affective in a non-parental mode.
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Rather than a focus on sharing power, it advocates a 
strategy of 'teaching leadership'. Caroline Shrewsbury says 
[Leadership is a special form of empowerment that 
empowers others... [T]he goal is to increase the power of all 
actors, not to limit the power of some.] 25

Teaching leadership has important resonance for teacher and 
student in reference to curriculum and classroom practices.36 
It recognizes the expertise of the teacher, that is, she has 
something to teach. Although it does not depend on 
authoritarian practices, it does not reject authority per se. 
Rather it names the power differential between student and 
teacher and seeks to equip students to use power (for those 
unused to it), to acknowledge their power (for those to whom 
power has accrued by virtue of their class, race or gender) 
and to develop an appreciation of collective power.

Teaching leadership directly is one way of addressing 
the gender, class, race and sex inequities in students' ability 
to claim classroom power. Lisa Delpit argues that those who 
are outside the 'culture of power' learn best how to access 
that culture when the rules of that culture are taught explicitly. 
Delpit makes this argument in her discussion of effective 
strategies for teaching black students. She concludes

[that students must be taught the codes needed to 
participate fully in the mainstream of American life, not 
by being forced to attend to hollow, inane, 
decontextualized subskills, but rather within the context 
of meaningful communicative endeavours; that they 
must be allowed the resource of the teacher's expert 
knowledge, while being helped to acknowledge their 
own 'expertness as well; and that even while students 
are assisted in learning the culture of power, they must 
also be helped to learn about the arbitrariness of those

codes and about the power relationships they represent.] 27

When students are expected to be critical learners, participate 
fully in discussions, be responsible for their learning, those 
who already come equipped with the 'power culture of the 
classrooom’, to paraphrase Delpit, are advantaged, and those 
who do not, are disadvantaged. If classrooms are to be 
challenging environments, if students' commitment to learning 
is to be developed, if sex and race inequities are to be 
challenged, then the question of power and of leadership must 
be addressed directly and explicitly - in terms of what is taught 
and how it is taught, that is, through skills and curriculum. 28

From this perspective I would challenge what I see to be 
mystified notions of democracy in the classroom. These suggest 
that direct intervention in the classroom dynamic somehow 
undermines student autonomy and cannot be democratic. 
Kathryn Morgan falls into this confusion when she argues

[If the feminist teacher actively assumes any of the 
forms of power available to her - expert, reward, 
legitimate, maternal/referent - she eliminates the 
possibility of educational democracy in the feminist 
classroom.] 29

This argument does not problematize the role of democracy 
in pedagogy, it rests on the assumption of an abstract 
equality (a concept rooted in liberalism) among all classroom 
participants that can exacerbate inequality rather than 
address it, and further assumes that all forms of claiming 
power are necessarily anti-democratic. The paradigm of 
teaching leadership rejects this argument.

To teach leadership is not only to name, negotiate, and try to 
change the power relations of the classroom, it is to focus
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students' attention on their own agency outside the classroom. 
Emphasizing the importance of leadership rather than rejecting 
it, teaching leadership rather than assuming it, naming the 
power relations of the classroom rather than masking them 
highlights student capacity and responsibility to act as change 
agents - as leaders - in the world outside the classroom. 30

The second contradiction educators face arises out of 
the strategy of non-sexism, which is the central informing 
vision put forward to deal with the gendered classroom 
environment. The operative assumption of the non-sexist 
strategy is that the discriminatory effects of sexism can be 
eliminated in the classroom. The goal of 'non-sexism' (non-
racism or non-classism) reflects a belief embedded in 
liberalism that discrimination is somehow incidental to the 
system - a result of prejudice - and that good attitudes and 
intent can erase that discrimination and make sex, race and 
class irrelevant, especially in the classroom. Such a view 
conceals rather than reveals structural inequality and 
institutional limits. It holds out a false promise to students: of 
a safe space away from the sexism, racism and classism in 
the rest of their lives.

