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Preface

Statement of intellectual ownership

This thesis is totally my own work.
Abstract

Research Title It’s Not Just Black and White: An Exploration of Children’s

Multicultural Awareness, Attitudes and Influences.

In the research I investigated the multicultural awareness of Year 5, (9 and 10 year
old) children in four English schools, two with a high proportion of minority ethnic
children and two predominantly white schools. I explored the opportunities for
multicultural education in both the hidden and formal curricula for this age group.
Research was also conducted in Southern Germany where I observed lessons and

interviewed teachers and pupils in order to gain an insight into multicultural education

1n another European country.

The project is located in the wider debate about cultural identity, racism, ‘equality’
and multiculturalism. The research draws on literature concerning multicultural and
anti-racist education. Methodologically, I adopted a qualitative research paradigm and
was influenced by feminist methodology in my investigation. I employed a ‘least
adult role’ and worked ‘with’ not ‘on’ the children. As a consequence I presented

children’s voices concerning the research themes.

Throughout the investigation I considered the possible links between ignorance,
racism, knowledge and anti-racism. I explored whether children from the
predominantly white schools in my study were ignorant of cultures different from
their own, and conversely whether children from high proportion minority ethnic
schools were more knowledgeable and thus anti-racist. I discovered, however, that
many children, whatever their background, displayed anti-racist behaviour and
opinions, and that attending a school with a high proportion of minority ethnic
children did not necessarily lead to anti-racist tendencies. Moreover, there were

children from schools with a high proportion of minority ethnic backgrounds who
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displayed overtly racist behaviours. I also noted that the organisation of the school
curriculum, in both England and Southern Germany, had an influence on whether
anti-racism was promoted or whether racism remained unchallenged. My research
offers insights into aspects of white, Western privilege in both the formal and hidden
curricula, in the selected schools in England and Southern Germany. I conclude with a
discussion of the influence of schooling on children’s multicultural awareness and

explore the implications for policy and practice.
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Chapter 1: Context and Aims

I don’t want my child turning into one of ‘them’,

(Personal communication with a parent school governor)

The six sections of this chapter are described below:
1. Introduction
Aims of research
Organisation of the thesis
Educational context: Content versus child-centred curriculum

Educational context: RE in Europe

AN AR

Terminology

1 Introduction

When working on a fixed-term contract as a Religious Education (RE) co-ordinator
and part-time teacher in a Key Stage 1 (KS1) class in a rural village in Derbyshire, I
organised a visit to a Hindu Mandir in the neighbouring city about 14 miles away. I
was amazed to discover the reactions of some parents and one parent governor, who

thought I was about to convert the children to Hinduism. He said:
I don’t want my child turning into one of ‘them’.

The antagonism towards a ‘different’ culture from this predominantly white and
working class community was surprising to me.' This was especially so, since, when
we had discussed Hindu worship and special places, in the preceding RE lessons, the
children had not shown such antagonism; ignorance yes, but not antagonism. It
seemed to be the adults who were prejudiced, not the children. I wondered if the
antagonism was because the school was exclusively white, and whether prejudice had
arisen from ignorance. I also wondered if these KS1 children were going to adopt
their parents’ prejudices or if school, and my RE lessons in particular, would make a
difference. Would these 4-7 year olds have racist or anti-racist tendencies in the future
and what could educationalists do to support the development of children’s

multicultural awareness/ anti-racism?

' It was surprising because I had worked previously in a high proportion minority ethnic school in
Oxford city with a significant number of different nationalities represented.




When I applied to the University of Derby for a Millennium Bursary to undertake
PhD studies, I decided to conduct research which investigated children’s knowledge,
understanding and attitudes concerning culture and racism, and whether this was
influenced by the type of school they attended, i.e. predominantly white or high
proportion minority ethnic, or whether the children had in-born tendencies to be
naturally racist or anti- racist (Brown 1998). From my experience as a primary school
teacher I know that children are often influenced by external forces such as their
parents, the media and the school ethos (nurture), but also they have their own web of
belief (nature) in which I am particularly interested (Moyes 1995; Grainger et al
2006). Thus one of the aims of my research was to investigate children’s multicultural
awareness and the possible influences on this. This informed my thinking for the
research topic which emerged as “It’s not just Black and White: An Exploration of

Children’s Multicultural Awareness, Attitudes and Influences.”

