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Abstract

This thesis deals with issues of sport, gender and identity within schooling.
It focuses on six physically active girls as they made the transition to
secondary schools in London and coesstthe social and educational
contexts that framed their involvement in physical activity and sport over

this period.

The research involved-depth interviews with the girls, and their parents,
teachers and friends, over a period of four years, beginvtieg the girls
were in Year 5 and finishing when the girls were aged 13 and in Year 8.
Over this period | also carried out ongoing observations at physical
education lessons, aftechool sports activities and a local youth running
group.

The analysis expres the social and emotional processes and identifications

that made girl sdé participation more or |
time. It considers how girls who had once found immense pleasure and joy

from physical activities came to feel disintexin the PE curriculum,

unsure of their physical abilities and unable to see sport as relevant in their

bids towards academic or social success.
schooling contexts, their relationships with friends and peers, theitphre

and class aspirations and their access to outdoor space. The findings suggest

t hat soci al class and privilege were par
involvement in sport and that decisions around their participation were often

made within the overridig context of an achievemenitiented education

system.

|l draw attention to the broader context
the particular ways in which the girlso
identities mediated their participation. Iseggt t hat girl sd contr acf
positioning within dominant discourses of health, ability, sexuality and

academic success held particular connotations for their participation, often

making sport and physical activity difficult to access at the secondarglscho

level.
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Chapter One Introduction to Girlhood, Spoart and Physical
Activity

I n a context of increasing concerns

and physical (in)activityBhaisatkled t o

2008b, Gard and Wright, 2008)is thesis provides a nuanced account of
the complex processes surroundings
activity. The research was based at a variety of primary and secondary
schools across Londpwmariously positioned within an overriding

educational standards agenda. My analysis centres on issues relating to
gender, youth, class, ethnicity, sport and identity by employing insights
from both the sociology of sport and the sociology of educatidh,av

particular feminist orientation. Drawing on the experiences of a group of six
key girls over a period of four years, | trace their ongoing constructions of
gendered identities as they made the transition to secondary school. My

analysis complicatessr ai ght f or ward suggestions

gains in sporting achievements are indicative of their newfound equality,
despite acknowledging many of the benefits that might arise from this
participation. Specifically, it questions the access and ocbs$tss

participation by exploring what identities are made available within current

models of sporting engagement, and which are excluded.

Since the introduction of the Sex Discrimination Act (1975) and the Gender
Reform Act (1988) in the UK, women andlg have made impressive gains
within the fields of sport and physical activity. They have entered into elite
competition in unprecedented numbers as well as comprising growing
participation rates in a broad variety of amateur sports and physical
activities both nationally and internationa(iintoff and Scraton, 2001,
George, 2005, Roster, 2007, Wesely and Gaarder, 2004, Scraton et al.,
1999. The muckcelebrated victories of female British athletes in the

Beijing Olympics served to highlight the impressive progress of female

sports performances and might even

alreadyachieved equality and success in formenialedominated fields
(Cochrane, 2008)
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Yet despite early feminist calls for an emphasis on sociality and democratic

participation, models of dominance and competitiveness seem to have been

uncritically acceptedinwmendés versions of for mer |

sports. The continuing association of sports such as football with

masculinity had implications for gi

practices associated with conventional masculinities and femininities in
school . Moreover, although womenos
widespread, the lean, young bodies of female athletes are frequently

sexualised and are used to endorse a variety of commercial products. Such

y ma
| s& |
sporti

i mages maintain an e ncthiagandappearanca f emal e

over and above her physical performances. This form of prioritising was
something the girls were well aware of as they struggled for attention in the

heterosexuali sed hierarchies of t hei

mass peicipation in activities such as aerobics, gym training and fitness

classes are progressively tied in with weight concerns and a continuing

refinement of O6plasticbd bodies seen
upon(Bordo, 1993, McCormack, 1999) Gi r | sé6 take up of

and the conflictig tenets of ability and health messages were important in
defining their sports participation, though they often provided contradictory

messages for young women to somehow work within and between.

It is these shifting, seemingly contradictory possibaitid sport that make it
ripe for gender investigations and possible reconfigurations. Sport and other
forms of physical activity act as sites in which conventional identity norms
can be either confirmed or interrupted, and where the embodied capacities
of individuals can be challenged and/or reinforced. As Cara Aitchison
(2007: 1l)explains:

The mutable nature of sport, of identity and of the relationship

between the two offers possibilities for resistance, contestation and
transgression of hegemonic gender and sexual power relations.

Within this thesis | consider sport to be a site in whiicls gnight subvert
dominant gender norms but at the same time reveal how these possibilities
are inherently constrained within overriding discourses of ethnicity, ability,
health, gender and achievement.

r pe:t
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The research centres on a group of girls who wigigjhengaged in

physical activity in primary school. Throughout the thesis | explore the

ways i n which this sporting engagement,6
ongoing gendered identities, shifted as they moved into the first two years of

secondary sajol. The data are drawn both from an earlier study in which |

acted as research officer and then from my PhD project, where | followed

up with former participants from this previous study. In 2005 | acted as

research officer on an ESRGnded study into tmboy identities in primary

school, directed by Professor Carrie Paeéhiére research was conducted

at two primary schools in London and | carried out interviews and
observations with girls who were identif]
Years 5 and 6f their schooling. Our research suggested that these identities

were strongly related to the girlsd invol
focused on were thus particularly active
while the girls were in Year 6 and | eted to follow up with them as they

made the transition t oupécowdrartyh e cfhiorod t.
years of their secondary schooling formed the basis of my PhD study. The
research thus traces the inwdliwement of
girls as they moved from Year 5-{® yo) to Year 8 (123 yo) in schools at

divergent locations across London. Over this period of time | was

particularly interested in the overriding contexts and discursive landscapes
surroundi ng eméntin spdrtand phisical activityl To this

end | conducted a longitudinal series of interviews with each girl along with

her parents, friends, teachers and coaches, as well as carrying out detailed
observations in the gothridnandoutgdegfsi cal act i
their schools. The research is therefore
sport and physical activity, as well as the ways in which this involvement

was framed by the girls and significant adults invested in this sporting

engagemet.

Adolescence, and particularly the transition to upper secondary school, have

been identified as key points at which girls are likely drop out of sports

'Tomboy Il dentities: the constructionectand maintena
number RES)0-22-1032.



and/or to disengage in physical education and aciW$FF, 2007Green

et al., 2007, Flintoff and Scraton, 2001, Hargreaves, 19943 research

therefore provides important insights into the shifting, complex processes

whereby girlsdé engagement in sport and pl
more or less doable, thinkabl and reali sable over this ke
involvement in sport has been premised in a number of recent media and

government initiatives which have focused increasing attention on the

bodies of young people grounded in concerns around their physi¢al wel

bei ng. Di sparities in girlsd involvement
with boys) are thus seen as particularly problematic and are used as

justifications for ongoing incentives in schools and sports programmes more

broadly(Youth Sport Trust, 2007, DCSF, 2008&hese justifications

i nclude concerns around health as relate:
(Gard and Wright, 2005s well as the drive to develop young people into

elite athletes in the leadp to the 2012 Olympics in London. Such

incentives and their focus on constructions of ability and health taken

on a growing importance in framing young
and physical activity. Accordingly, schools and related adults often express

a range of justificatory explanations ar
disengagement, many of whicre&keen to place the blame on girls

themselves in targeting girlsé | ack of m

As | began the research | was often made aware of these explanations about

girlsé involvement in sport, towvhich seeme:
individual girls. Casual suggestions that girls drop out of sports because

they do not want to get dirty or are too worried about what boys think of

them seemed both trivialising and unreflective of the difficult situations

many girls face in construaiy their ongoing identities in relation to social,

academic and sporting contexAs a feminist researcher it was important to

me to portray girls as competent social agents within wider social contexts

that often made their continuing involvement in $palifficult and

sometimes nearly impossible to sustain.

Rat her than positioning girlsd involvemeil

from which girls have been passively disenfranchised, the research sees girls

1C



as actively constructing gendered identiaesoss a range of educational,

peer and sporting contexts beset by ongoing structural inequalities.

| mportantly, |l situate girlso involvemen!
schooling and the unequal differential access to schools variously invested

int he overriding standards agenda. Girl sbo
educational context and their construction as the ideal subjects of modernity

are thus especially important in considerations of their sporting engagement.

Successful girlhood

Within pod-feminist formulations, girls have been regarded as the new

educational success stories and their achievement in school (particularly in

relation to boys) has been used as evidence of this newfound equality

(Francis, 2000, Epstein et al998) This model of progression has often

been attributed to the success of liberal reforms, which have led both to

girl sé6 educational achievements and to t|
traditionally maledominated arenas such as sports. As the newly
@spirational subj gldatris, 2004b,fMcRokbae,| | ber al ref
2009)young women are said to be poised to take up flexible positions

within a risk society characterised by unstatdémands in the economy.

Leslie Heywood2007)looks in particular at the iconography of the female

athlete as applied in bo#dvertising campaigns and programmes aimed at

Okeeping girls active.d Such programmes,

wed the discourse of liberal feminism with that of neoliberalism,
presenting sport as a space where girls learn to become the ideal
subjects of a new globaktonomy that relies on individuals with
flexibility who are trained to blame their inevitable failures on
themselves rather than the system their lives are structured in.

(Heywood, 2007: 113)
Within this formulation, goDbl¥,s are said 1
takeresponsibilityfor-y o ur s e | {Heysvaoth PO87 118Such a
subject is well placed within both the job market and the educational market
where tenets of neoliberalism such as achievement and performance are
increasingly perasive(Ball, 2003b) Yet as Walkerdine, Lucey and Melody
(2001)point out, social class continues to play a powerful role in

positioning girls as able to take up such opportunitiehidvement

11



discourses that translate across academic and health contexts may be

especially salient in middle class notions of-seifualisation and

development{Evans et al., 2004 he work of Evans, Rich, Holroyd and

Davies(Evans et al 2008a, Evans et al., 2008b, Evans et al., 2083)

provided an important critique of the influence of healthism discourses

within schools and their i mpact on young
and achievement, particularly for young women. Thark suggests that

the slender, toned female body has come to function as a particular marker

of success alongside grades, extracurricular activities and other forms of

achievement. The ways in which schools construct such models of success
arethuspartcl arl'y significant both to girlsd i
physical activity and to their academic pursuits. Throughout this thesis |

explore relationships between these processes.

As | began the research my questions centred around whether girls whose

phy si cal activities contributed to the col
primary school might be able to sustain such identities alongside their

involvement in sport and physical activity into secondary school. However,

| soon found that the construatiof tomboy identities was less salient to

girl sé sports activities than, for exampl
contexts, and my research questions developed into the following:

1. How do girls take up, resist and negotiate gendered identities
betwe=n and within sporting and schooling contexts?

2. What contexts and processes held significant implications for young
womenodos participation in sport and ph

3. How do girlsdé relationships with peer
their sporting prticipation?

4. What overarching discourses framed gi |
physical activity over the transition to secondary school?

The aims of my research thus included the desire to attempt to understand

girl sé partici ptybbth foom theirmwnmpérspeciivesand act i v
within the important contexts of schooling and the educational market. This
marketisation of education is exemplified in the exchange value of

credentials such as sporting and academic accomplishments. Thus although

12



the research is primarily about girls in sport, the findings have broader
implications in their contribution to ideas about ability, bodies,

achievement, gender and schooling.

Chapter two describes my theoretical orientation and outlines my

understandingf key terms including identity, gender and the body.

Drawing on Foucault, | discuss feminist uses of his work in relation to

gender and physicality, in particular hi:
governmentality. | emphasise the importance of schgah embodying

subjects and as sites for the construction of physical identities.

In chapter three | detail my methodological approach as well as outlining

the various methods of inquiry used in the study. | describe the process of

longitudinal, qualitatre research using interviews and observations. A key

concern is my ongoing relationships with the girls over four years of

research and | discuss these dynamics wil
devel opment as O6r esear adress comserydand parti ci p
ethical conduct are also explored.

Chapter four provides some background to
participation in sport and physical activity at primary school. | then

separately introduce each girl as well as the fowerdient secondary

schools the girls continued onto.

Chapter five focuses further attention on these secondary schools by
considering the ways in which they are positioned in the educational market

and the effects this has on their sporting provision andtcuctions of

6successful girlhood.d | trace a brief hi
girlsé involvement in sport before consi
Oproblembéb in relation to girlsodé involvemi

Chaptersit ooks at the girlsd and their parent
and their understandings of ©6éa good educ:
emphasis on competition and performance within the current educational

context and consider the particular and wuthfad implications this has for

girl sé involvement i n thepddfereantial My att ent i ol

privileges that could be accessed through sport and how girls were more or

13



less able to take these up as well as the psychic and emotional sacrifices

girls made to these ends.

I n chapter seven | consider girls const |

O0sportyd, oOgirliedéd and o6cl everld s

0

their peer and friendship settings and i |
ubj ect |
a

suggest that the construction of Ospor |
at middle class schools where girls could simultaneously invest in positions

of 6clever 6 and 6niced femininities.

In chapter eight I discussthe@®@ r r i di ng dil s bdur Sadbi di tyglde a
60fundéd as they framed girlsé involvement |
at girlsodé negotiation of these framewor k:
sometimes created conflict and frustration for girls as they attempted to live

out oftenopposing understandings of sports participation. | suggest that the

shift in emphasis towards adult constructions of performance and elitism in

secondary school from a model of fun and participation in primary school is
particul arl y engapememti cant for girl so

Finally, chapter nine considers the spat.
in and around their local areas. | consider the construction of gendered space

at girlsdé schools and the implications t|
the ways in which constructions of girl st

physical engagement within outdoor space.