A focus on non-sexism suggests that, through desire, 
individual teachers can liberate their own classrooms from 
gendered social realities.31 This attributes an extraordinary 
power to individual teachers and no doubt provokes guilt and 
self doubt when teachers are unable to put such a non-sexist 
environment in place. It thereby reinforces that aspect of 
liberal individualism which emphasizes individual agency 
regardless of historical context and social conditions.

The strategy of non-sexism obscures the degree to 
which the classroom environment is shaped by the relations 
between students. Even with good intentions, and sensitive 
teaching and curriculum practices on the part of the teacher, 
the gendered character of the classroom will continue.

(E]ven if the teacher were successful in ignoring gender, 
it is obvious that students do take cognizance of it. The 
gender-connected conventions and expectations that 
students themselves bring to their classroom interactions 
will continue unaltered, if not actually strengthened, if 
touchers do not intervene to change the patterns. 32

Students theorizing the construction of themselves as 'gendered subjects' reveal 
the power of student interaction, even in the face of self-conscious anti-
discriminatory techniques on the part of teachers. Giselle reports that

[In the tutorial of one of my political science courses, the 
women are greatly outnumbered by the men. It seems 
as though when the men in the class speak, everyone 
pays attention. However when a female tries to speak, 
the rest of the class acts as if no one is speaking.] 33

Janet begins by describing the many techniques used by her 
professor to challenge tradition: both in the curriculum and in 
touching practices. Nonetheless a gendered dynamic persists 
between students which greatly disadvantages the women.

[In the class there still remains a great hesitancy to 
participate. There is a genuine tension felt among the 
group members. The conversation is generally led by the 
male members of the group, with little female content. 
The females who do speak are highly intelligent... There 
is however a distinct difference in the tone used by the 
female students as opposed to the male. The males 
speak in a casual and confident tone, often allowing 
humour into the discussion. The females on the other 
hand sound aggressive and defensive... The males are 
not as intent on having their opinions heard and digested. 
This may be due to the fact that there is a unsaid political 
assumption that the male voice and
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opinion hold the final authority without any required
debate....

When the voices of the more silent females of the class
are heard, they are usually in response to contrived
questions proposed by the teacher. The answers usually
require less critical analysis or opinion and more readily
pertain to direct content. The females usually jump at
these questions in hopes of salvaging some participation
marks. This behaviour seems to stem from two causes.
The first is the fear of introducing or risking one's own
opinion in the midst of such a cut-throat atmosphere.
The second seems to be reluctance to be viewed in the
same light as the female students that do participate.
The so-called aggressive or perhaps just the women who
give their critical analysis in class are often outcasts of
sorts. Students often collectively criticize the individual
females. They suggest that their participation takes the
form of self-indulgent speeches. At times these
criticisms are warranted on the basis of other behaviours
which students take part in. They often whisper to the
student beside them about criticisms pertaining to the
speaker, instead of waiting till they are able to present
their opinion in a more constructive and group sensitive
manner... At the same time it seems interesting that
none of the men are criticized for their manner of
participation. It becomes difficult to distinguish to what
degree the females are being criticized because their
behaviour goes against the accepted norm of docile
female behaviour or that the group is uncomfortable with
the classroom dynamics and feels the only way to relieve
this is through a scapegoat. It would seem that the
former proposition is the more likely in my experience.
There seems to be a pattern of labelled aggressive
women, from class to class and all are criticized by both
male and female students.... Are these female students

developing their abilities with this aggressive type 
behaviour, or are they enacting the only possible channels 
which they find they are able to express themselves in?] 34

Finally, the non-sexist approach disguises the reality that educational institutions 
are part of a complex of institutions - the state, families and households, 
workplaces etc. - which both reflect and reinforce the values and practices of 
patriarchal capitalism.

The classroom is always a 'gendered environment': teaching 
practices and curriculum always take gender into account - - 
self-consciously or unconsciously, through presences or 
absences, in ways that empower students or disadvantage 
them. It is not possible, therefore, for schools, individual 
classrooms or teachers to transcend these power relations 
and make gender irrelevant. A single classroom cannot 
overcome tho realities of a racist, heterosexist patriarchal 
capitalist society. It can only engage with them. It is for these 
reasons that I argue that non-sexism is not a viable strategy 
and advocate in its place un anti-sexist strategy which takes 
gender (race and class) firmly Into account.