I was keen that my research should be centred on the child and her/his knowledge,
understandings and attitudes, and that it also should involve the child in the process.
There were various aspects to the research, which I envisaged diagrammatically, as
spokes on a wheel - all separate but inter-related to the hub and the other spokes. But
I kept coming back to the hub — the child — as always being at the centre of research,

as shown in figure 1, ‘the wheel’.

For example one of the spokes is the climate of RE in Britain at the beginning of the
21* Century, and how this has an impact on the child, i.e. to what extent does the
formal curriculum have an influence on the child’s web of belief? Another aspect
involves looking more widely at the international context. I was fortunate to have the
opportunity to undertake some research in Southern Germany which allowed me to
look at the issues within another European context. Importantly this research was not
a comparative analysis, but rather offered an insight into how multicultural education
was organised and implemented in a sample of schools in Southern Germany. Other
dimensions include the wider curriculum, anti-racist and multicultural education and
cross-curricular issues. Further issues involve the teacher’s perception of the child,
relationships between the child and adults, and power relations between adults and
children. I had to be aware of the possible impact of my presence as researcher on the

child (Bernard 2000; Woodhead and Faulkner 2000; Alderson 2000), and this too 1s a




spoke connected to the hub. The spokes correspond to the aims which I discuss in the

next section of this introductory chapter.

Fig 1 ‘The wheel’
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2 Aims

My research topic encompasses children’s multicultural awareness, their attitudes
towards different cultures and factors which could have influenced their knowledge

and attitudes. My central aims were fourfold:




1. To conduct a systematic appraisal of children’s multicultural awareness in
different types of primary schools
2. To consider the possible influences of the following on children’s
multicultural awareness:
» the school type and ethos (relationships with staff )
» the curriculum and in particular RE
» parents, media, friends etc.
3. To compare the knowledge, understanding and attitudes of children from
both predominantly white and high proportion minority ethnic schools
4. To gain an insight into how multicultural education is dealt with in
England and in another European country in terms of the formal and
hidden curriculum.
Subsidiary aims have been:
5. To begin to explore forms of oppression, in particular, affecting children,
and how this links with the development of children’s multicultural
awareness.

6. To involve children in the research process as much as possible

[ did not begin my research with a predominant theory, or a hypothesis based on a
positivist paradigm of research, which I set out to prove or disprove (Hitchcock and
Hughes 1995). Rather I have argued for the value of grounded theory (Strauss and
Corbin 1997), and I explored children’s multicultural awareness by working
collaboratively with children, and throughout I allowed their voices to be heard.

When undertaking a previous piece of research on Spirituality (Elton-Chalcraft 2000,
2002a), I had been particularly impressed with Coles’s research (Coles 1990) because
his book The Spiritual life of Children was very different to the academic texts with
which I had been familiar. It read like a novel and the children’s voices could be
clearly heard. This was something I wanted to emulate, the children at the centre of
the research. Thus I carefully considered my methodology, and the children’s

involvement formed an integral part of the whole research project; my results chapters

provide a significant number of extracts from fieldnotes and interview transcriptions

with the deliberate intention of letting the children’s voices be heard.




3 Organisation of the Thesis

In this first chapter the aims of the research and the central role played by the children
In the process is outlined. I discuss the context of the research, including a
commentary on the political backdrop, and content—driven as opposed to child-
centred curriculum which, I would argue, is prevalent in English education at the
beginning of the 21* century (Grimmitt 2000; Arthur et al 2006). The thesis also has
an international perspective because of the research undertaken in Southern Germany
and in the penultimate section of this chapter I provide an overview of RE in Europe
(Coulby 2000; Hull 2005). Finally I discuss key terminology used in the thesis.