My final analysis suggests that girls are positioned amidst a range of

conflicting discourses around their participation in sport thatlewh

constraining girlsodé participation in vari
difficulties girls face and render them apt to accept personal responsibility

for their o6failured or O6successd6 i n maini
0heal t hy 6urther Suggsst tlyat spost and physfcal activity form

important sites in embodying schooled subjects and where social class holds

particular implications for girlsé engag:

As is common in feminist research, part of the impetus for my inatistig
and interests rests with my own sporting history and ongoing engagement in

physical activities.

14



A personal journey

Sport is something | began enjoying in my rhienties, far beyond the
time when young people are expected to foster such interests aode

their individual 0talentsdé6 in increasingl

(Sports Coach UK, 2004Amidst a range of classes | had enjoyed in
school, PE had been a dreaded subject aadrat | dropped out of as soon
as possible. I left school with very little confidence in my physical abilities
and without much sense of the joy that camaraderie through team sports
might present, an experience not uncommon for many young women
(Williams et al., 2000, Williams and Bedward, 2002right and Dewar,

1997) At university | dutifully went along to the gym, constantly aspiring to

a body shape that seemed out of reach but somehow morally compelling.

When | took up running after my first

endeavour quidlg became compulsive as it combined with restricted eating
patterns, guilt and depression over the futility of a constant striving towards
bodily wvalidation. It was not until
Masters in Vancouver that | started hink about what my body could

achieve physically (and the joys of this exertion) rather than seeing my body
as a force to be struggled against. In the context of a soccer pitch, the thighs
and bum | had so hated all thosergeallowed me to sprint towards the ball

before my opponents got there. | loved soccer and could not understand why

y e

j ol

my father (who had coached a boysdé team)

daughter in the sport. Three years later and now living in London,ea kne

injury forced me to give up soccer and to switch back to running. This time
though, the motives were very different and the running took place in a
participatory and supportive womenos
for my first marathon in 2009’ herefore my new foray into running

coincided largely with the research, something | explore more fully in the
methodology chapter. My interest in sport is inevitably tinged with personal

feelings of regret, injustice, humiliation, pain and joy that | dowdt help

runi

carrying with me as | began my research |

These both sustained my interest in the topic and inevitably shaped my

15



emotional and analytic engagement with t|

sport and schooling overdltourse of the research.

Why does sport matter?

Many feminist and educational anal yses mi
involvement in sport and physical activity (or lack of it) is surely secondary

to more consequenti al I Ssuenmdsacklound gi r | :
equality and therefore that it represents a diversion from these more pressing

matters. Indeed such critiques might point out that sport and physical

activity operate as just another OprojecHt
expected to maintaistandards of physical achievement in line with a

broader system of body fascism. While | am somewhat sympathetic to these

claims (and certainly well aware personally of the potentially compulsive

nature of exercise and physical fithess), | hope that ralyses might

challenge this common conception and indeed the broader marginalisation

of physical education studies within education more broadly. My findings
demonstrate the i mportant | inks between
achievements, as well as thaience of extracurricular pursuits within

broader processes of educational differentiation and inequality.

On a more emotive | evel, | am concerned
sport and physical activity because of my observations of the girls s Yea

5 and 6 at primary school. At that time | worked with a group of girls who

took great pleasure in various physical pursuits that seemed to bring them

joy, confidence and a sense of personal achievement in supportive settings.

As the girls reached secaary school their engagement somehow shifted

and many of them became convinced of the efficacy of discontinuing their

sports involvement. Some of them believe
others were told that they were not good enough, many shiged th

motivations towards health and performanekated targets and sometimes

they were informed that the space available was already being taken up by

boys, many of them their brothers and male peers whose participation in

physical activity was consisteptidentified as more important than the

girlsé. The reasons that girls may di sen:

16



intimately situated within their educational contexts. This thesis therefore
documents the processes whespatby a group
became more or less realisable as they made the transition into the initial

years of secondary school.

17



Chapter Two The Development of a Physical Identity:
Bodies, gender and identity

Introduction

This chapter outlines my theoretical approacth anderstanding of key

terms including the body, gender and identity as they are applied within the

study. While employing a Foucauldian perspective on processes of identity
construction, | seek to expand this view
lived experiences of their bodies and the ways in which they might go about

chall enging particularly gendered habits
(2002, 1995p n d S h (2003, 2004yvéris to explain how gender can

be seen as an embediprocess of identity construction carried out in

particular sites including sporting and schooling contexts for girls positioned

by discourses of oO6racedé, social <class, gt
seeks to capture the ways that the girls, dsoelied subjects, act back on

the world in processes not just of subjectification but of agency and capacity

in reshaping their social contexts through a series ongoing and dynamic

resignifications and negotiations.

Research exploring the relationship beéw schooling and identities has
flourished in the past decade, with part.
gender as powerfully constraining discourses in constructions of success or

failure in educatiorfGeorge, 2007a, Bettie, 2003, Gonick, 208Bain,

2003, Benjamin, 2002, Frosh et al., 2002, Renold, 2005, Jackson, 2006,

Youdell, 2006, Reay, 2001cA central contention within much of this

research has been the dual recognition that while identity is socially
constructed andealyl®b)itsalsodighty er asur

implicated in the differential, unequal access to current models of both

school and social achievement. Concurrent with this growing interest in
identityandscbol i ng, a Oturn to the bodyd withi
the corporeal aspects of subject forma(shilling, 1993, Turner, 1984,

Young, 2005a, Grosz, 1994lhis perspective has been critical of a

percev ed Oprivilegingd of the discursive as

emphasised the role of the body in terms of both agency and identity.

18



Despite this broader emphasis on the body and processes of embodiment,

Shilling (2003:19) suggests that the sociology of education has been

insufficiently attentive to schooled bodies and to the ways in which the

education system shapes and monitors such bodies. This inconsistency has
created a situation i nscontinuecbbanchi | drenbds
O0absent (Shiling,2@08: 8)&Vdile theories within the sociology of

the body are primarily taken up wigtdult bodies, much educational

research with children has been inattent.
childrenas Okieste mbodi ed, gender(Raechtdrhut not sex

2006:122) These dual devel opments seem to pr
where childrend6s bodies, nscmodl,agarti cul ar |
seldom considered. Yet young peopl eds bo

of schooling, particularly as they are defined through developmental models
that posit normative progression along both physical and intellectual

schemas:

Children aredefined through their bodies, bodies that are seen to
develop and mature in relation to externally derived conceptions of
their social, intellectual, physical and moral competencies.

(Jenks, 2001 :68)

Schools act as strategic sites for the monitoring and proliferatitesé

models of development through technologies such as the National

Curriculum, which measure specific levels of achievement along normative

l i nes. More recently, a strong O6obesityéo
i mpl ement ati on of momte andicessichas®ady | at i ons t |
Mass Index (BMI) and food intake among school childivans et al.,

2008b) Bodies that are not seen to adhere to these normative models (and

are subsequently defined as obese, pregnant, disabled) are thereby

pathologised within schools and rendered probleniBgnjamin, 2002,

O'Flynn and Epstein, 2009paechte(2006 127)notes that an emphasis on

the Omental 6 aspects of education has | e
physical bodies in educational research

academia seems barely to have registered.

19



Research within physical educati(PE) has often placed more emphasis on
the material body. This might be due to its central focus within the PE
curriculum, which is explicitly concerned with the physical performances of
young bodies. A range of r ecwmecastof research
PE has implicated physical education in the production of gendered, classed
and racialised bodig¥Vellard, 2006a, Kirk, 2004, Oliver and Lalik, 2001,
Garrett, 2004b)David Kirk (2004)draws attention to the differential
statuses bodies in school are accorded, leading to differenipaiteut
The body and the bodily or physical capital invested in it play key

roles in the production of social inequalities [in which] school physical
education and sport contribute significantly.

(Kirk, 2004: 53)

Yet it might be argued that the findings from research in physical education

have oftenemained marginal to educational studies more broadly, thus

limiting the opportunity for making connections between academic and

sporting or physical education contexts. Recent work by Evang20G8b)

seeks to bridge this divide by making explicit links between educatmial

PEH (physical education and health) contexts. The authors contend that the

circulation of performance and perfection codes across these contexts

creates Obiopedagogiesd in which academi
increasingly narrow and compulsiwdeals of achievement. This work

pl aces the schooled and 6healthifiedb bo
links made within this research have been useful to me in suggesting that

girlsé involvement in sport hiswd physical
involvement are not solely related to these physical contexts but have

broader implications within social relations and schooling. Indeed my

research found that girlsé decisions ar ol
out to be strongly related to ihacademic trajectories and to the various

forms of physical capital on offer to them.

Chris Shilling(2004)d escr i bes physical capital as be
other social fields through a process of cultural translation. In this view, the
cultivation of specific bodily habits and dispositions are able to accrue value

that may or may not continue to resonate in other social fields such as

20



education, employmengpcial networks and financial capital.

Extracurricular accomplishments (such as sports) can act as markers of
Oweglolundeddé subjects in a competitive edu
and the meanings attributed to them are therefore not only releithint w

physical activity settings and such meanings translate across contexts,

including peer hierarchies and academic fields, as is described in chapter

seven.

Girls in school

The girls in my study could be seen to be aware of their bodies both in the

significance of the physical changes that occurred with adolescence and in

the pleasure and skill such bodies could enact through their involvement in
physical and other activities. | mportant |
medium of expression that conveyed keessages to others about their

identities and girls were therefore concerned about the maintenance and
appearance of these bodies. Judgements al
harsh peer evaluations where bodies were hierarchised along culturally

coded lires of attractiveness, slenderness and ability. This was often brutally

evident to the girls, even as they at times perpetuated these hierarchies.

Various authors have suggested that the structure of PE settings, where

girl sé bodies aregobohsdi pprayoéi pasi madpa
problematiqCockburn and Clarke, 2002Yly theoretical approach seeks to

expand from this perspective tiugh specific attention to broader

educational and peer settings, which circulate discourses of achievement,

ability and health in relation to girlsbé
bodies can be seen both as personal resources in accomplishitly soci

acceptable selves and as social symbols that are inevitably caught up in

relations of power.

A

Women and girl sdé engagement in sport and
considerably over the years, though women continue to be less valued for
theirparticpat i on i n most sports. Moreover, des

their participation, womends sporting bot
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inferior to menb6és and the spectre

sway in popul ar t ho wmgabilitesar ound womenos

The naturalised body and sport

Naturalistic perspecti vessocabadson o
which superstructures of the self
36). By privileging the biological, genetic and/or evaoary aspects of
individual agency and behaviour, such perspectives have tended to ignore or
minimise the importance of cultural and social adaptations and organisation,
thereby essentialising complex social patterns into biologically determined
output$. Essentialist theories of bodily difference have been
overwhelmingly applied within the realm of sport both to justify male
domination and to naturalise the performances of racialised bodies. These
arguments inevitably draw on hierarchical binaries andligmirsive
distinction between nature/culture, male/female, subject/other,
primitive/civilised (Fanon, 1986, Said, 1978, de Beauvoir, 19T8g
alignment of the feminine with the body has itself served aswa dbr
oppression, as Butler argues:

Reason and mind are associated with masculinity and agency, while

the body and nature are considered to be the mute facticity of the
feminine, awaiting signification from an opposing masculine subject.

(Butler, 1999a: 48)
By attributing feminine selfhood to the female body, women were
positioned as unable to transcend such bodies and therefore as constrained

of

pr emi

and

S

t he

S |

S

O (

to Ilive out the biol ogi cabodies(aed r eproduct |

Beauvoir, 1973)

In Victorian England, an ideology of domestic feminynitas celebrated
particularly among the upper cl ass
of f emi ni rRetchee BO84AnAnssach a context, women were
seen as being both innately geared towards the creation of children and as
naturally nurturing, caring and supporti¢&hilling, 2003) Sport and other
physical activities were therefore viewed astoh unsui t abl e t

2 For extended critiques of these perspectiveCesmell, R. W. (200255ender Polity
Press, Cambridge, Head, J. (199®derstanding the Boys: Issues of behaviour and
achievement-almer Press, London.
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physically inferior dispositions and as |
reproductive capacitigdlargreaves, 1994)Such restrictions often served as
self-fulfilling prophecies since tight corsets and lack of activity did in fact
weaken womends physical abilities. The f
0feminine regi meso6 i rMytlaimstthtworenkbadt hen use:

naturally weak and fragile constitutioftdargreaves, 1994: 47)

The developmentfo womends col |l eges foll owing call
played a key role in both legitimating and promoting physical activity for

girls in EnglandFletcher, 1984)This linkage continues today with most

girlsé first experiences of organised sp:
settings(Williams, 1993, Williams, 1989)This was certainly the case for

the girls in my research and it often meant that negative experiences in PE

created an assumption that all such participation in the said activity would

be similarly experienced.

Hi storically in Engl and, girl sé physical
through the Ling system of gymnastics developed across England by

Madame BergmaOsterberdFletcher, 1984)The success of these

programmes might be seen as paving the way for the social aceeptanc

moderate physical training and activities for women, leading to the adoption

of team sports practiced across boysd pul
traditional mal e sports were modified wiH
curriculums in ordertoaccouhtor gi rl sé O6WScratktner 6 physi ol c
1992) Traditional boysdé6 games were adapted
versions sue as netball and hockey in order to avoid physical contact and

t he appear an(@a&atoa,flo2:29) inlEgghsh scho®ls) netball
continues to be seen as perhaps the girl:
primary schools | researched at introduced this sport for girls in Year 6.

Those girls who had been playing football but found this pursuit

increasingly difficult to sustain readily took up netball, as | describe in

chapter four.