Strategy #2: Anti-Sexism

Anti-sexist education highlights the functioning of 
these structures and empowers, in the first instance, through 
knowledge. An anti-sexist strategy makes gender an issue in 
all classrooms in order to validate the experience of 
students, to bring it into consciousness, and to challenge it. It 
makes gender an official rather than an unofficial factor in 
classroom process and curriculum; by extension, an anti-
sexist strategy takes up race, class and sexual orientation, 
which interrelate in complex patterns with gender.
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Anti-sexism shifts the focus from the realm of morality (I am not 
sexist) to the realm of political practice (what can I do about 
sexism?). Non-sexism, by contrast, confuses an individual stance 
of trying to appear 'non-sexist' with actively and collectively 
working to eradicate sexism. The concern with personal 
appearance reinforces existing sexism and becomes a barrier to 
change. Terry Wolverton, in using Elly Bulkin's distinction between 
non-racist and anti-racist, stresses this point.

[Bulkin's distinction between non-racism and anti-racism 
helped me to see an obstacle in my own approach to 
racism: I had confused the act of trying to appear not to 
be racist with actively working to eliminate racism.
Trying to appear not racist had made me deny my 
racism, and therefore exclude the possibility of change.] 
36

To a certain extent, the position of non-sexism is a logical
absurdity. In a society so riddled with sexism and racism, no
person - black or white, male or female - can claim to be free
of either. To focus on personal moralities is, paradoxically, to
decrease individual responsibility rather than to increase it. Such
a focus demands no public political activity, only a neutrality
that can inadvertently serve to bolster the status quo.

Let me draw out the distinction between anti-sexism and 
non-sexism by considering two examples: role modelling and sex 
stereotyping in textbooks. A common non-sexist strategy is the 
use of role models. For example, a teacher invites a woman 
electrician to class to encourage young girls to consider the 
skilled trades as a career. The message is that little girls can be 
anything, and the woman electrician stands as proof that sex can 
be irrelevant. Although I would not deny the importance of role 
models, the truth is that little girls cannot be anything they want: 
formal and informal, ideological and material discrimination stand 
in their way. So if they are taught that everything is

possible, that sex and gender do not matter, then when they 
come up against the limits of what is possible, easy or 
acceptable, they can only conclude that they must be at fault. In 
contrast, an anti-sexist approach would focus on explaining the 
barriers that prevent women from being electricians, and the 
collective strategies that have allowed some women to overcome 
these barriers. It is interesting to note that many women in 
nontraditional jobs resist describing the barriers they face as 
sexism, and acknowledging the role of the women's movement in 
facilitating their entry into such fields. This resistance is a result of 
buying into bootstrapism, which encourages them to see the 
difficulties they face as a result of their own limitations, rather 
than as institutional barriers, and their successes as a result of 
their individual efforts rather than as part of a collective process.

The distinction between anti-sexist and non-sexist 
strategies helps to clarify the debate about non-sexist school 
textInks, which continues unabated after two decades of 
organizing and countless reports. As Gaskell, McLaren and 
Novogrodsky in Claiming an Education point out,

[the lack of change is not evident just in texts: it is in 
the organization of Canadian society... These texts 
continue to reflect a fundamental reality - the sexual 
division of labour. The question is what relationship 
texts and the school curriculum should have to the 
world outside the schools. Should texts portray a 
world that is better than the real world?

The authors of the FWTAO [Federation of Women 
Teachers of Ontario] study suggests they should. 
They argue that texts should portray an ideal and 
non-sexist world so that youngsters learn what is 
possible for them, and for the world at large.]37
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In contrast, Gaskell et al. take an anti-sexist position, although
unnamed as such.