Chapters 2 and 3 constitute my literature review. In chapter 2 I discuss philosophical
positions in Social Science and outline my own views. My research is located in the
wider debate of multicultural education and I explore the concepts of culture, identity,
racism and types of multiculturalism from a variety of international perspectives (for
example hooks 1992% Gilroy 1993; Hall 1997; Delanty and Strydom 2003; Modood
1997; Modood et al 2006; Back and Solomos 2000; Leicester, Modgil and Modgil
1998). In chapter 3 I present a brief history of multicultural education and discuss
different concepts of multiculturalism (Banks and Banks 1995; Jones 1998; May
1999; Jackson 2002 and 2004). Next I consider the theory and practice of
multicultural education, particularly in terms of ‘oppression’, racism and sexism,
especially in predominantly white schools (Nesbitt 2004; Kincheloe and Steinberg
1997; Tomlinson 1990; Gaine 1995, 2005). Case studies and major events concerning
racist 1ssues are analytically described (Parker-Jenkins 1995; Macpherson Report
1999; Halstead 1998). I then discuss racism in children’s lives (Troyna and Hatcher
1992; Conolly 1998; Lewis 2005). The chapter concludes with an appraisal of the
literature dealing with citizenship and RE teaching (Crick Report 1998; Dadzie 2000;
Jackson 2002; Knowles and Ridley 2005).

Chapters 4 and S address the methodology I used. I begin chapter 4 by focusing on
my own research and discuss ontological and epistemological issues, building on the
arguments presented in the literature review (Mason 1996; Blakie 1993), and I discuss

my research design which is ethnographic and child-centred (Christenson and James,

? bell hooks uses lower case letters for her name, I have cited her thus throughout the thesis.




2000; Mayell 2000). I present my research questions and the issues they raise and I
explain how I adhered to ethical guidelines (BERA 2004). I used protective
pseudonyms throughout, and all names of children, adults and schools discussed
throughout the research have been changed to ensure anonymity (BERA 2004; David
et al 2001). In chapter 5 I demonstrate in more detail how my ideology informed the
precise research methods. I critically review my English fieldwork including my use
of collaborative research methods, my adoption of a ‘least adult role’ (Mandell 1991),
and how I used the methodological approach of a ‘bean sheet’ (O’Kane 2000). These
methods ensured the project was a collaborative venture and that it was embedded in a
grounded theory approach (Mandell 1991; Strauss and Corbin 1997; O’Kane 2000). I
explain the three phases of the research- the ‘getting to know you’, the focus groups
and interviews, and finally the presentation of the interim report. The concluding
section 1n this chapter provides a critical appraisal of the German fieldwork which

offers an international perspective.

Chapters 6 and 7 present the results and accompanying analysis. In chapter 6 I present
an analytical discussion of the character and ethos of the four schools which I visited
during the English fieldwork. I discuss the relationships between staff and children,
lunchtimes and playtimes, assemblies, curriculum issues and the Interim Report
presented to schools. Throughout the chapter comparisons are made within and
between schools. In chapter 7 I discuss the process and results of analysis of the taped
interviews with the children in the sample. This is set within the context of the ethos
and character of the four English schools, as outlined in chapter 6. I also describe my
use of the data analysis package N5 (Richards 2000), which provided systematic
analysis of the data, to help support reliability and validity in the research. I conclude
chapter 7 with the matrix, table 7.2, which demonstrates the synergy between the

research aims, research questions, methodology, and findings. This matrix is referred

to throughout the thesis.

Chapter 8 brings together key issues raised by the research from both the English and
Southern Germany findings. Firstly I present a systematic appraisal of the children’s
multicultural awareness and I consider whether knowing more about different cultures
leads to anti-racism or conversely whether having a limited knowledge of different

cultures leads to racism. I discuss the children’s attitudes to ‘other’ cultures and



consider possible influences of the school on children’s multicultural awareness.
These key issues are informed by the findings of the thesis and draw together issues
from the methodology and literature chapters.