While games such as netball and hockey have become more acceptable for
girls, they continue to endorse biologic:

capabilities by suggesiy that women are physically less suited to male
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versions of sport. Hargreavg994: 68)suggests that in public day schools
girls were further expected to maintain ;

in order to compensate for their vigorous gguteey

Physical education programmes continued to be highly divided along lines

of social class iexpectation of the future roles and orientations of working

class and middle class girls. Programmes for working class girls revolved

around discipline in the form of drill routines and were used to reinforce

class hierarchy. Hargreavg994: 73)describes such physical training

programmes as Opar tcloads st h eh talishedocnt yuor ee so f |
through 6the ability to define and contr
The differentiation in terms of the cl as:
highlights the role of physical education in maintaining social class

distinctions.

The populaty of sport and physical education for women and girls

developed into the 2century despite institutionalised resistances such as

the Football Associationb6és ban on womenao:
years(Newsham, 1997)n addition to such overt barriers, sport continued

to be seen as masculinizing while female athletes struggled to prove their

capabilitiesChoi, 2000) Struggles over resources and opportunities in

sports have often resorted to arguments of female physical inferiority. As

Choi (2000:14) points out, it was not until 1984 that women were allowed

by the alimale International Olympic @nmittee to compete in the 3,000

metre and marathon distance races at the Olympics because these were
considered to be 6too strenuousd6. Today
continue to hold sway in our common sense assumptions about sport and

gendersuc as in differential rul es for menés
(LTA, 2010)

Boys and men are often seen to be both more enthusiastic about sport and
as naturally more talented, thus justifying the resources and funding that are
put towards their training and performance. Justifications for male access to
sport are often unders@a by biological arguments that an excess of male
testosterone means that boys are naturally more energetic and must release

this energy through sport lest it bubble over into aggression. Certainly at all
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the schools | researcslbhedchbo(andexhet d@dma:
girl sé secondary schools), space was set
other spatial restrictions and this was often justified through reference to

boysd ener gy | €199)explains Aimiladamhnmentd-bboatd

male testosterone have been put forward in seeking to explain why some

boys are struggling with academdie mi ¢ wor k.
achievement have led to the adoption of footbaknted reading projects

such as O6Playing For Successd® where chil
expectation that this wildl (bharpret ai n boys
al., 2003)

Racialised bodies in sport

Despite a history of racist exclusion, the growing presence of black athletes
in various spding contexts has been held up as a symbol of democratic
success that is often also backed by biological arguments around a superior
black physiqudJarvie, 1991)Male and female black athletes are often
considered t o b epadiculartspontireyevenisGuclsasper i or i n
athletics, football (in the UK) and basketball (in the US). Such discourses
can be linked back to associations between physicality and blackness set in
racist ideologies. As bell hook$992)points out, the legacy of colonialism

and slavery continues to assert itself in an ideological connection between
blackness and corporeality in a belief that black bodiesoanelsow more
passionate, stronger and hypersexual. hooks connects this construction of
corporeality to the objectification of black slaves on the auction block when
they were treated as property to buy and sell. Within contemporary
discourses this connecti@ontinues to be played out in the association of
black bodies with sporting prowess, sometimes backed by a biological claim
that sl avery bred strength and agility i.1
particularly suited to sporting achieveméRary and Parry, 1991)

However, the near absence or ekepresentation of racialised minority

groups in specific sports such as cricket, tennis or boxing suggests that
sociccultural contexts of racism, poverty and familiarity are much better
explanatory fators for sport uptake by particular groyj@goodward, 2007,
hooks, 1992, McDonald and Ugra, 1999)
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These critiques necessitate an interrogation of racism as it operates in the

constitution of subjects within various sporting contexts. The experiences of

black and Asian women withsport in the UK suggest that culture, gender
and racism work in different ways on specific groups of women (Lovell,
1991). Lovell expands on the role of racist stereotypes in mediating
womends experiences of sport. She
aacessible to AfricarCaribbean women allowing them scope for enjoyment
but contributing at times to stereotypical depictions of aggressive black
femininity. For example, media representations of the Williams sisters in

tennis have overwhelmingly relied aacralised depictions emphasising an

aggressive physicality in contrast

(Douglas, 2009)Concurrently, the depiction of Asian women as embodying
a weak passivity has justified their nparticipation in ten impractical
sporting arrangements that have failed to take into account religious and

cultural requirements for participatigde Knop et al., 1996Pespite the

suggesH

with

presence of the Muslim Womends games, whi

profile of female Asian athletes, the takge of sport for many ethnic

minority women is still oW(WSFF, 2007) T h e griencds sf&pore X p e

at school were necessarily mediated by their ethnic positioning and

expectations around their achievement, something | look at more closely in

chapter six.

The female adolescent body

Sporting inequalities continue to be reinforced bydmatally determinist

vi ews around gender and O6raced but

of female adolescence. A powerfully naturalised discourse around
adolescence and development seems to influence both adult and young
womenos Vi e wpgarti@patouimsport.grhisid psit@cross
through understandings of puberty as somehow inhibiting or preventing
girlsé participation in sport. I n
made around their bodies that sometimes prompted girls toastyfeom
activity settings, rather than any physical impediment brought on by
puberty. In chapter nine | describe the increasing regularity of sexualised

taunts and harassment and their i
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The sexualisation and hierarchis i on of young womendés devel
and the structuring of PE settings where such bodies are put on display are

not prioritised within developmental discourses and instead are viewed as
secondary symptoms of natur@001l)sed O6gr owi |
suggests that -nsi mbdsnadesatei opmehat most
constrains constructions of adolescence, acting as a regime of truth that

goerns adol escence and through which adol
and g o (2e0f: 8% Sudh constraints seem to act partidylar

powerfully around girlsé sports particip:

young women6é and the meanings attributed

Essentialist theories of identity have been used to justify the subjugation of

raciali sed, gendtehrerds @ ntdh rsewxgilal drs eal lée g e d
with the physical body. However, the i de:
or social class represent something innate and biologically determined about

individuals has been seriously challenged, particularly witbstgtructural

theories of identity.

Identity

Broadly, the concept of identity seeks to describe the relationship between

the individual and their membership in specific groups within society. It

might be understood as the mediating link between sulgadtshe

sociocultural categories and groupings within which they are said to

6bel ong. 6 the work of Stwuart Hall (1996;
whil e challenging the essentialist connol
simultaneously maintained amphasis on the political and historical forces

that continue to construct emergent identities. In his work on new
ethnicities, Hall describes identity as
identity but rather a positional choice of the group or groups whikiw

they wish t (Halb2000a280% o §i mt edbHl y t he girl séo
themselves as BMuslismd oPakbwhi ami wor ki ng
contingent on both thefamilial/community identifications as well as the

ways in which such identities were recognised or defined within their school

settings. Recent research has emphasised the resourceful and resistant
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strategies of young people in constructing new andigeeathnicities that
both draw from historicised pasts and reconfigure identities in multiple
forms and contextéBack, 1996, Dwyer, 1998)

According to Hall, new ethnicities combi
mainstream culture and are based on choices and identifications rather than

on a racialised biological essence. Such choices aethalass confined

within available sets of meaning that ar
theref or e 0 dHal, 2000t 234) This pepspettieeremphasises

the fluidityd i dentity which can be seen as 06po
[to] discursive subject pos4dtionsdé establ
historical processes and contefttsll, 1996: 6)

Judi t h B u(1990¢simibady clvallengks essentialist categories of
identification, namely that of o6womanhoo:¢
feminism. I n Butl er 6 s ewslyeexcludesasc h a cat eg
seeks to define itself, thereby setting up ongoing forms of oppression.
Similar to Hall, Butlero6s theoretical f ol
and fluid. However, Butler seems to go further in her interrogation of the
ontologicalb subj ect & or the O6doer behind the de
scripts. In Butlerds view, such a subjec!
Instead, gender is established through the particular deeds through which it
is continually enacted.

Gender is the peated stylization of the body, a set of repeated acts

within a highly rigid regulatory frame that congeal over time to
produce the appearance of substance, of a natural sort of being.

(Butler, 1990: 4244)

Like Hall, Butler emphasises the importance of discourse in limiting

avail able performances. Such | imits o6are
hegemonic cul tural di scourse predicated
13). The normalisation and tha®minance of certain discourses above

others is established through historical processes and social contexts such as

racism and compulsory heterosexuality, which regulates available identities
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through their discursive boundaries. Such frameworks actedrfuthywen

the girls in my study in defining acceptable femininities.

Hal | and Butlerds work emphasises the cr
identity as both an agentic strategy and a constitutive act that produces the
subject. Butl er atgisgaticelarly ysefih per f or mati v
understanding how gendered subjects are brought into being through

interpellation within dominant and resistant gender discourses. In this view,

identity is an ongoing performance, a stylization of the body that creates the

sustained illusion of a stable identity.

The processes through which both dominant and resistant discourses around

health, sexuality and other institutionalised forms of classification have

come to Omake up the social Ilworl dodé i s ex|
Foucault, who emphasises in particular the role of power in constituting

bodies.

Docile bodies

Foucaultés work has been particularly inf
operations of power through individual bodies. Over the eighteenth century,
he describs a shift away from the sovereign power of the state towards the
targeting of the body as a direct locus of control in the production of the
6 doci |(Fouchutt,d97 8 Foucault, 1978)his process invests the
body with power in a process of subjectification.
The body is also directly involved in a political field; power relations

have an immediate hold upon it; they invest it, mgricain it, torture
it, force it to carry out tasks, to perform ceremonies, to emit signs.

(Foucault, 1977: 25)
Foucault argues that new forms of power circulate through regimes of truth
such as theudosdienati tompl exd wherein O6exp
classify, analyse and define the body as a mode of social control (1977: 19).
The obesity discour se, backed up as it i
young peopl e d@sularty paiverfal somplex $n canterpparary
Western contextéEvans et al., 2008b, Gard and Wright, 2005)
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Such discourses act to constrain what is both knowabléariéble about

a particular subject or subjects. The power of schools to inscribe particular
versions of O6ésuccessdé6 and ofailured onto
particular reach of such discourses in perpetuating social inequalities

(Youdell, 2006) The salience of achievement and performance disesur

in girlsd constructions of O6gooddé studenit
their understandings of sports involvement and its role in their education.

Furthermore, current models of participation in sport and physical activity

work to include or exclde girls through dominant discourses of ability

and/or health and fitness.

The power of these normalising discourses @eaches social institutions
to the practices of individuals through sedfjulation. Foucaulfl977)uses
t he metaphor of the Opawiblapceandondé t o desc
internal monitoring of individual bodies in late modernity. This
internalisation and constant sefonitoring is strikingly resonant of the
ongoing soml politics of peer cultures in secondary school where norms of
behaviour, dress and appearance formed intensely monitored standards for
the girls. Drawing on Fouc(2007:370s panopti
suggess s O6it is precisely through this &éi mme
gazebd6 that teenagers expect to be judged
monitoring requires an ongoing vigilance that at the same time produces the
subject through operations of powerthe production of docile bodies.
Foucault(1977: 29)writes:

It would be wrong to say that the soul is an illusion, or an ideological

effect. On the contrary, it exist$,has a reality, it is produced

permanently around, on, within the body by the function of a power

that is exercised on those punishadd, in a more general way, on

those one supervises, trains and corrects, over madmen, children at

home and at schoohe colonised, over those who are stuck at a
machine and supervised for the rest of their lives.

Within this conception, power relations are written on the body and it is

through investment in this power that individuals might achieve subjecthood

through &orm of compulsory visibility. Foucau({tL978: 155)argues,

bodily experi ences bedoneourbaiesvaadytheir al r eady i |

materiality, their forces, energies, sen:
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formulation mobilises power at the level of the local and the intimate, thus
providing an important insight into gendered practices of bodily
management and I§gerception. Girls are specifically implicated in such
practices as both gendered and schooled subjects.

Gendered subjects

Feminists such as Sandra Bar{k@97)and Susan Bord@993)have boh

drawn on Foucaultodés analysis of bodily i
through which women modify and train their bodies in accordance with

idealised norms of femininity. This modification includes daily routines of

tweezing, exercising, pluckingiaxing, dressing, painting and dieting. The

vast array of &ébody workd women engage i |
a set of oO0disciplinary practices applied
per vasi ve(Crg R086: Xp2)Regearch such as that carried out

by Valerie Hey(1997)i nt o gi rl sd6 friendships has dem
gaze was not merely a male gaze but was perpetuated by girls themselves in

regul ating one anot her {801)esareghvi our . Ol i v
suggests that adolescence is a particularly key period during which girls

increasingly take up this sakgulatory gaze.

Bar t(R99HFOucauldian neorking sees the feminine body as a product

of disciplinary power, subject to the enormous influence of diet, fitness and

beauty industries. Using Foucaultdés met a|
similarly constrained byewg@atkg he ter ms |
1997:140) She argues that the distillation of power throughout daily

practices, advertising and social standards serves to mystify the source of

womends oppressi onthatowdmeretemsalgek i ng it appe:
6choosed these practices and situating t|
evidence of a | ack of coercion. Bartky ci¢

i nd to such routines both because of t he

pleasue of normative femininity.

To understand oppression requires an appreciation of the extent to
which not only womends | ives but their
structured within an ensemble of systematically duplicitous practices.

(Bartky, 1997: 144)
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She further suggests that the price of not conforming to feminine standards
Is high and the imposition of sanctions for rmformity places women in
a forcibly persuadable position. At the same time, st@hdards represent

nearimpossible ideals against which women are always seen to be lacking.