[We want children to see their experience reflected in their 
texts, not to create a new world of androgynous superpeople, 
and not to exclude material that shows women in traditional 
roles... We believe that children should be helped to see the 
world as it is, while being encouraged to develop a critical 
consciousness, a sense of active and co-operative participation 
that equips them to engage in the struggle for social change.]38 

To make gender an issue in the classroom is, by definition, to 
take on the gendered relations of power in our society. Two 
examples. Male students often complain that my first-year 
course on Women and Society is anti-male. This has puzzled 
me because I present a systemic analysis of gender 
discrimination that focuses, only in a very secondary way, on 
the individual actions of men. In pursuing this issue, what 
became clear was that a statement like "Women earn 65 per 
cent of what men earn" was perceived as a criticism of men, an 
anti-male statement. Simply to reveal the gendered character of 
the social order is to threaten it!

Houston reports on a study described by Dale Spender 
where attempts to eliminate gender bias against girls provoked 
claims of discrimination by the boys.

[When a teacher tries to eliminate gender bias in 
participation by giving 34 per cent of her attention to girls 
who constitute one-half the class, the boys protested: 
"she always asks girls all the questions"; "she doesn't like 
boys and just listens to girls all the time." In a sexist 
society boys perceive that two-thirds of the teacher's time 
is a fair allotment for them, and if it is altered so

they receive less, they feel they are discriminated 
against.]39

The solution, then, is not to seek a gender-free environment 
which inevitably leads to a disavowal of the saliency of gender 
in our society. However difficult, addressing gender directly 
allow for the unnamed, hidden and naturalised assumptions 
about gender rights to be named and re-negotiated.

When the gender, class and race realities of the 
classroom are named for and by students, their awareness is 
deepened and their sense of contradiction heightened; this, 
in turn, can Inspire a shift in consciousness and a change in 
practice. In 1855 Lucy Stone, an abolitionist and activist in 
the American suffrage movement said,

[In education, in marriage, in religion, in everything, disappointment is the 
lot of woman. It shall be the business of my life to deepen this 
disappointment in woman's heart until she bows down to it no
longer.]40

I suggest that deepening the disappointment and heightening the contradictions, 
some of which I outlined in the first part of this paper, Is part of a strategy of anti-
sexism.

Contradictions Experienced by Activists

The final contradiction concerns the ability of teachers 
to act effectively as change-makers and to empower students 
with a vision of alternatives and possibilities. The ability to 
act, and the desire for change and to inspire change-making 
confronts oppression and fear of change. Recovering agency 
means, in the first instance, dealing with the fear of change 
endemic in our society and rooted in the powerlessness 
many individuals experience.
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There is a certain irony in this fear of change, for, 
objectively, our society is always changing. We might 
go so far as to say that one central contradiction of 
advanced capitalism is precisely this tension between 
a conservative ideology that fears change and the 
reality of people's daily lives. Our lives are full of 
change: job change, marriage breakdown, forced 
geographic mobility to look for work, new technology, 
changing sex roles and patterns of child-rearing, to 
name a few. These changes are most often perceived 
as being outside our control, they are rarely initiated 
by popular movements, and they contribute, not 
surprisingly, to the fear of change and the desire for 
social stability. 41

This feeling of being at the mercy of outside forces and the 
sense that the social world is a 'solid artifact’ to which we must 
adapt feeds a kind of political and personal immobilization. 
Elaine Batcher points out in her study of the attitudes of young 
women to the rules in mixed adolescent peer groups that

[girls tend to learn the rules too well and then see them 
as having a life of their own, apart from the individuals 
who made them up.... They do not see ‘the rules’ as 
structures within which to work, but as solid artifacts of 
life, even if they personally disagree with them.] 42

The fact that girls see the rules as unnegotiable may reflect the
naturalism so often used to explain women's place in the worlds
women are biologically suited to motherhood and service work;
women's place is in the home etc. Such an approach lends itself
to an ahistorical, static view in which the current state of affairs
is seen to be right/best/correct; change would, therefore, upset
a natural order.

Recovering the belief in the possibility of making change 
means challenging the inherent pessimism associated with ideo

logies of naturalism. It also means reclaiming collective action 
asa strategy for change. Our society basically denies our status 
as agents of change, except as agents of personal change. It 
suggest that we lose ourselves and our individuality in the 
collective experience. Such a view confuses “individualism 
(which prizes the rights of individuals over the rights of the 
collective) and individuality (which focuses on the development 
of individual potential)”. 43 To reclaim the right to change the 
world as well as to change ourselves - indeed, in order to 
develop fully our individuality - means to resist individualism.