In chapter 9 I provide a brief overview of the project. I also describe my findings and
discuss the implications of my research for anti-racist/multicultural/intercultural
education and RE in terms of policy and practice. Importantly I consider how my

findings can be used to effect change (Strauss and Corbin1997).

4 Educational Context: Content versus Child-Centred Curriculum
Having outlined the aims and organisation of the thesis I proceed in the rest of this
chapter to describe the educational context of the research.
The present National Curriculum in England (QCA 1999), I would argue, 1s
concerned predominantly with “content” which, as a teacher educator, I am required
to communicate to student teachers, who in turn, impart this to children (Grimmaitt
2000). Perhaps weighed down by the burden of paperwork and preparation for Ofsted
visits (Ofsted 2007) and SATS (Standard Assessment Tests, QCA 2006), teachers do
not have the time to consider why they are teaching what they are teaching. In my
professional experience they want to be told what the content is and be allowed to get
on and teach it. Brown also discusses this:
How we encourage children to learn is as important as, and inseparable from,
the content of what they learn. Active collaborative learning in small groups
can promote the development of concepts, skills attitudes and the ability to
argue rationally. It is a challenging approach which does not fit easily with a

curriculum geared to compartmentalised knowledge, back to basics and formal

teaching methods. (Brown 1998:91)
Prior to the National Curriculum, teachers had more freedom in deciding on content —
relating it closely to the child’s needs (Stenhouse 1983). Following this model the
teacher could find out what the children knew already, start from this point and
‘scaffold’, Vygotskyian style, the next stage (Vygotsky 1986). This model was In
operation prior to Ofsted inspections, and thus child-centred learning meant allowing
the child to pursue ‘anything’ without rigorous monitoring (Arthur et al 2006). I
believe there has been a change and we are now returning from a content-driven
curriculum, to one that is more child-centred. For example Excellence and Enjoyment

: A strategy for Primary schools (DfES 2003:4) notes:




We want schools to focus on raising standards while not being afraid to

combine that with making learning fun........ Learning must be focused on

individual pupils’ needs and abilities. (DfES 2003:4 and 5)
In my opinion this is a move in the right direction as ‘nouveau child-centred’ learning
has all the benefits of the old style model with the enhancement of rigorous
assessment and appropriate stimulus (DfES 2003).
This is relevant to the present thesis because the educational climate does, to varying
degrees, affect what is taught, together with why and how it 1s taught. If teachers are
engaged in a more content-driven curriculum rather than child-centred, this will have
an impact on values. The content curriculum is ready made — with intrinsic but often
hidden values (Grimmitt 2000). Conversely the child-centred curriculum 1s more
concerned with a child’s involvement in her/his learning, with less imposition of
externally determined values (Moyes 1995; Arthur et al 2006). Sometimes teachers,
especially new teachers and students, find it comforting to have the curriculum
prescribed; certainly it is less challenging when teaching is reduced simply to a
management of tasks which have been decided on by someone else. Thus the teacher
merely has to be ‘trained’ to impart the curriculum in the most efficient way.
Twiselton (2004) suggests that there are three categories of student teacher Task
Managers, Curriculum Deliverers and Concept/Skills Builders. These can be seen as
points on a developmental continuum where Task Managers are concerned with
completing the task but are not so interested in developing learning. I feel that much
of the National Curriculum positively encourages student teachers and in-service
teachers to be, at worst, Task Managers, and at best, Curriculum Deliverers. I agree

with Twiselton (2004, 2006) that children learn more if the tasks are vehicles for

learning rather than being ends in themselves.

It is within this context then that the research took place. I was interested in exploring
the links between the content-driven curriculum with its implicit values, multicultural
and anti-racist education and the child’s own multicultural awareness. I wanted to find
out what the children said about their own and other cultures. I was aware that in
recent years children have had very little influence on what and how they are taught
(Devine 2003). Thus I decided to design a research strategy which would enable me

to listen to the children themselves.