Bartkyds analysis centres on the discipld.
and seems to |leave |ittle space for wome.]
that suchesistances are usually only-opted by broader normalizing

di scourses. According to Bartkyds ar gume.
make such choices under duress and without adequate alternatives for self
expression and per sompootantin Bart kyods i nsi
understanding many womeno6és ambivalent bul
relationships with diet, exercise and other beauty regimes. However, the

women she describes are without <c¢class, 0]
inferred as White, middle clasagheterosexual). Holliday and Taylor

SancheZ2006)suggest that the famist association of oppression with

beauty practices sets up an wunfair juxtaj
0fake beauty,d with cosmetic surgery fit!H
demeaning of celebrity figures such as Katie Price (aka Jordan) despite

commercial success can be seen as a form of working class denigration

(Skeggs, 2010)This suggests that constructs of beauty continue to be

delineated along class and ethnic lines where dualisms of passivity/agency

and natural/ fake r egHolidagfaed Taydoc cept abl ebd s
2006)

Such dualisms tend to frame the gym and |
whil e seeing cosmetic suatigietheysenaes Opassi Vi

that it can be seen to condemn certain beauty practices (particularly those

associated with black and working class women), while condoning others
(Holliday and Taylor, 2006) What t he condemnation of su
beauty practices seems to ignore is the specific sociocultural circumstances

and discrimination from which womanmight make such choices and the
usefulness of feminine beauty practices

deprivation through routes such as celebrity. In addition, such a view seems
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to position women as cultural dupes without acknowledging the possibilities

of creativity and subversiveness in individual acts of fashion and-opake

For example, McRobbie emphasises girlso
experimentation with dress and fashion as a site of play, creativity and self
expressior{McRobbie, 1999)

Bordods theorisation explicitly frames wi
modifications within the overarching hegemony of the beauty and diet
industriesvmni | e paying attention to social <cl ac
forces. This perspective also draws on Foucault to describe the ways in
which women take part in their own subjection, colluding in their own
oppression through the operation of power anddtsstruction of desire.
The body is seen as being constructed as something to be controlled,
managed and altered by individual women in ways that seek to manage
womends contradictory relations with trai
masculine public arena.
The ideal of slenderness, and the diet and exercise regimens that have
become inseparable from it, offer the illusion of meeting, through the

body, the contradictory demands of contemporary femin(&itydo,
1993: 172)

Importantly, Bordadescribes the ideal of the mastery of the body as a
particular form of managing O6contemporar:
mold the body are cast within a model of cultural plasticity; the idea that we

can reshape our bodies into any form we wish, ghdBordo remains

attentive to the classed, racialised and gendered hierarchies that structure

such practices.

Bordo(1993: 2930)insists that we recognise the dominance of certain
cultural forms and set individual cleais within an institutionalised system

of values and practices. Contemporary bodily practices must be set within
current socieeconomic contexts and particularly within the circulation of
regulatory discourses that value bodies and bodily aspects inchieedr
formulations. These normative discourses are simultaneously racialised,
classed and gendered. Beauty standards are not uniform across groups of
women, although the imposition of normative standards works to position
raciall y ot hemg®ivebaodlalik, 2004 Eraig) 2006% K i
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Bordo(1993:254) nsi st s t hatcewomardsalovays medi at
cultural history of racistbodg i scr i mi nati ons. 6 Similarly,
(1997)sygests that working class womends pr e
must be read in the context of bids towards respectability cast in the cultural

denigration of a suspect workhupss sexuality. Such work insists that

health and beauty practices be set withsociehistorical context that pays

particular attention to power relations through the imposition of normative

beauty standards.

Taken as a whol e, Bartky and Bordods wor |
context through which women might experience pleasuesnpowerment

through physical activity and sport, constrained as these domains are by the
overwhelming presence of normalising discourses advocating the pursuit of
particularkindsof bodies. Despite their detailed and complex considerations

of bodily practices around fithess and beauty, these are centred on the

experiences of adult women rather than girls and young women who might

still be wrestling with the various social meanings circulating around their

devel opi ng b @a40R)esecarh iMthel US talkesnssléss sombre

tone in suggesting that adolescent girls
adult feminine regimes, playfully engaging in diet or makeup without taking

these too seriously.

Though il 1l uminati ng iegimes, Bartkmandof womend s
Bordods work seems to be | ess able to caj
strongly centred on adult womenédés bodies.
for girlsdéd enjoyment of physiopteall acti vitdi
into fitness beauty and health incentives. As Con(2002: 39)writes:

Bodies may participate in disciplinary regimes not because they are

docile, but becausedly are active. They seek pleasure, they seek
experience, they seek transformation.

This view seems to be much more resonant with the girls in my study,
whose experiences of physical activity, particularly in primary school, were
apt to be framed withindi scour se of O0fundé anchored in

rel ationships. Recent research into adol
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(Kelly et al., 2005, Pomerantz et al., 2004, Theberge, 2@@3also

disputed this view of female physicality, suggesting that girls may take part
in maledominated sports both to challenge perceptions of their abilities and
to refine their skillsIn fact, far from taking up skateboarding as a means of
attracting male attention or conforming to feminised bodily regimes, girls in
Kel |l 'y et (Parerantzset ak, 2004] Kelly et al., 2005: 237)
disassociated themselves from an emphasised femininity associated with

O

girls they deemed 6t hasthdyoaledgi r|1 sé. The
themselves, took to developing their skateboarding skills in secret as a

means of avoiding accusations of inauthenticity in taking up skateboarding

as a means of attracting male attention. Similarly, girls who played ice

hockey i n(2008)mdeaah gesedted femalpecific rules that

prevented their engagement in a more physical form of the sport. Both

studies challenge to an extent the calls for physical feminism as a means of

female empowerment byiggesting that girls may have very different

motivations for taking part in sport.

Versions ofphysical feminism have recommendsgabrts participation as a

means of challenging womenés | earned bodi
advocates participation in spically male-dominated sports as a means of

both developing physical power and resisting feminine bodily inhibitions

(McCaughey, 1997, Roth and Basow, 20@l)ch participation is often

deemed to be 6empowe (Rosteg 2007aHowkevee ven 61 i bel
as Butler(1999b)has argued, bodies and pleasures can never exist outside

of the discursive contexts that frame them. And as the research with girls

detailed above suggests, girls may not necessarily identify with the feminist

aims of physical empowerment, even as they enjoy its benefits.

While arguments for physical feminism often stem from a radical feminist
perspective as a means of challenging mataidance, they also allude to a
model where the body is not merely a canvas for cultural inscription but also
a mode of agency that is both shaped by and shapes culture. This implies an
interactional relationship between the body and culture in a protsssial

embodiment.
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Active bodies

Both Bordo and Bartkydés work draws on a |
the body is a kind of surface that is inscribed through cultural discourses

caught up in relations of power. Shilliig993)insists that such a view

continues to see the body as passive conduit of culture rather than as an

active participant and that it ignores the body as biological phenomenon.

Shillingds per specayinwkichthemdysbdtha capt ur e 1
socially constructed project and a material basis of agency and sensual
experience. As Bourdieu (1990) writes, Of
the soci al wdadqudtat iniSHlling, 2004t 4v4n tHiswidwy O

the body is not merely inscribed upondulture but also actsackon

culture and is in turn shaped by cultural processes that are inevitably caught

up in a nexus of power relatiofShilling, 1993) Social structures such as

6race6, c lreaslsesaidambdth gbatydsabjects and to provide

forms of identification through affiliation and experience.

Conn¢lBIs)d s r mul at i-reflexivepr adcbtoidcye s &6 provi des a
particular elaboration of the gendered body and some of the processes that

lead to this gendering. According to Conr{@®95: 54) gender as a social

relation is Oboth realised and symboli se:
pefformances take place within localised gender regimes where their

repetition over time inculcates the body towards specific habits,

dispositions, shapes and contours. Physical activities and sports that men

and women engage with are often organised aroangdng practices

designed to produce gendered boddseberge, 1991Keepfit classes and

weightlifting respectively both condone and shajealised bodily forms

around a toned slenderness for women and muscularity for men. The

shaping of male bodies through practices such as-boiltying becomes a

selfsf ul filling prophecy as the creation of
superior strengtfiConnell, 2002) As Connell explains, such practices

provide a o6circuitd or | oop of recogniti ¢
bodily activity and physical shapes interact and reinforce onta@no

Body reflexive practiceséinvolve soci a
[wherein] particular versions of masculinity [or femininity] are
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constituted in their circuits as meaningful bodies and embodied
meanings(Connell, 1995: 64)

Social institutions such as schools are strongly implicated in the gendering

of bodies and affect the walyat such bodies are experienced, shaped and

situated. Physical education in particular continues to be organised around a
gendered curriculum operating within a n:
di fferenced be (Wighg 1096hRhysisal ealucatiocgni r | s

be seen to condone specific gendered performances that construct young

masculinities and femininities in schogRaechter, 2003) We |l | ar d 6 s

(2006a: 108)esearch suggests that such gendering processes might be seen

as the production of O6sexed and gendered
are paramount to natns of ability whereby bodies are judged and valued

within PE and sport more broadly. Thus vy
an 6exclusive masculinityéd based on physi
key to accessing physical activity in the research seftffeglard, 2006a)

Such constructions of ability were domin:
accessing physical activity and sport into secondary school, as is detailed in

chaper eight which explores different discourses of sporting participation.

The lived body

The i mpact of sociocultural processes on
experiences can be illustrated in the different bodily spatial relationships

men and women tend t@ave with the world, with women taking up a more
restricted spatiality in their 6édmodes of
1993: 455). These modes of being might be enacted, challenged or

reinforced through sports participation including physical edoicati

(Paechter,2003) I n pri mary school, the girlsd in
football was often constrained both by being placed solely in defensive

positions on the pitch as wals in what seemed to be a bodily lack of

ownership within the game as related to space, rules and time on the ball

(Clark and Paechter, 200As | noted in this earlier research, this bodily

inhibition was strongly reinforced by a male propriety over the game and a
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strong sense of investment as many boys sought to construct their
masculinity through footba(ISwain, 2000, Skelton, 1997)

isMar i on R00Gb{ayig1980]groundbreaking work was one of
the first to make explicit | inks
society and her embodi ment of an

sports participation. This ggests that the achievement of feminine

subjectivity within the patriarchal gaze is necessarily structured around an

embodied fragility and immobility, reinforced by the constant threat of

sexual intimidation and invasion. Young argues that feminine ghbjed is

thus restricted due to her positioning

An essential part of the situation of being a woman is that of living the

bet ween

Oi

ever present possibility that one will be gazed upon as a mere body, as

shape and flesh that preseit$glf as the potential object of another

nhi

bi

a !

Ssubjectdos intentions and mani pul ations

manifestation of action and intenti¢v¥ioung, 2005b: 15354)

These insights are wuseful in that

their bodies, rditer than the aesthetic presentation of femininity. They

t hey

suggest that women are both socially constructed as less physically capable

than men(Choi, 2000)and are also persuaded to live out fragility

through an inhibited intentionality, a restrained physicality that is often less

than they are actually capable of. However, rather than seeing such

positioning as inevitable, it might be read as both situational and subject to

interruption. Eva d s s(2083jressearch in Norway with lowncome,

immigrant girls playing foursquare suggests that girls altered their playing

styles and skills depending on the specific gender and game context. Whilst

thegi rl' s would occasionally O6throw

ball in demonstrations of aggressive physicality. Evaldsson therefore

contends that physicality varies according to game contexts and cultural and

institutional frameworks.

WhileYourg 6 s anal ysis situates bodil
power relations it might also be seen as deterministic in suggesting that
women necessarily remain held back from a full sense of their physical

capacities and occupation of space. It therefore faihccount for the
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ongoing construction of identity and bodily experience through which

women and girls might contest such restrictions. In chapter nine | examine

the ways in which discourses of sexwual v
bodily capacities awell as the ways in which engagement in physical

activities might challenge girlsdé experi

The role of schools and physical education lessons are important in such
processes. Schools can be seen as key in embodying subjects and in
providing spaces where young women can enact their embodied identities.

Schooled subjects

Schools, and specific school curriculums, act as important sites for the

construction and perpetuation of normative discourses around sport, health

and physical actity and are therefore key in embodying subjects towards

particular dispositions. In addition to the varying sporting/extracurricular

opportunities and facilities at each school, schools also acted to construct

particul ar ver si onrstheodxpedaiangaf uslentt ul gi r | h

comportment, as is more fully explored in chapter five.

As significant social institutions, schools are heavily implicated in
disciplining bodies by creating raced, gendered and classed student subjects
(Kirk, 1993). Physical education in particular, as a highly gendered
curriculum area, has the capacity to shape bodies and physical identities by
constructing distinct forms of masculinities and feminini{ieéaechter,
2003) The upholding of performance and perfection codes is one way in
which schools act as regulatory sites for governing the (oeyns et al.,
2008b) The construction and perpetuation of discourses around health and
physical activity comprise the 6pedagogi ¢
include the making of healthy citize(iBnning and Glasby, 2002The
enforcement bthese norms becomes spHrpetuating as individuals
gradually take on modes of ssliirveillance in a process of
governmentality.

Governmentality consists of a multiplicity of interlocking (although

not necessarily synergistic) apparatuses for theranogping of
various dimensions of | ife which form
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we are urged, incited, encouraged, exhorted and motivated to act
(Rose, 1990 quoted in Tinning & Glasby 2002).

Issues of power and control in the school are therefore keydrstanding
school sports participation since schools establish social hierarchies and
peer relations that both constitute bodies and constrain particiilts
2006, Evans, 2006)

John B004,2808bjesearch witltolleagues demonstrates the

powerful ways in which schools and the physical education and health

curriculum are heavily implicated in constituting bodies through what they

term Obody pedagogi esod. Body pedagogi es
healthand phys&&el acti vity that take on status a:
by media claims and government health incentives; entering schools as

60framewor ks (Bvansetalp20@8b: 820)ithimtide

performative, hierarchical and achievembased milieu of schoolingush

regimes can have particularly devastating consequences for young schooled

subjects, as is suggested in my research.