Collective action - active involvement in the politics of school and 
community -- is a source of individual empowerment, a context In which we grow 
and develop.

Rather than requiring the submission and negation of 
self, [the collective] means the liberation of self from 
isolation and competition. Rather than enforcing 
sameness and conformity, a sacrifice of individuality 
and difference, the collective can be the context in 
which difference is supported and encouraged. 44

The experiences of women organizing collectively certainly 
reinforce this view. Arja Lane describes her involvement in 
Wives Supporting the Strike (WSS), a volunteer organization 
that supported the 1978 INCO strike in Sudbury:

[Working with WSS was a politicizing experience.... As 
women we 'came out' in many ways. We became more 
confident about our ability to use our homemaking skills 
to organize actions that effected change outside the 
home. We became less shy about speaking out about 
the way we saw issues. For many, it was our first time at 
meetings, and our first exposure to the how's, what's 
and why's of labour versus management. The 
Information and skills that were shared at meetings and
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events enabled us to cope better with our everyday 
lives.] 45

Another member of WSS graphically describes some of the
changes that the collective experience of organizing had on her

life:

[My husband saw me in a new way after the strike. He 
saw me yelling at meetings and going by myself to 
Toronto to that rally and I realized I had more rights in 
this family. Some of it is small stuff like now he has to 
look after the kids once in a while if I want to go away 
for a weekend. But other stuff is bigger like I say what 
I think about family plans. And now he listens.] 46

Participation in collective action moves women from the 
position of victim to that of agent. It demonstrates that we 
can make history and change ourselves.

Strategy #3: Reclaiming Feminism in the Classroom

Feminism is critical to this process: it implicitly 
challenges naturalism and rests on the fundamental premise 
that feminism and the social change is possible and 
necessary. Feminism and the women's movement provide the 
reference point and the context for collective action. Feminist 
practice is central to a feminist pedagogical strategy.

What does it mean to bring feminism into the classroom? 
In the first instance it means studying the feminisms - both 
historically and theoretically, and the multiplicity of feminist 
practices; this goes beyond studying women and gender issues 
Feminism as a world view allows us to make sense of our 
individual experiences; pulls us away from individualism and 
individual instances of discrimination to an understanding of the 
systemic character of oppression; moves us from a dependence

and reliance on individual solutions (which often result in blaming 
the victim, who is unable to overcome the limits of her individual 
life) to collective strategies and social and political solutions.

Feminism is also about reclaiming anger. The role of 
anger for women has always been complex and contradictory. 
On the one hand, the response to women's anger is to trivialize 
it and dismiss it, name the woman as unfeminine, unfulfilled and 
overly emotional. Perhaps these responses reflect a recognition 
of the potential danger of women's anger for to be angry is to 
name oppression and, by definition, to challenge it.

But anger has also been dangerous for women. To be 
angry is to mobilize the wrath of men, possibly to increase 
violence against women, and certainly to marginalize oneself 
in with work and personal environments. So women have 
often turned anger into guilt and impotent, often repressed, 
rage, internalized it, and destroyed themselves with it.

Feminism is a medium for women to reclaim anger, 
share it, proclaim it publicly, and ground it in the economic 
and political conditions of our lives. Audre Lorde says, "My 
fear of anger taught me nothing.”47 She goes on:

[Every woman has a well-stocked arsenal of anger 
potentially useful against those oppressions, personal 
and institutional, which brought that anger into being.
Focused with precision it can become a powerful 
source of energy serving progress and change.] 48

The classroom is one site within which that anger can be explored; 
the women's movement one context for organizing around it.
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Bringing feminism into the classroom also means 
naming ourselves as feminists. As part of the collective 
struggle to act as agents, feminism needs to be reclaimed 
from the media and the right. Their rejection of feminism is, in 
part, a fear of change, in part a resistance to the redistribution 
of power and resources that is fundamental to a feminist 
politic. Naming ourselves as feminists challenges the myths 
about feminists as persons and forces the opposition to deal 
with the substantive issues raised by feminism. Rebecca 
West understood something about this dynamic; she said in 
1913:

[I myself have never been able to find out precisely 
what feminism is: I only know that people call me 
feminist whenever I express sentiments that 
differentiate me from a doormat.] 49

With tragic irony, the massacre of women engineering 
students in Montreal in 1989 has clarified for many the 
necessity to name ourselves actively and publicly as 
feminists. There is no doubt that claiming feminism is claiming 
the collective power of women. Finally, bringing feminism into 
the classroom means linking the struggles in the classroom to 
struggles in the community. This means building an active 
connection with the women's movement, environmental and 
anti-racist groups, trade unions and other progressive 
community forces organizing for social change.

Changing teaching practices and schools, empowering 
students with knowledge, embracing a feminist perspective in 
the classroom involve a forceful challenge to the contradictions 
that play themselves out in the educational context. 
Contradictory messages about womanhood, about the 
authority and expertise of female teachers, about strategies for 
dealing with sexism, about the possibilities for change, all must 
become part of a self-conscious political approach.

Throughout this discussion I have emphasized the 
contradictions of the classroom experience. Alan Sable in his 
discussion of the contradictions he faced as a white 
professor teaching minority students comments:

[I have used the word 'contradiction' where others 
might prefer a simpler term such as 'problems’….. To 
me a ‘contradiction' connotes dynamic tension 
between two forces. Also in dialectic thought, 
contradictions are never fully resolved; instead, they 
are continually being transformed into new situations 
of tension. Unlike problems, which may be 'solved’, 
contradictions require continual struggle.] 50

This concept of contradiction recognizes that what needs to be 
changed is not superficial and not only inside the individual: it is 
systemic -  structurally and ideologically. Naming the 
contradictions is a powerful motor for change. The recognition 
'opposing forces' suggests choices; challenges the obvious, the 
accepted, the ‘natural’; and forces students to seek understanding 
in order to take a position. The struggle with contradictions shifts 
consciousness. The recognition of alternatives highlights the 
possibility of change, if not the possibility of resolution.
Bruce Rappaport in his discussion of radical teaching notes:

[A certain amount of defeatism and cynicism has been 
common regarding our ability to do radical teaching in 
this society, especially in public schools. While such 
feelings are understandable, contradictions are really 
not defeats but indications of both the possibility and 
inevitability of change. While capitalism makes teaching 
difficult, the crisis produced by the system creates an 
ever increasing need for our students to understand 
what is going on…. We can offer an effective way of 
understanding the world and, quite crucially in these
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often depressing times, a powerful sense of optimism 
about change.] 51

For teachers to avoid contradictions is to reinforce 
stasis in learning, to bolster 'commonsense’ sexism, 
racism and naturalism; to reveal contradictions is to 
create what Mies has called 'ruptures'. 52

30

PART TWO: THE STANDPOINT OF FEMINIST PEDAGOGY

This paper has examined the contradictions in women's 
experience as learners, as teachers, as feminists, as change-
makers. This examination has highlighted three change-making 
strategies - teaching leadership, anti-sexism, and reclaiming 
feminism - and revealed that feminist pedagogy is not a unified 
perspective. In the same way that it is more accurate to talk 
about ‘feminisms’, it is also more accurate to talk about a variety 
of feminist pedagogies, each with a politically specific approach. 
For example, a strategy of non-sexism is more consistent with 
political assumptions of liberal feminism; a strategy of anti-
sexism arises out of a socialist feminist perspective.

This paper has not focused on specific techniques.
Although feminist educators have developed innovations and 
many more can be adapted from other radical classroom 
pedagogies, and from community-based forms of popular 
education, the evolution of such techniques must arise from a 
gender and race-specific standpoint that incorporates an 
understanding of the gender and race-specific character of 
experience, a feminist perspective and an anti-sexist and anti 
racist strategy. The challenge is so fundamental that a grab bag 
of new techniques is inadequate. Rather, feminist educators are 
developing an alternative teaching and learning standpoint.