As well as considering the more general context of education in the primary school I
also describe in this chapter the specific subject of Religious Education for two
reasons. Firstly I feel that much multicultural and anti-racist education can be
communicated through the RE curriculum. Secondly I have targeted RE more than
other subjects because RE is my own area of interest. RE is central to my thinking, so
during my research I was concerned to investigate the ‘intended’ and ‘actual’ RE
curriculum (Arthur et al 2006; Moyes 1995). In the following sections I briefly
discuss RE in England and Germany at the beginning of this century because this

formed an important aspect of my research.

5 Religious Education in Europe

The curriculum delivered in schools and HE institutions is “assumed [to be].... true,
worthwhile and useful” (Coulby 2000:1). However Coulby goes on to state that in fact
the curriculum is the result of state and political control. This is especially true in
terms of RE; in France, for example, RE is not part of the curriculum at all (Coulby
2000), and in some Linder (provinces) in Germany (Hull 2005; Baden -Wiirttemberg
1994a, 1994b) RE is characterised by a ‘faith nurture’ approach which contrasts
significantly with the English method of ‘learning about and from religion’ (Teece
2001; QCA 2004). I have considered literature which discusses RE and multicultural
education in a variety of countries (Banks and McGee Banks 1995; Coulby 2000,
Jackson 2002; Korn and Bursztyn 2002;), and this helped inform the research I
undertook in Southern Germany.

5.1 RE in England

In this section I introduce another key aspect of my research - the organisation and
status of RE in England which has been described in numerous texts (e.g. Teece 2001;
Broadbent and Brown 2002; Jackson 1997; Bastide 1999).

In England and Wales RE is determined by the local SACRE (Standing Advisory
Council for Religious Education); SACREs are informed by the National Framework
for RE (QCA 2004). Unlike the National Curriculum there is no nationally agreed
content and local authorities vary according to the prescribed content of their own RE
Agreed Syllabuses. Many Agreed Syllabi make reference to two attainment targets
which can be found in the National Framework for RE (QCA 2004). They are:

AT 1 Learning about religion
AT2 Learning from religion. (QCA 2004: 24)
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The National Framework outlines the two attainment targets and the religions to be
taught, namely Christianity plus a choice of two or more other principal religions, and
or secular belief systems. It also identifies themes to be covered, for example in Key
Stage 2 (7 to 11 year olds) these include beliefs and questions, teachings and
authority, religion family and community, and religions in the world (QCA 2004:26-
27). Through RE, the child in a community school, (the type of school used for all the
main studies undertaken in England) is introduced to a range of religions and cultures.
The School Standards and Framework Act (1998) created four categories of schools
within the state system in England and Wales, which Parker-Jenkins et al list:

¢ Community schools (formerly County schools)

e Foundation schools (formerly Grant Maintained schools)

e Voluntary Aided schools; and

¢ Voluntary controlled schools (Parker-Jenkins et al 1995:17)
Parker-Jenkins et al (1995:17) proceed to explain that all community schools must
implement the Agreed Syllabus for RE but these schools may not have a “religious
character” (Jackson 2003d); but the other schools may do so “based on the school’s
trust deed or traditional practice” (Parker-Jenkins et al 1995:17). Particular faith-
based schools (for example Church of England, Catholic, Muslim, Jewish) receive
state funding (Francis and Lankshear 1993). Independent schools, some of which are

faith-based, promote various religions and philosophical positions (Independent

school 2007).

J.2 RE in Germany
The curriculum in Germany is determined by province and this is in turn is influenced

by the ideologies of the particular political party in power in that province (e.g. FDP
Die Liberalen 2001, Gruene Partei 2001). For my research I spent time in Baden-
Wiirttemberg, Southern Germany, collecting data about the status of multicultural
education in a variety of schools. The RE taught in Baden-Wiirttemberg 1s very
different from that taught in English community schools, because the teachers are
often representatives from either the Katholische or Evangelische church and there 1s
a strong emphasis on ‘faith nurture’ (Hull 2005; Bé,den -Wiirttemberg 1994a, 1994b),

which is not present in the English RE curriculum in community schools, as I have
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argued 1n the previous section. Also the financial basis differs because there are no fee
paying schools in Germany.