Conclusion

Within this chapter | have set out my theoretical framework using a range of

insights in order to outline my understandinfso6t he body 6, d&égender
0identityd as they relate to girlsé invol
The chapters themselves employ a wide range of theoretical insights that are

not necessarily taken to be completely synergistic or without conicadict

but are rather used as heuristic tools that best allowed me to explore the data

at hand. Where contradictions have arisen, | have attempted to address these

and to explain my rationale in choosing a particular perspective. As Evans

and Davieg2004: 11)have argued, theory can be seen as a critical tool that

allows us to ask difficult questions that can take u®bdyommon sense
assumptions, 6a vehicle for thinking ot h
hypot heses and for wunleashing criticism.
theoretical perspectives has highlighted
bodies, sport ancchooling.
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Despite widespread attention to the interlinking processes of identification

and exclusion in schooling, less attention has been paid to the schooled body

and its impact on constructions of educational success and failure. Feminist
analysesofgort and physical activity have oft
i nvol vement on the basis both of equity :

bodily inhibitions in a process of physical empowerment.

Yet as theories of late modernity suggest, forays into sportlarsical

activity are easily taken up in ongoing projects of the self wherein

0l i berationd, 6écompul siond and Opleasur e
sometimes indistinguishable. The translation of achievement codes across

sporting and academic contextsaa| as the ongoing incitements of the

Oobesity crisisdéd towards healthy behavi ol
physical activity practices even more So.
girl hoodd and particularly embodied f or m:

ofsci al class in mediating girlsd engagem

Within a maze of competing discourses, experiences and significations,

girl sé bodies can be seen as both person;
symbols that grant them a kind of normatitithin the competitive peer

hierarchies of both secondary school and their sports clubs. Their

negotiation of these discourses through their embodiment of gendered

physical identities is the subject of the remaining chapters.
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Chapter Three Researchingroung Women and Sport

The research for this study entailed a longitudinal, qualitative investigation

(McLeod and Thomson, 2009, Thomson, 20099t o gi r |l s6 partici pa
sport and physical activity in ctexts both in and out of school. As a

research methodology, qualitative longitudinal research may be particularly

attuned to capturing particular phenomena such as the transition into

adol escence in its recognition of &Omovemi
proces e(Blaeodand Thomson, 2009: 5Fhe research involved tracing

the sports participation of six particul
period of four years as they moved from Year 5110y0) to Year 8 (13

14yo) in schools at divergent locations across Londte focus on these

girls and my attention to their sporting engagement developed out of an

earlier study in which | had acted as research officer.

Between 2005 and 2006 | carried out research for an HESR{&d project

on 6Tomboy | de schooliflsaiseéed bynProfessor @arie y

Paechtet | had moved to London six months earlier after finishing an MA

in Anthropology at the University of British Columbia, Canada. My MA

research had | ooked at girlsbBb identity c:¢
culture and | was pleased to have the opportunity to somehow apply what |

had learned. My new role involved observations and interviews based in one

classroom at two different primary schools and focused on girls who were

identified (by themselvesorloyt her s) as 6t omboysoé6 during
We found that these girls were often al s

that this was important to their construction of tomboy identities.

The project finished when the class were in the winter term of & ead |

elected to follow up with the girls as they made the transition to secondary

school . | was interested in the girls6é ol
gender constructions over this period and decided to make this topic the

focus of a PhD in Edational Studies. As they approached the end of Year

® Tomboy identities: the construction and maintenance of active girlhoods. ESRC project

number RES)0-22-1032.

“See Paechterand Clark ®F) 6Who are tomboys and how do we re
Womenédés Studies I ntern®34i onal Forum, 30 (4), pp.
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6 | visited the girls and asked which ones might be interested in continuing
the research with me as they went on to secondary school. Of the original
eight girls we had focused on in primary school,agreed to continue with

me. Their decisions seemed largely to rest upon the trust and friendship we
had developed over the previous year of research, which is something |

explore later in this chapter.

It was hoped that particular and ongoing attentioiéoexperiences of

these six girls over four years would highlight the complexities of wider

i ssues around gi (Remharz, OWpAsThomspreand | ci pat i ol
McLeod (2009)point out, longitudinal research can allow us to gain insights

i nto the unfolding processes of young pe:
broader O6snapshoté than is normally possi
periods. Such an gpoach may be particularly suited to the study of identity
construction in 6captur[ing] something of
i's made (MoLeodantd Thomeson, 2009:61) The girl so

experiences also provide insights into a period of time (adolegc&hea

many girls disengage from sports. Since the premise of the original

60t omboy6 study focused on girls who were
might in fact be seen as exceptions amongst their classmates for what their

teacher s -getervieai tay @ gaond ent husi asm toward
embodied in unconventional, resistantly
(Paechter and Clark,2007) Thi s seems to render the gir
compellirg as research findings since one might expect them to be more

resistant to the pressure to discontinue their sports participation and conform

to conventional gender prescriptions towards inactivity and passivity.

Over this period of four school years rgad out richly detailed

observations and interviews with the girls, their parents, friends and coaches

at their primary and secondary schools as well as various sports clubs. This

longt er m and i ntimate involvement in the g
i mportant insights into the shifting, C Ol
investments in sporting and gendered identities. The process of research is

also bound up both with my relationships with the girls and with my own

involvement in sport. Thomson andcMeod(2009: 77)note:
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Qualitative studies that follow individuals over time have a particular
quality that undermines distinctions between the documented life of
the research subjects and the subjectivity of the researcher. As
researcher and resehed walk alongside each other, they come to
share a common timescape and grapple with issues of synchronization
and differential tempos.

This was certainly true in my research and as the girls made the transition to

secondary school, | moved from beingeaearch officer on an ESRC study

to a PhD student following up my particular interests in both gender and

sport. The girlsdé trajectories through s
personal decisions around my own sports involvement; first in footkall an

then in competitive running.

I n a strange encounter that brought my 0]
together, | found myself running a cressuntry race (my first) in the same

league as some of the girls in my study. As we stood in our vests and

running shorts waiting for the starting gun, arms bared and goose pimpled in

the cold, | looked over to see one of the mothers (also an assistant coach)
standing next to me. OHow | ong have you |
Somehow | felt that my credentials as eesgsher rested on my running

abilities and | sought to éproved myself
thus far felt awkward and intrusive. When the gun sounded | set off much

too fast, only to find myself wheezing and sick at the end of the race,

disgopointed in both my folly and my race strategy. This was arsgibsed

pressure but one that might be said to stem from my ongoing discomfort at

the club and the difficulties of establ i:
there amidst the demanding rdid class parents and performaicented

coaches. My own running coach is a kind, grandfatherly type who is never

anything but encouraging and reassuring. His approach to coaching could

not be more unli ke the girl se&derycoaches wh
race and felt no qualms in shouting out |
performances. | find it difficult to imagine running under that kind of

scrutiny and would surely have given up at this point under similar pressure.

Feminist researchers hmwoften been critical of sanitised research accounts,
suggesting that methodological accounts should reveal the intricacies of the

research process in all its messy complexity includingdistiosure and
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positioning on the part of the researcfi€elly et al., 1994, Maynard and

Purvis, 1994, Oakley, 2005%uch an approach seeks to problematise the

ideaofthedobj ect-f veebvabserver and in so doin
perhaps weaken) the power differential between the researcher and the

researched. Despite stressing the importance of situating the researcher

within her research account, recent methodoldgnsaghts have

problematised the practice ofselfar r at i on as a straightforw
the self that can somehow accomplish both credibility and research validity

(Walkerdine et al., 2002, Skeggs, 2002, Paechter, 1898 the idea of a

coherent self and that one might arrive at a closer approximation to the

Otruthd through such telling-remain probl
structuralist framework. Drawing attention to the constructive, narrative

process of seltonfessbn, Skegg$2002: 349 r gues, Oit i s theref ¢
method that is constitutive of the self, not the self of the researcher that

al ways/ already exists and can be assumed
narration of ny own sporting history is necessarily constructed through the

intellectual insights | have developed throughout the research and in my

relationships with the girls.

| first met the girls when they were in Year 5 and were between 9 and 10

years of age. Eaabf the girls was involved in a number of sporting pursuits

that contributed to the construction of ;
course of the research | spent a great deal of time with each girl and became

personally invested in their various putswand both the joys and

di sappointments these provided. My reseal
physical education classes, sports clubs and-sftevol activities and

involved varying degrees of participant observation. Throughout the

research | wateed as they chased each other around the playground (often

joining in their playtime games), cheered at their tournaments, sat on the

sidelines of their PE lessons, ran muddy camsntry courses with them

and held conversations with their families, teashfriends and coaches

about the girls in particular and girl so
often wondered whether | had become too involved with the girls and

indeed when one of them dropped out of the study at the end of Year 7, it
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somehow semed like a personal rejection. Having watched them grow in

confidence and ability in their brief forays into sports including running,

karate and football during primary school, | could not help but feel

disappointed when finding a team or club (and tleams and motivation to

take part) became too difficult for most of them as they made the transition

to secondary school. One girlsé particip:
highly competitive running club described above seemed hardly more

positive a outcome.

My relationship with the girls was never straightforward and | was always

wary of imposing my experiences onto theirs in my interpretations of their

sporting 6joysd and O6di sappointments. 6 |
and my ongoing interptations of their interpretations were intimately

related to my classed, racialised and gendered expectations of sport. As

Walkerdine, Lucey and Melod002: 181)»suggest, such historically

specific subject positions require methodological attention to the ways in

which the 6érelations, conflicts and cont |

experienced both by the subject and as pl
elabaated earlier, the process of research coincided with my own (late)

sporting engagement in football and then
joys of sport late in my twenties, | felt both puzzled and resentful that such

opportunities had been restrictednmie from an early age. Such restrictions

seemed to relate both to negative experi
di vorce and our subsequent O6disenfranchi
class capital my peers continued to enjoy. My mother could no loffged a

to enrol my sister and I in lessons and nor would/could she devote the time

or effort to ferry us to afteschool activities, having returned to higher

education herself. | gave up on running early into my adolescence, despite
having been identified s o6t al ent edd® within this sport

Years | ater, much of the | iterature on gi
reinforced the view that my own sporting disengagement was not merely a

personal misfortune but that it represented a commonly gendered

experience Although much less was said about social class and the sporting

opportunities this might afford. Despite
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unbiased in the initial stages of the research, | can now see that | began the

research with the unspoken asstimpon t hat girl sdéd ongoing s

participation represented a Opositived o
however much | tried to mask my disappointment, represented a lost

opportunity. Over the course of the research, however, | came to see sport

as representing not merely the O0empowerin
envisisioned and experienced in my | ate 1
sporting participation as caught up within a range of (often contradictory

and disabling) discourses around headttility, appearance, achievement

and individualism that related strongly

often echoed the inequalities therein.

The research is focused primarily on the stories of six physically active girls

in primary school and it detaitheir participation in sports over the

transition to secondary school. The methodology weaves together critical

feminist and posstructural perspectives and as qualitative, longitudinal

research, it brings together a variety of methods including ietesyi

guestionnaires, observations and a photo project that involved the girls

taking pictures o {Goricg RS Ehemsbnhey | i ked t o
2008b) The detailed, empat het peaiodaftt ent i on t
four years provides a hopefully compelling and insightful glimpse into the

complex processes surrounding their engagement in sport and in schooling.

Such a portrait is grounded in the lived realities of the girls in a mutual

process of meaningaking and interpretation. A commitment to feminist

politics insists that the amakiogunt pr emi s
or O6subj e c(Bparkes, 1992 FArhidsttaibreasldr set of social,

political and economic contexts that often rendered their participation in

sport difficult to sustain.

A Feminist Epistemology

An understanding of knowledge as grounded in our interpretations of reality
i nterrogates the O0Odeep philosophical ass:|
underlying our researdisparkes, 1992: 14As Letherby(2003: 3)

explains, such a grounding affects both the questions we ask and the
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answers we come up with. Stanley and Wi€90: 26)define epistemology

as 6a theory of knowledge which addresse:
knower, what can be known and what constitutes and validates knowlédge

Within a feminist perspective, such questions are inevitably set amidst

power relations and cons{(Stanleyandons of t he
Wise, 1983, Scott, 1985)

An interrogation of epistemological claims arises from a critical awareness

that much of what has passed as O6objecti
has in fact been defined frormaasculine bias that has positioned men as

rational Oknowersd and (hetheney@00Zis t he 1 rr al
21). Feminist critiques have suggested that early research by male

sociologists tended either to leave women out of the equation or to position

o
(2]
(2]

them as marginal or secondary to men
setting(Smith, 1987, Oakley, 2005%0ciological knowedge based on
research with men or boys was then transi
behaviour as though commensurate. Ensui n
practices as 06l ess thané or abnor mal i n o
models. The early delopment of youth studies as based almost entirely on

the experiences of young men attests to this bias. McRobbie and Garber

(1991b:1not e the resounding absence of girls
subcul tural ethnographic studiesd6 that m
di scipline. Even critical perspectives s
important ethnography of working ckgouth positioned girls as the
girlfriendsnandf 6baypygérsubcul tures, rathe
their own right(tMcRobbie, 1991c) Mc R o(k99liaeldpthnography of

working class girls involved in youth clubs represented an early attempt to

remedy this absence by looking at the ways inwhiéghr | s created O0a

di stinctive culture of their ownd in vari
marginalisation of women continues to be the case in traditionally male

dominated areas such as sport and physical education research. Although

important shifts hee taken place in terms of female participation, sport

continues to be an overwhelmingly masculine pursuit and research within

sport often echoes this inequality. Clarke and Humbergt®&: xiii)
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highlight the failure in much of sport s
experiences of sport, physical activity
mar ginalisation of womends experiences Wi
Hargreave$1994: 3)sugyests that even where gender is considered, such

analyses fall short in their failure to treat gender as a relation of power

rather than as a mere variable among others. More recently, Wel0&rs
l)hassuggestedh at t he wi de attention paid to tt
(under) participation has ignored various other factors including age,

sexuality, class and ethnicity, as well as contributing to the assumption that

all boys benefit from sport in undiffereated ways.