Feminist pedagogy is about teaching from a feminist 
world view: from a perspective on the world which is in favour 
of the sharing of power, privilege, property and opportunities; 
which recognizes the systematic and systemic oppression of 
women: which believes in the possibility of change; and which 
understands the need to organize collectively to make change. 
By definition, feminist pedagogy challenges what is seen to be 
the obvious, the natural, the accepted, the unquestioned.

31



Feminist pedagogy is about teaching in a particular way: 
recognizing the relations of power - based on gender, class, 
race and sexual orientation -- that permeate the classroom. It is 
influenced by the emphasis of the women's liberation movement 
on 'process’ and accepts the intrinsic link between changing 
curricula and changing teaching practice. In this sense, feminist 
pedagogy is about validating the process of teaching.53

From my perspective, several aspects of feminist 
pedagogy are central. Feminist pedagogy makes visible the 
real experience of gender in society, in the school and in the 
classroom. It unmasks the dynamic of power/powerlessness, 
the devaluation of women and the invisibility of their 
experience. For women students, the public acknowledgement 
of the gendered experience is empowering. Theirs is always a 
gendered experience but they have no name for it. They live it 
as anxiety, powerlessness, rage, feelings of inadequacy and 
ambivalence.

Feminist pedagogy names the personal as political: the 
individual experience as a social and political reality. By 
definition, it challenges the ideology of individualism which 
suggests that we are each able to shape our lives through 
individual will and determination, and that any failure is due to 
personal failure or laziness. In contrast, the feminist 
identification of the social and political character of gender 
underscores the structural and ideological barriers that face 
women, and helps turn them from guilt - an inward and 
individualistic focus - to anger - an outward and societal focus 
- and from the standpoint of victim to that of agent.

Second, in identifying the female experience as different 
from the male experience and thereby challenging androcentrism 
(the predominance and power of the male perspective), feminist 
pedagogy lays the basis for the legitimation of the multiplicity of 
experiences based on the class, race, ethnicity, gender, age and

sexual orientation of students and teachers. This validation 
enables students to speak with a new authority and further 
reveals to them the way in which their lives are shaped not 
by their own choices but by their social location.

Third, in respecting the gendered character of 
experience, feminist pedagogy revalues the experience of 
women, be it the domestic work done in the household or the 
nurturance, life giving and cooperation, which are seen to be 
traditionally female. This is reflected in teaching practices 
through a challenge to the overly rationalist approach to 
knowledge and understanding. A feminist pedagogical 
approach seeks to incorporate the affective, emotional and 
experiential into the learning process and to replace the 
competitiveness of the classroom interaction with communal, 
collective and cooperative ways of learning.

Finally, feminist pedagogy alters the classroom dynamic; 
however, it also recognizes the impossibility of overcoming the 
endemic sexism of the society inside an isolated classroom. In 
fact, to make gender an issue in the classroom is to take on 
the gendered relations of power - indeed all relations of power 
- in our society. This deeply embedded organization of power 
demands strategies of anti-sexism and teaching leadership 
whose goals are not the utopian propagation of a gender-free 
or non-sexist environment but rather the development of a 
strong movement for social change.

This emphasis on social change recognizes feminist 
pedagogy as a form of feminist practice having its roots in the 
women's movement, and firmly situates feminist pedagogy in the 
traditions of critical and radical pedagogies that see education as 
a form of empowerment and a tool in social change. The intrinsic 
link between feminist pedagogy and organizing for social change 
reflects the connection between the classroom and the world 
outside it, and the feminist understanding that change

32 33



is necessary and must be systemic. Without a vision for making
change, the revelation of endemic sexism can remove traditional
supports (although in large part illusory) and demoralizestudents - embitter, not empower them. A vision of alternatives
and a strategy for change can counter that demoralization, make
the classroom newly relevant and provide students and teachers
with a sense of their own agency in the world. Feminist
pedagogy is, indeed, about teaching and learning liberation.
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almost entirely on curriculum.
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ON WOMEN'S AUTOBIOGRAPHY IN CANADA
CRIAW Paper No. 24 - Canadian Women's Autobiography in English: An 
Introductory Guide for Researchers and Teachers by Helen M. Buss, 1991. This 
study surveys a wide range of Canadian women's autobiographical writing in order 
to describe the ways in which women have constructed themselves as female 
subjects. A selected list of texts on the study of autobiography is also included.