In Baden-Wiirttemberg, at the beginning of their school career children’s parents sign
a form choosing the type of Religious education they would prefer their child to be
taught - Evangelische Religion (Protestant religion) or Katholische Religion (Catholic
religion) (Hull 2005). During Religion lessons the class divides with children
attending either Evangelische or Katholische Religion groups. In some schools where
a viable number of children’s parents so request it a third group is set up sometimes
with the name ‘ohne’ Religion (without religion) and sometimes this third group is
called Ethik (Ethics). Ethics is taught as a separate timetabled subject in the
Gymnasium. For those children whose parents did not sign up for their child to have
Katholische or Evangelische Religion lessons there was a difference in provision I
discovered. In my research in Southern Germany I noted that in some schools these
children attended ‘ohne religion’ (without religion) or Ethics classes which comprised
of philosophical enquiry into beliefs and lifestyles. For other children who were in the
minority, perhaps only two or three children in any given class, they simply did not
attend the Religion lesson and sat in a library area or another classroom and they had
no particular instruction as to how they spent this time. Interestingly after the twin
towers incident September 11" 2001 it was felt that more information about Islam
was needed and in my interview with Herr R I discovered that since my original
rescarch in 2001 a new Religion programme has been set up for secondary schools,

namely, Islam Religion (Ldhnemann 2006).

6 Terminology

Mention must be made at the outset, of my use of terminology throughout. I have
been guided by various sources: regional LA (local authority) documentation; the
2001 Census; and common usage in the literature and by communities themselves.
Thus when referring to groups, such as British Asians, British African/ Caribbean and
so on, I realise that they are not necessarily homogenous (Dadzie 2000). Further, my
rescarch instruments, such as the interview prompt sheet, followed official
docum_entation e.g. the 2001 Census. It has to be acknowledged that terminology is
never static so terms which were once acceptable may become unacceptable. For the

purpose of this thesis I followed the Derby City Council (2000) manual Managing
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Cultural Diversity in my use of terms such as ‘heritage’, this is defined as the

“cultural community to which the child belongs” (2000:5).

‘Racism’ and ‘prejudice’ are defined and discussed in chapter 2, so here I briefly
point out that there are a variety of racisms (Boxill 2001; Solomos 2003), including

institutional racism.

Aboud (1988:6) discusses children’s ‘minority ethnic awareness’ but I preferred
‘multicultural awareness’ because 1 felt it was a broader term, encompassing for
example religious affiliation, belief and practice. Similarly I employed the term
‘minority ethnic’ (Dadzie 2000), particularly with reference to school intake, ‘high

proportion minority ethnic schools’ and ‘predominantly white schools’ (Troyna and

Hatcher 1992).

Summary
In this chapter I have outlined the personal background to this research, introduced the

central aims and explained how the thesis has been organised. Comment has been
provided on the present wider educational climate, and in particular the status of
Religious Education in England and Southern Germany where I undertook fieldwork.
I have acknowledged that terminology is a contested area because of constant changes
and I have provided explanatory notes as to its usage in my own research. Having
provided an introductory contextual framework, the next chapter focuses on

philosophical dimensions within the literature.
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Chapter 2: Literature Review of
Philosophical Positions in Social Science.

Institutional racism [is] the collective failure of an organisation to provide an appropriate

and professional service to people because of their colour, culture, or ethnic origin.

(Macpherson report 1999:6.34)

The four sections of this chapter are as follows:

1. Philosophical Positions in Social Science

2. Culture and Identity

3. Racism

4. Equality
Having discussed in chapter 1 why I embarked on the research, in this chapter and the
next I locate my study in the appropriate literaturé. I begin with a brief summary of
general trends in the philosophy of post-empiricist Social Sciences and comment on key
debates, for example that concerning the nature of ‘a culture’ in relation to realism and

anti-realism/constructivism.