The identification of male O0bi asbd

remove said bias through attention to wol
t he goal of produci ng 0 lfLethetbg ROO3: a n

44. Thi s approach, termed 6feminist empir
in a positivist framework that sought taige at a greater understanding of

reality through an approximation of scientific methods. Spak@g2: 19)

attributes physical educationbds alignment
validated means of testing, measurement and statistical analysis as a means

of enhancing its status. However,Rawar(1987)noted in her research into

PE undergraduate understandings of gender, the status associated with such
Oexpertodé scientific opinions which stres:
between men and womeiften served to undermine feminist attempts to

challenge gender dualism in sport.

Ann Oa @R00gorigh $981]yuestioning of traditional interviewing

techniques served alongside other critiques to chip away at positivist social

research approaches by suggesting that researcher aims of objectivity and

distant expertiseconr i but ed to womends exploitation
emancipation. Such critiques suggested that an ethical focus on reciprocity

and understanding within a methodological approach was just as important

as the production of O@oaftadywandad t hr ough
Wise, 1990) Contrary to an empiricist approach, advocates of standpoint

epi stemol ogy argued that wmbbateethybs oppr essi
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Omasculined research techniques and that

new perspective.

Standpoint epistemology

Feminist standpoint theory begins from the premise that traditional

sociol ogical perspecti veb, wehriec b acsleadi mend
objectivity through its capacity to exclude other perspectives. But rather

than attempt to correct such biases, standpoint theory suggests a radical

reversal whereby womends experiences shol
point from which fenmist theory and analysis proced@nith, 1987)

Advocates of this approach argued that wi
group allows them a better understanding of the world and therefore that

female experience is a more valid basis for knowldétititaughlin, 2003)

However, the privileging of gendered experience as a sufficient (or

advantaged) basis of understanding between womerdesrcut by such

critical social categories as class, Ora
(among others), all of which may have significant effects in structuring

womenods | ives. I n a refinement of standp:
(1991)asserts that shared experiences of marginalised groups can provide a

basis for resistance against oggsion. She writes that African American

women Ohave a distinct set of experience:
materi al reality, 6 which constitutes 06a
c ons ci dqHillsQoliens X095, cited in McLaughlin, 2003: 64)

Standpoint epistemologies seem to hold serious methodological implications
for research both on and between women. Taken to their logical conclusion,
such perspectives might suggest that a privilegedstindi point of view
amongst marginalised groups precludes a basis of understanding between
women (including researchers) from divergent backgrounds. Thus my
position as a White, middle class researcher working with girls from various
backgrounds (includopBritish Asian Muslim), might be seen as highly
problematic. Kaye Hay1996) in her research with Muslim girls, suggests
that the equation of a perceived social category and a distinct way of

knowing does not take account of the multiple and often contradictory ways
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in which we are positioned through discoufsaw, 1996) Indeed | was

often 6readd in different ways by both t|
ostensible credentials did little to secure a position of authority with various

mi ddl e cl ass parents who someti mes posit.i
researcher who could even be criticised 1
with the purported aims of the research. Similarly, Walkerdine @02

191)noted middle class fathersd propensity
thus reestablishing their position of authority and allaying any feelings of

vulnerability related to the research process. KE96)stresses the need

for critical and reflexive practice raged to carry out research with

sensitivity and respect for participants. Although this positioning by parents

does not allay my responsibilities to the girls it certainly provided an

ongoing mediating impact in my relationship with them and in our mutual
constructions of the girlsé involvement |
practical and other factors meant that I
parents (who were British Pakistani and Turkish Muslim), despite my

ongoing research and involvement wiitieir daughters over a number of

year s. | did, however, speak with Lindsa:
arranging to take her home after our fin:
| found it hard not to be disappointed when, despite travelling ovieoan

by bus to accompany Lindsay to her front doorstep, no one came down to

greet us and the door was swiftly shut b
home. I n contrast, Ni rvana, Lucy and par
British, middle class) were oft@verwhelmingly accommodating, offering

me lifts home alongside personal insights into the research and the official

Oversiond of the story they wished to ha

Critiques of a standpoint epistemology have drawn attention to the ensuing
competitonfe | egi ti macy based on various Ostar
womenods diff gi9&acs&ks. whhert chiemg t hi s creates
ofoppressondé | aying claim to particular form
phil osophical problem |Iies with the 06dequ:
(Skeggs, 1997: 26 that it assumes an automatic political awareness borne

out of oppressiofKelly et al., 1994)Despite its limitations, standpoint
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theory provides a key acknowledgement of the importance of difference and

power in structuring wosmealbshgxpleei gnhclks:
stories often evoked memories for me of my own negative feelings about

my body and abilities as a young woman. While | was wary of imposing my

experiences onto those of the girls, at the same time my own politicised

awareness and commigmi to the research topic was sustained through my

early and ongoing experiences of sports participation. These might be said

to have fostered a particular sympathy wi
negotiating bodily and sporting contexts and constsaMonetheless, |

could not assume that my own sporting experiences were comparable with

those of the girls and indeed it has been almost twenty years since | made

the transition into adolescence, thus presenting a likely gulf in

understanding. As Pun¢B002: 325wr i t es: OAs adults we wer
children but we sooforget, unlearn and abandon elements of our childhood

cul ture. o

Poststructuralism and feminist research

Poststructuralism poses a serious challenge to standpoint theory in its
interrogation of the humanist O6authentic
stat ¢c characteristicsdé6 that might be said
identity (Lather, 1991: 5)Sucha critique questions the notion of experience
as a basis of knowledge and political action.
Many feminists assume that womends exp
further theory, is the source of true knowledge and the basis for

feminist politics. This belief resten the liberalhumanist assumption
that subjectivity is the coherent, authentic source of the interpretation

A

of the meaning of o6éreality. 6
(Weedon, 1987: 8)

Poststructuralist critiques have pointed to the discursive processes whereby

naming subjects also constitutes these subjectdatians of power. Bev

Skeggq1997: 28)suggests that rather than seeing experience as the

6f oundati onal basis of womendés knowl edge.

constituted through discursive processes and thus in continual production.

This criticism seems t (1990)citiguecoftheon fr om J

second wave womendés movement, which ques:!
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of representation, leading to contestation over categories of membership and

belonging. Butler suggests that the process of categorisation is inherently

exclusionary and disesively inventive of that which it seeks to represent.

60The feminist subject turns out to be di:
political system that is ¢Butpposed to faci
1990 4). The idea that representation (a key aspect of research) is

simultaneously constitutive raises serious dilemmas for feminist research.

By deconstructing the category of Owoman:
struggle seems to become a +agity, a discursive construction of the

movement itself. This raises multiple i s:
rights and therefore in seeking to end their said oppression. The post

structural critique of oO6grand narratives:
of patriarchy so central to feminist critiques of the social order. Becky

Francis(1999:381a r gu e s t h a-strucauralistgpearspective mighs t

be seen as incommensurate with emancipatory research since it does not

alowthes aking out of O6principled positionsé
claims and instead aims to deconstruct such positions. Patti (h89dr)

suggests the adoption of an déambivalent
poststructuralism in which posttructuralism serves as a sedflexive

form of critique for emancipatory research. As Frat@99)and othes

point out, in practicepostt r uct urali sm i s rarely used I
despite claims towards the relativism of
expositions tend to remain grounded in @m@pressive perspectives.

Letherby (2003) points out the intriguipgactice whereby avowed pest
structuralist researchers tend to contini
empirical research, even if such evidence is alternatively analysed and

validated. Although Alison Jon€&993)characterises such compromises as

Owanting to have their cake and eat it t
perspedte in which proponents of various theoretical paradigms must

accept the tenets of this paradigm to the most extreme extent. | agree with

Lather that post structuralism can serve as a critical gaze with which to

guard against our own assumptions and caostms within research.

Despite suggestions that pastuctural analyses are overly relativist, a

grounding of theseinsoclwi st or i c al contexts including
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ma t r(Butlerd 1990)and posicolonialism maintaira critical social justice

perspective.

Methodology

Soci al resear chosii ttiuwait ®tdd i eir aa alolss i nt o
politically neutral methodological stances that seek to foreground

objectivity over political biagSparkes, 1992: 9Prawing on a postmodern

perspective, Lathgl988)argues that the deconstruction of knowledge and

the ways in which such knowledge isitegised has uncovered the

historical and political construction of all knowledge bases. She therefore

argues that 6 open-bagediescarchlhas grisemasla, advocac:
new cont ender(Lather,1991: 82pi t i macy o

As described earlier, the research uses a qualitative, longitudinal approach

in attempting to capture the experiences of six gvkx four years of study.

This approach is both intensive and detailed in its attention to the complex
processes surrounding girlsd sporting en:
research is feminist in its attempt to challenge many of the assumptions

often made around girlsdé sporting (dis)en
adol escence. Indeed, O6disengagementd as
lack of staying power rather than attempting to understand the various

factors surroundipatign. s Mclea and Shoropsoni ng par t |
(2009: 63)point out, qualitative longitudinal research has a particular

capacity to capture dynamic processes of change (often associated with

adolescence) and can address questions of process rather than simply

outcane . Similarly |1 was interested | ess i
attrition/participation rates than in the processes surrounding their

participation including peer cultures, schooling and differentiation along

lines of social inequality.

The research followthe girls as they move from primary school into the

first two years of secondary school and is thus able to provide insights into

the changes and shifts that occurred over this period of time. In

documenting this transition, sequential research sudhisasiy be better

able to d6darticul at e (Mclea and &homson, a | and the

2009: 5)thus capturing the importance of broader contexts including
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schools, policy agendas and social class processes. As it provides insights

i nto girl sd epepodoftineenso tecsdoesthisr t hi s

met hodol ogy serve to capture the broader
decisions.

The notion of O6voiceb6 has become a popul
people following calls for greater recognition both of tloajpacity as

agents and of their rights to a say in matters pertaining to their wgltage

United Nations, 1989, Thomson, 2009, Rudduck and Fielding, 2006)

The issue of voice simultaneously raises multiple questions around

authorship and ownership; namely who can speak for whom, who is

represented in academic textsandwhosv i ews are ul timately 061
(Currie et al., 2007)Currie and Pomeran{2007: 377)comment on the

abundance of recent texts that have attempted to represent the voices of

young women, often documenting their inner lives and experiences in

intimate detailThey raise the important issue of the translation of such

voices, making the distinction between listening to girls and explaining what

they have said in some kind of theoretically significant analysis.

Postmodernism has similarly presented a seriousgeeitio the notion of

6voiced through its exposition of the fr.
all voices(Ellsworth, 1989) This poses difficult questions about the

l ongstanding claim that feminist researcl
wo men, ab ollather, 39 MEpivak(1989)suggests that the
foregrounding of oppressed O6vmplycesd pr es:
broadcasting the voices of the dispossessed will somehow lead to their

empowerment. She further draws attention to the politics of representation

by asking to what extent the subaltern t
the authorial narratdiSpivak, 1989) These are not questions that are easily

resolved. Alison Dewar writes:

The problem as | see it now is not how to give voice but to learn about
different voices, hear what they have to say, and work to becone allie
and friends in our struggle to take on oppressive formations.

(Dewar, 1991: 71)
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While | am sympathetic to this claim, | remain cautious about the extent to

which it implies an already politically conscious and empowered research

subject who <can ac trugglesagamst opprgssianlMyo al | y o6 i |
research with the girls, while firmly situated in a feminist critique, did not
explicitly seek to O0empower 6 girls, even
understandings perhaps shifted over the process of both enunciation and

interpretation.

Methods

The research design involved a set of repeat individual interyMwaiseod
and Thomson, 200%yith each girl in successive school years as well as
interviews with parents, coaches and friends. These were complemented by

observations in PE lessons, after school clubsatrdcurricular activities.