ON A FEMINIST VIEW OF THE SCIENCES
CRIAW Paper No. 25 - Searching for Subjectivity in the World of the Sciences: Feminist 
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science, whatever its object, is a product of human endeavour - a product open for 
examination of the marks that its creators, most often men, may have left upon it.

ON THE WOMEN'S MOVEMENT
CRIAW Paper No. 26 - The Women's Movement and Its Currents of Thought: A 
Typological Essay by Francine Descarries-Belanger and Shirley Roy, 1991. This 
article examines the different currents of thought that have developed within and 
around the women’s movement over the past decades eg. ranging from feminism of 
equality to maternal. It aims at a better comprehension of the content and the stakes 
involved in the key debates. Thus it proposes a single and systematic grid of analysis 
by which to understand what is happening in the world of feminist thought, to grasp 
issues, and to bring to light the multiplicity, complexity and continuity of the 
perspectives presented; this in order to become aware of, explain and transform the 
many facets of the individual and collective experience of women.

ON FEMINIST ETHICS
CRIAW Paper No. 27 - Is Feminist Ethics Possible? by Lorraine Code, Maureen Ford, 
Kathleen Martindale, Susan Sherwin and Debra Shogan, 1991. In this collaborative 
project, the authors seek to explain their understanding of feminist ethics and to reason 
about the importance of theory for its development. They also take this opportunity to 
write about the ethical practice of collaborating across differences. Their investigation 
proceeds through analyses of subjectivity, power and knowledge, and ethical community. 
They end by applying feminist theory to the practice of collaborative writing.

Each of these publications are $4 + $1 postage and handling. To order these and 
other publications from CRIAW, please contact us at 408-151 Slater St., Ottawa, 
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In order to develop a feminist pedagogy, we must unravel the
contradictions women experience as learners, as teachers, as feminists,

as change-makers. This paper deals with three sets of contradictions:
first, the contradictions in the messages that women carry around in
everyday life and bring into the classroom as students and as teachers;
second, the contradictions women experience as educators, especially
as feminist educators; and third, the contradictions women experience
as activists and as change-makers. Out of these contradictions, three
strategies emerge: teaching leadership, anti-sexism and reclaiming
feminism in the classroom. The feminist pedagogical standpoint - a
standpoint of teaching and learning liberation - is generated from the
interplay between these contradictions and strategies.

Linda Briskin teaches women's studies at York University; she 
previously taught high school in Montreal, and community college in 
Ontario. She has co-authored Feminist Organizing for Change: the 
Contemporary Women's Movement in Canada (Toronto: Oxford, 
1988), co-edited Union Sister: Women in the Labour Movement 
(Toronto: Women's Press, 1983) and co-authored the children's book 
The Day the Fairies Went on Strike (Vancouver: Press Gang, 1981).

Si nous voulons mettre au point une pédagogie féministe, 
commençons par débrouiller les contradictions auxquelles se heurtent 
les femmes au cours de leur apprentissage, en enseignement, comme 
féministes, comme agentes de changement. Ce document traite de 
trois types de contradictions: d'abord, les messages contradictoires 
que les femmes assimilent tous les jours de leur vie et qu'elles 
vehiculent comme éducatrices féministes et enfin, les contradictions 
auxquelles elles se butent comme activistes et agentes du 
changement. Du jeu de ces contradictions, trois stratégies finissent par 
émerger: inculquer aux femmes des qualités de chef, faire valoir 
l'antisexisme et récupérer le féminisme dans la salle de classe. C'est le 
jeu de ces contradictions et stratégies qui sous tend a la fois le volet 
enseignement et le volet apprentissage de la pédagogie féministe.
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