1 Philosophical Positions in Social Science

It is not the case that a researcher can pose a research question (in my case “what is a
child’s knowledge and what are her/his attitudes concerning her/his own and other
cultures?”’) then simply design a study, collect data, analyse it and (like an input/output
machine) produce an answer. Rather, the researcher needs to consider her/his position
about the nature of the concepts/issues to be studied (in my case ‘culture’, ‘identity’ and
‘racism’) in relation to notions such as knowledge, truth, uncertainty and essentialism

(Delanty and Strydom 2003).

A range of positions could be adopted — for example, the reflexivity view (Giddens

1984), the post-modern feminist standpoint (Hill Collins 1986, 2006), the rational choice
stance (Elster 2003), and the opposing positions of realism (Bhaskar 1975; Hill Collins
1998) and constructivism (Knorr-Cetina 1993; Hacking 2003). I shall discuss these key

approaches and positions in Social Science research and outline my own position, which
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draws on a feminist post-modernist standpoint (Haréway 1988; Hill Collins 1986), and
subscribes to a constructivist rather than realist understanding of phenomena.
1.1 Reflexivity
In my research I felt, to a certain degree, that my presence affected the way I was able to
collect data. Reflexivity has been defined as:
Self implication or the application of something to itself, and thus in social
scientific methodology it indicates an epistemological position in which the
researcher questions his/her own role in the research process. (Delanty and
Strydom 2003:370)
This was especially evident in my research particularly my relationship with girls in
school D and school X (as will be described in the methodology chapter — chapter 4). My
ability to obtain access to the South Asian girls’ social network in school D (high
proportion minority ethnic group) in my opinion gained me the trust of these girls, who
were very open in their interview (see for example D2). By contrast, I (unintentionally)
alienated some girls at X school, as I did not occupy what I describe as traditional female
space. Therefore I acknowledge the impact of reflexivity in terms of the impact of my

presence in the research process.

1.2 Standpoint
There are several standpoint positions, which I describe in this section. Delanty and

Strydom argue:
[K]nowledge is never neutral but reflects the standpoint of the knower. (Delanty
and Strydom 2003:371)
The strong standpoint view advocates that only women can ‘do’ research about females
and one would be led to deduce that only men can study men and only children, children.
Although I recognize this argument (Delanty and Strydom 2003: 371), I think that 1t 1s
possible to gain valuable insights into the lives of others, so long as one is aware of, and
takes into consideration, the influence of one’s own gender, ethnicity, class and age (both
as to collection and interpretation of data), and the limitations of being an outsider (Hill
Collins 1986). However, scholars have criticized the subjective, as well as the objective/
masculine approach and Haraway (1988), in her weak standpoint position criticizes both

strong standpoint’s dismissal of the neutral masculine approach in favour of a feminist



15

subjective standpoint, but she also rejects subjectivism. Conversely Hill Collins (1986),
who represents Black feminism, postulates a post-modern feminism which rejects both
weak and strong standpoint in favour of multiple and overlapping standpoints (Hill
Collins 1986; Delanty and Strydom 2003:371). In both my own research and that of
Connolly (1998) (which I discuss at length in chapter 4), I would emphasize the

importance of race, class, gender and, in the case of Connolly and myself, age. It is not
possible to collect, analyse and interpret the data without recognition of one’s own
presence, and possible influence. Thus this post-modern feminist standpoint requires that
thought be given to the way the children responded to me as a white, middle class,
educated, female adult and how, as such, I interpref their words and behaviour, taking

into account my intended audience.

1.3 Realism, Constructivism/Anti-Realism

Finally I address the realism versus constructivism/anti-realism debate (see Bhaskar 1979
and Hill Collins 1998). For realists:
An external reality exists which is independent of human consciousness yet can
nevertheless be known. (Delanty and Strydom 2003:376)
Constructivism on the other hand argues that all Science is constructed by social actors so
Social Science must be viewed as a “reality-creating force” (Delanty and Strydom
2003:372)'. The stronger idea of constructivism has been criticized by Hacking (2003) in
his example of ‘teenage-pregnancy’. He argues that although that term has been
identified as a social construction b<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>