I n Year 8 | also distributed a questionn:
i n order to |l ocate girlso6 individual res|
context(Silverman, 2006:48) | al so designed O6photo pr o]
girls. These involved the girls taking pl

disposable cameras and then explainingptiwtos to me in a later interview

where they became prompts for further discuséldromson, 2008a)

Accordingly, the experiences of the six key girls are set amidst more general
observations and interviews wighlarger group of girls in PE lessons and

afterschool activities and at the running club. After carrying out multiple

semistructured interviews in Years 5 and 6, | continued to interview the

girls into Years 7 and 8 and in total have had up to eightvietes with

each girl, lasting between thirty minutes and an hour each time and held

either at school or at the girl déds home.
holidays, | attempted to carry out these interviews at intervals, once at the

beginning of the ool year and once near the end and this was usually

possible. In Year 7 | interviewed the girls in groups with friends of their

choosing. This involved nine other girls, three of whom (Erica, Rhiannon

and Danny) went on to do individual interviews witle (& schedule of the

girlsé interviews is provided in Appendi

i ssues around the girlsé sports involvemi
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or joined clubs and teams, their experiences and feelings about PE and
sports, andheir relationships with coaches and teachers. Earlier interviews

were more structured in format but these became less so as the research

progressed and | would simply ask
pursue issues that had arisen in previoterviews. Interviews thus allowed
me to explore specific topics in a

insights and experiences to come through in what might be described as a
6col | abor a{(Silverman, 260p:1¥2p a c h

Interview data was analysed both as insights into ongoing events and
specific perspectives or discourses around sport and physictiliégerin

their research into young masculinities, Pattman, Phoenix and @35
556)descri be t heir -indingenissionsonwghatitiet as

girl s

1

conyvel

6f act

really |Ii ke to be a boy, 6 but rather as

performing, displaying and experiencing

who carried out the interviews, thus describes the importance of hi®posi

as an understanding adult male who was willing to listen to the boys and not
criticise their opinions or behaviours. Similarly, my position as a woman in
her late twenties who played football seemed important in mediating the
relationships the girlsormed with me and the way they chose to present
themselves to me in particular performances of girlhood. Our initial focus

on 6tomboysd and my own sports invol

of fer up Osporting ver si ahewsféittheyf t he msel

were letting me down in some way if they decided not to try out for a team
or attend training. | had to work hard to reassure the girls that | respected
any and all decisions they made and was simply interested in understanding
the context bthose decisions. My ongoing interest in them regardless of

any sports participation was perhaps somewhat reassuring in that sense.

As a research group, adolescent girls are seemingly ideal in their enthusiasm
and loquaciousnegdicRobbie, 1991cand the girls in my research were

both accommodating and eager to speak with me. While | sensed that the
girls looked up to me as an older female who was not in a position o

authority in relation to them, | simultaneously had misgivings about their

ongoing accommodati on. My mi sgivings ar
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writing about the ethics of interviewing research subjects who are rarely

Ot aken ser i ous bharéthedr statiestinfcaninede ager t o
circumstancegMcRobbie, 1991c)Conducting interviews at school was

often a welcome excuse for them from lessons, although | triedigh this

up with alternative times. | was always aware that my relationship with the

girls was key to my research and this seemed both enabling and

problematic. Pattma2005: 558)suggests that his friendly, ngudgmental

approach to interviews facilitated the b
opening up spaces for oOnew kinds of rel af
involved caring andistening. Reading these comments | am moved by how

unproblematic it all seems. In contrast, | agonised over my relationships

with the girls and was often plagued by guilt that | was not doing enough,

was not at their schools, even that | might be maatmg our friendly

relationship for the sake of datdirsch, 2005) Sometimes when | had not

been at their school for a whilechname in for an interview a girl would

say that she missed me and ask when | would be returning and this affective

di mension seemed to blur the |ines betwe
research and how t he g2005dstindiecnw t he exchal
bet ween o6friendshipdéd and 6friendlinessd |
here, particularly as it relag¢o young women who are often eager to

please. While the girls often positioned me as friend and confidante, | was

always aware that their accounts were the basis of my PhD research, despite

al so being very fond of t hteinrondhdhaviedual |
recurrently surfaced in reflections on feminist reseélitdynard, 1994)

However, during our discussion Gazza seemed surprised at my suggestion

that | was somehow in hdebt for all her help with the research and told

me that she | i ked talking to me since |
6girlishé preoccupation with things |ike
our relationships and was a familiar way for thésgio construct their

friendships, for example through the exchange of gifts and compliments.

However, it did not negate my status as adult and was perhaps less helpful

in establishing credibility with teachers.
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My anguish over our relationships was algeftection on the difficulties of
establishing a 6roled thal998vas both hone:
describes her adorpotlieodbn ionf htehre rdéelseeaasrtc ha daut |
school, which facilitated her presence but also somewhat masked her

ul ti mate oO6authorshipd of her young subj e
researchers have also been reflexively ci
advocatedn early feminist research, salbnsciously aware of the power

laden differences between an adult researcher and young women in school

(Currie et al., 2007, Bettie, 2003, George, 200Rasalyn Georgé007a)

describes attempting to forge relationships or friendskifisthe girls and

Onever quite getting thered. She writes:

Throughout the research process | was constantly struggling with the
re-emerging obstacles that come with the authority of age. | never
quite achieved putting these and other differences amide as a

result, | had a sense that some things were always just out of reach,
leading to potential misunderstandings and misinterpretation.

(George, 2007a: 40)

Similarly | was always aware that as much as the gidd to include me in

their friendships and social groups, my status as an adult woman meant that
I never truly fitted in. My distance from the girls was similarly emphasised

by my ability to come and leave the school as | chose. As girls described
disruptive classrooms, freezing PE lessons, ostracisation and bullying at
school | was always thankfully aware that | was now free from the
surveillant, compacted setting of school friendship politics.

| was able to interview the girls at least once in eabbacyear, and

usually twice. In later interviews | attempted to follow up with themes that

seemed important both to the girls and to my research in a cyclical process

of concept refinemer{Gtrauss and Corbin, 2008n important procedure

for developing full reciprocity in emancipatory research involves the

negotiatiooof meani ng through &érecycling descri
analysis over sequential intervie@sther, 1991: 61)Along these lines, |

was able to use multiple interviews in order to go back and check things
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with the girls, ask whether they felt the same about certain issues and gain

their insights into some of my ongoing analyses of their expegence

This meant that | was able to develop a relationship with the girls alongside
a good knowledge of their backgrounds and experiences but also that the
girls became much more familiar with me and with the research aims. The
girls simultaneously developeoh understanding both of me personally and

of what they thought the research was about. When | asked what they

thought about being interviewed, Ni rvana

just normal for usdé6 whereas onfamdi r f ri

end

uncertaintf 61 dondét know, | wasndét really sure

(Group I nterview, Year 7, 19/04/2007) .

with the research process perhaps has both drawbacks and benefits. In the
following excerpt, Lucy tel me how she has come to open up in interviews
as we have gotten to know each other better. Here | am trying to explain to

her friends why | might want to interview them a second time on their own.

Sheryl: But then as we get to know each other bettermyght say
things that were more on your mind.

o

Lucy: Thatdés what |
much. Then | real i s
Because | thought t
it was in a group first.

(Group Interview, Year 7, 06/2007)

d
ed
h a

By confirming my statement, Lucy is both reassuring her friend and

reflecting on her own experience of being interviewed repeatedly. My

T

reflections on the i nt er vdreetwritqué so noted |

of perceived gender discrimination in her school. In our first few interviews

Lucy had seemed shy and often gave-aoed answers. Her newfound

confidence indicated both that she was more comfortable with me and that

she had developed anderstanding of what she thought I might be

interested in. The fact that she was willing to criticise her school (including

the head teacher) and admit acts of resistance during the interview also
suggests a high | evel o hg confidercegmapy n her

have also been a reflection of their growing maturity, though this was not
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always accommodating to the research. At the end of Year 6, Nilay related
her choice to discontinue the research to her maturity and desire to

concentrate on heclkoolwork.

As Lucy observed, the ongoing interviews have meant that the girls may be
less reserved or shy than they were originally but also that they have made
assumptions about what | am looking for and may be more prone to give it
to me. | noticed thdtucy, Nirvana and Gazza all selected very sporty
friends for their group interviewisgirls they perhaps saw as tomboys. This
suggested to me that the girls (whether consciously or not) were trying to
Ohel p6b me by sel ecti n gtergsiedin grlswhoey t hought
were very active and showed a strong resistance to conventional gender
norms. Just as the girls who were initial
pointed out things that seemed to relate to tomboyism and were more likely
to idertify themselves as such, in secondary school the girls began to
identify with the 6égirls in sportsd | abel
would be a neutral explanation of my research, sometimes girls seemed to
interpret from it that | was onlyiner est ed i n O0sportyd girls
keen to emphasise this for themselves or to identify other girls as sporty
unli ke them. These are my notes from one
lesson.
Alicia has just hit the ball and run to first baskave been trying to
figure out everyoneb6s names but when |

girls seem to think that | am interested in her because of her abilities in
PE. Without my prompting, Beatrice, a slight blonde girl who was

moved off of firstbasd, el | s me she is Oterribled at
girls joined in the assessments of their abilities. Rascha claims that
shebs 6goodd and Zadie tells me o611 6m a
they think | &m ranking thenmm or somet hi
the athletic girls. Wen spells out her
|l i ke sports, ités really good. o

(Fieldnotes, Blythevale School, 13/6/2007)
It was not just girls who thought to poi.
Teachers and coacheswereeoft keen to point out the O0mo
in their lessons, seeming to assume that these girls would be the subjects of
my study. It is possible that just as | found the girls were often trying to

please their teachers, parents and coaches, theyryiaggto please me.
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Punch(2002: 328n ot es t h at saccounts gre giten aigcouatéd

because of this perceived tendency to want to please adults. However, | am

wary of describing the girlsd responses
please, since it seems to deny their intelligence and independent thinking.

nstead | want to describe their o6researct
technique that suited both the girls and myself. Just as they became more

aware of the types of questions | was likely to ask and how best to answer

these, so too did they become morafmtent in their own responses and in

the validity of their accounts as descriptors of their personal feelings and

opinions. Girls sometimes even helped out in interviews with their friends

by rephrasing questions i n reseaghencess of
speakd and their youth cultural mil i eu.

the role of O6expertdéd within the intervie)
the questions. I n retrospect, I mi ght ha

and even hathem conduct group interviews on their own. They certainly

would have been more than capable of doing so but my feeling at the time

was that this might add to the &édburdend
might have been more keen to conduct interviews ththers, based on their

friendship positions and relationships with teachers.

Over the years | have also interviewed s
fathers & four mothers) as well as met with teachers and coaches. The

longitudinal nature of the resch has meant being able to develop a rich

and empathetic understanding of the changes and decisions over time as the

girls matured and shifted schools, friendships and interests. After our Year 7

interviews | noted how much the girls had grown physicallgdenly

shooting up in height, developing spots or wearing their hair down in a new,

more mature style. Over the years | have watched their transitions and

choices with admiration, fondness and sometimes dismay, often set off by

inevitable reflection omy own schooling and sporting experiences.

Interviews with the girls were complemented by observations at their
respective secondary schools and sports clubs throughout Years 7 and 8. My
observations at the girlso fmmcondary schi

April 2007 when the girls were in Year 7 until December 2007 when they
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were in Year 8. These involved visits to each school once a week where |

would attend the girlsdéd PE sessions and
clubs or activities taking pte. | also attended the school Sports Day and

took notes there.

When the girls were in Year 8, | gave them disposable cameras and asked

them to take photos of places they liked to be an@gomson, 2008a)

Thist ype of O&épartneringdé research method wl
participatory approach by making images that they help to analyse has been

described as a means of both increasing participation and interest for young
people(Thomson, 2008a: 13)I hoped that this activity would give me a

better understanding of the spatial aspe:
participation and | later held interviews with the girls where they de=itri

the significance of each photo. Girls also kept copies of these photos, which

may have influenced their choice of subject/location.

I n response to requests from the school s

feedback, | also carried out questionnairesenthgi r | s6 PE | essons wl
were in Year 8. This was done in order t
confidentiality, since findings would inevitably otherwise be traced to their

personal accounts. Questionnaires were anonymous and were distributed to

each girl s PE group at the three school s
consisted primarily of opeanded questiond®enscombe, 2003nd

covered topics that had arisen in interview around physical activity

participation in primary and secondary school, trying out for school teams

and overall enjoyment in PE (see Appendix 3). Questionnaires responses

werecoded similarly to other data in Nvivo and were treated as qualitative

data that was complementary to other findings.

Data Analysis

Observations consisted of detailed itineraries and insights taken each day
during my visits to schools and clubs, which weuesequently written up

as fieldnotegHammersley and Atkinson, 1993hterviews were

transcribed and included personal reflections on the general tone and setting

of each interview. This data, alongside the questionnaire responses, were
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stored in Nviw and were systematically coded using this software. The data

was analysed thematically where codes and concepts emerged from the data

and evolved into general them@&irauss and Corbin, 200gmergent

themes and concepts were subsequently

the girls in further interviews. Analysisub involved a process of

0funnellingd by refining the topic

researcl{Silverman, P06: 94) Themes that arose within the data

eventually evolved into the various chapters that make up the thesis.

Reciprocity and Ongoing Consent

Given the intense focus on their activities and decisions, it would be fair to
say that each girl was extreiy generous in allowing me into her life and
sharing so much with me. However, when | attempted to describe my

indebtedness to them, they often shrugged this off and said that they enjoyed

talking to me. My attempts at reciprocity often seemed inadequate

trivial in comparison to what they offered. In our Year 7 interviews, |
attempted to reiterate to each girl that her story would form one of six

narratives that would provide the basis of my PhD thesis. | asked Lindsay

how she felt about this.

Sheryl:You know how | started out with eight girls, but now two

dropped out? So I 6m most |

girls, and one of them i

telling your story about your transition to secondary and the

friendsadydjoudve h

Lindsay: Who are the other girls? [l tell her]

Sheryl: So | mean how do you feel about that? Having me write this

story about you.
Lindsay: Fine.
Sheryl: Is that okay?
Lindsay: Yeah.

(Interview, Year 8, 18/10/2007)
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Debbi e FEPIS)toadernsGabout being able to obtain truly

0informedd consent from young peopl e who
texts resonated strongly with me. | often watrtbat | had not done enough

I n explaining the extent to which | woul
their transition to secondary school as the basis of my thesis. Here | can only
believe Lindsay when she tehtits me she is
her trust in me and my reassurances to her about confidentiality and intent

that support this. | only hope that my account in some way lives up to the

belief and trust the girls held in me.

Access

After gaining consent from the individual girls continuing the research

with them, it was then my task to negotiate access through the four

secondary schools they continued onto, as well as one running club. This

proved to be a frustrating, tir@@nsuming process that illustrated all too

welltheburaucr ati ¢ and paternalistic framewor
agency and decisiemaking abilities. Three of the four schools eventually

agreed to take part, except for Fol kestol

decided that it would be too difficulb supervise my visits.

This setback illustrated one of the contradictions of consent and access

within my research in that although it was initially the girls and their parents

that | sought permission from and who agreed to take part in the research, it

was then the head teachers and other adults at the school with whom |

negotiated my ongoing presence. Initially this meant letters and discussions

with head teachers and heads of year, but eventually it was the PE teachers

at each gi r | datedmyvisis and allowledmetftossicim dni t

lessons. In her methodological account of feminist research in physical
education, Sheila Scrat¢gh®2)d escr i bes r el atively dunpro
to PE teachers and departments in a Local Education Authority (LEA)

where she had previously worked and could therefore relate to them as

another, former PE teacher. Yet despite this ease of access, Scraton

describes the difficulty of d&édcoming outo
and authoritarian teachers she intervieW&ckraton and Flintdf 1992: 181)
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As a nonPE teacher and outside researcher, my relationship with PE

teachers always seemed forced and even slightly deceitful in the sense that

my allegiance ultimately rested with the girls, rather than their teachers.

Like Scraton, lattmpt ed t o adopt an dacceptabl e, i

deferenti al manner 6 in or(8ceatonand mai nt ai n

Flintoff, 199: 181) Despite this attempt, the potential conflict in my
allegiances was reinforced on my first day of observations at Wellington
Gardens School. Having only recently met me and agreed to have me sit in
on her lesson, the teacher introduced me briefthe class, several of

whom | knew from the previous research project. After taking the register

she spent five minutes telling off a girl | had been close with, suggesting

that the girlsdé excuse from the | esson t

until we were en route to the fields and the teacher was ahead of us before
6catching updé with the girl and expressi
strictness. Similarly after holding my first interview with Deniz at her

school, her PE teacher took me asidthe staff room in order to ask why

Deniz no longer took part in PE and what this teacher could do about it.

Whil e | could not break Deniz6s confiden

was compl etely dependant on indqhis teacher

access at the school and sympathetic with her desire to involve more of the

Muslim girls in her lesson.

Delays in interviewing and access related to layers of bureaucracy, diffusion
of responsibility and the low priority my research agenda held irotsho

taken up with many other pressing issues. Similarly, Ge@@@7a)

describes difficulties in accessing schools, particularly mseedschools

where research on girls was perhaps deemed less important. Research with

young people in schools often involves multiple levels of gatekeeping that

can act both as O6safety barrierd for you
making abilitiegMcCarry, 2005:95) Negoti ati ons at the gir

often involved contacting multiple 6gate

protracted attempts to collect permission forms from tHs.dn two

i nstances, a girlsodé6 permission |l etter wa:

had to be resent. During our interview Deniz explained what had happened.
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Deniz: | gave my permission form to the teacher but then she lost it.

Sheryl: really sowyvabout thig. 1i8he told me they lost the

permission form.
Deni z: Not Miss Singh, this other teac
(Interview with Deniz, Year 7, 15/05/2007)

My concern here is not so much with the |
theways n which girls were often asked to Or
sake of the research, here by taking home multiple permission forms to

parents. Deniz and Lindsay were both of Asian Muslim heritage and their

parents declined to be interviewed. Givenlsr@dy 6 s parent sé reactic
wish to play football, Il was unsure how
participation would have been interpreted. In this and other instances, the

girls acted as mediators of my resedraxplaining and justifying ito

other people (parents, peers, coaches, teachers). | would argue that this is

one potentially negative effect of procedural requirements for parental

consent. Researchers in a survey on informed consent also commented on

the potentially exclusionary eftts of required parental consent for young

people and they described situations where young people forged parental

signatures or were unable to participate in research altod€ttwv et al.,

2006)

Although | tried to avoid this medliion as much as possible, it was often

i mpossible to overcome. Since | had no at
was the girls themselves who asked their friends whether they would take

part in the interview, which meant having to explain what it migkeaie

After Spiritbdés private school refused my
attend training sessions at her local running club. When | introduced myself

at her running group, | did not mention Spirit at all and simply said that |

was there to obseevall the girls (which | was). Still, Spirit seemed to feel a

sense of responsibility for my presence and when | inquired about it, she

referred to her friend. | expressed my concerns about her potential

discomfort in my fieldnotes that day.
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We are chattig in the change room before training. | ask how Spirit
feels about me being at the club and carrying out observations.

Spirit: | 6m just wused to it.
They were asking 6whods that

(Fieldnotes, Championsurning club, 12/7/2007)
Teachers and students alike, who were used to having various observers

——

Q

around at any time, often overlooked my presence in schools, along with my

notebook. At the running club, however, the use of a notebook seemed to
add to the arady intense surveillance in perhaps uncomfortable ways and |
found participation in some runni
to the context than overt netaking. My own running pursuits and recent

membership in a local club perhaps prousdful here in accompanying the

girlsontheirwarrmup runs and proving my O6credent.

keep up with them in their sprint sessions round the track. In fact | never
really found a comfortabl e Oeachl e
week as the hour approached for my visit. At the time | credited this to my
failure as a fieldworker in establishing rapport and access. Later | began to
reflect on the pressure, surveillance and defensiveness of the environment
that was not conducive hospitality and acceptance as its overriding ethos.
The overt competitiveness of the club made both parents and girls
suspicious of one another and the relentless pressure to achieve running
results made it difficult to relax or be friendly to newcosnand perceived

outsiders. Some of the coaches even {joiihgly) accused me of being a

o O
N N
O C

dr i

t he

spy for another running cl ub-of- something

pl acenessd at the club. |l carried

over a period of fie months in the summer of 2007 but did not continue

there into the autumn and winter months, as | did at the secondary schools.

The difficulties of access at the four secondary schools in some ways
echoed the dynamics of my ongoing relationships witlgitie As they
made their way into the four different secondary schools so too did our
relationships change, arguably becoming less intimate in the larger and

often more guarded settings of their schools. As McLeod and Thomson

(2009: 64) point out, longt udi nal research is particul a

relationship between the researcher

68

out

and

q

1

ob:

1



relationship was intensely related to the research setting. While the girls

were in primary school | was able to visit each sthwice a week for the

full school day, sitting in on each lesson and often participating in after

school and playtime ventures. This allowed me to form very close bonds

with the girls and the familiarity and openness of each school classroom

facilitatedthis intimacy. However, at secondary school such opportunities

for trust and openness were perhaps restricted by the diffuse structure of the

group, the varied schedule of classes and the newfound guardedness that

seemed to accompany peer relations wittew set of girls from different

primary schools. Intimate research encounters such as that described by

Mary Jane Kehily(2004: 366)where she rolls around on the floor with a

groupof1@yearol d girl s &épinching our fat Dbitso
became less possible in my research as we entered the regimented settings

of each girlsé secondary school . For ex;
had often accompanied the girls into the genoms, there exchanging

friendly forms of 6body talkdé; this was |
and PE teachers warned me off entering change rooms, for fear of

accusations of impropriety (Fieldnotes, Wellington Gardens, 07/06/07). The

shift to themore guarded and dispersed settings of the secondary school

inevitably impacted both on field relations and the types of data | had access

to. Informal exchanges in private settings were less possible and accounts

of bodily dissatisfaction, romances,fear and ot her &éi nti maci es®b
settings might facilitate were restricted to the more formal settings ef one

to-one interviews.

Ethical Considerations

A central concern of feminist research has involved the power differential

between researchers aneittresearch subjects. Young people might then

be considered multiply marginalised in the research process due to their

position both as minors and as research particiga€arry, 2005: 88)

The research was carried out in accordance with the British Educational

Research Association (BERA, 2004) ethical guidelines and the research
protocolsof The Uni versity @004)dthical Juelines BERAG S

define young people as a 6vulnerabled cat
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requiring that due care and consideration be taken in assuring confidentiality
and informed consent. As both minors and as research participants in
longitudinal research, special consideration was taken to ensure that the girls
involved in the research comtied to provide their consent and to feel
comfortable with the research.

Girls were initially given letters of consent/information relating to the nature
of the research project, their rights as participants, how the data would be
used and whom to contaghould they have any concerns or questions about
the research. Each girl was able to choose her own pseudonym in order to
remain anonymous and | chose pseudonyms for the schools and one sports
club involved. As the research evolved, girls were contiguealhsulted on

any changes and on the course of the research. Consideration of consent
took place through thoughtful attention to their wishes (including the right

to withdraw from the study at any time), as well as consulting the girls on

the ongoing cotse and analysis of the research findings.

Each girl in the research provided verbal consent to her participation and
written consent was obtained from each g¢gi
points within the research. For example, when they madeathsition to
secondary school, parental consent was again sought out and girls were
given an opin clause that allowed them to passively withdraw from the
study should they choose to do so. Indeed when Spirit decided to leave the
study at the end of Yedrshe did this via her mother and | did not pursue

the issue further with her, even though it was a setback to the study. Adults
who were interviewed as part of the research also provided verbal consent
for their participation and were given similar infoational letters about the
research.

Permission for classroom observations was sought via the schools each girl
attended, which meant the head teacher in each case. Each girl was
individually consulted before contacting the school or club that she attende
in order to ensure her comfort and consent in my attendance at these
sessions. Observations of the lessons and sports sessions were generalised
so that they did not focus explicitly on the participation or performance of
individual girls and individualsvere given the opportunity of reading over

notes that pertained specifically to them in order to check their
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accuracy/interpretation and to request that certain details or observations
were omitted or changed. Girls were also consulted on details of their
interviews and transcripts were discussed in subsequent interviews. Analysis
was ongoing and girls were involved in discussions on my ongoing
interpretations of their experiences in sport, physical activity and schooling.
Since schools requested feedbankhe findings of the research, special
attention was given in generalising the results so that individual girls would
not be identifiable to the schools and girls were consulted on the nature of
this feedback. Feedback to the schools was therefore {iseéia the

extent that individual girls were not recognisable or attributed with any
particular complaints or issues. Requests from girls that specific issues or
incidents not be included in the final report were respected and details

relating to thesavere omitted from my final report.

6Coming out as a feministdéd: dil emmas in |

I n conventional ter ms, reciprocity might
back6é to participants through the form ol
relationships or providing material benefits from anything as small as

coffees to interview O6incentivesd such a:
have found that engagement with participants is both pressing and

potentially problematic. | have been involvedico hi ng gi rl sd& games,
them to practice outside of school and volunteering in community sports

programmes designed for girls. While | acknowledge that such active

engagement might be perceived as 6éinterf
role in sugining my passion and commitment to my research subject, and

of its benefits to the girls involved.

In its most basic form, reciprocity involves a sharing of the self through
researcher and part i(2O0OXearlyinterviewinggr act i ons.
techniques established that in practice, interviewing women should be a

two-way process that involves shrag and giving on both sides. While the

girls sometimes asked me about my relationship or sports involvement, they

most often inquired about the status of my PhD. Sometimes I felt like they

were being polite and other times | felt like they used thisstisategy to
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deflect attention away from awkward questions. In either case it was clear

the girls felt that the conversation should notbesneded just as Lathe
(1991: 73y esear ch participants O0insisted on i
di sclosure. o6 I n this excerpt from our Ye:
about her involvement irobtball. She has already answered my question

and shifts the emphasis by asking about the ongoing progress of my

research.
Sheryl: You donét think you could just
a footballer eventually?
Deniz: No.
Sheryl: Yobhat2dondét think t
Deniz: Sheryl, how is your work going?
|l you about it? 1606

Sheryl: Should | te
guestions havenoét |

I
?
Deniz: Yeah.
(Interview, Year 7, 19/05/2007)
I had had trouble accessing Denizbés schoi
happenihad been over a year since |106d | ast
initial time catching up but | also interpreted from this interjection that | had
launched too quickly into a barrage of questions. Latt@91)endorses a
dialogical approach that includes sdi§closure on the part of the
researcher as fostering a sense of collaboration between researchers and
researched. Here Denizo6s interjection se:
discuss my own sporting experiences than a strategic attempt to divert
attention from an unwanted question and even a desire that our relationship
should involve questions on bothasd The idea of setfisclosure perhaps
does not sufficiently take into account age and experience discrepancies.
Despite my feeling that my own sporting ¢
from a young age and the resentment this has brought, I refrained from
sharing this with the girls. | wanted to respect and understand their decisions
around sports participation rather than implicitly suggesting (through my
own positive adult experiences), that they should continue to participate,

should push throughandnbtd r op out 6 as many of their p
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However, critical approaches to research insist that reciprocity must involve

more than reciprocal dialogue, in the form of sharing analysis and even co
authorship through a Ompowdglhtiienegoti ati on
1991: 56) An emancipatory approach is often described as transformative

and a procesof caauthorship is endorsed. Robyne Gar{2@04b)

describes t ke nprtaaests onfo échee engaged i n

participants in constructing narratives

Currie, Kelly and Pomeran{2007)are more explicit in exploring the

meaning negotiation that took place in their research. Their distinction

bet ween Owhaitd& heendidwhat the researchers

of the i dealriisermtoefd 660 pressxeiasxr ch. They descr
strategies girls employed to avoid identification with denigrated categories,

such as that of feminist. Regardless of their tejamf the feminist label,

the girlsé actions and beliefs often rev
orientation. Rather than attempting to affect change in their participants, the

aut hors att e mp tposttianing andstd highiligithegyi r | s6 s el f

already critical stances towards gender inequality or stereotyping.

Although emancipatory research endorses the value of overt political bias in
research, | was reluctant to initially i
girls. Initially I told the girls that | was interested in their ongoing sports

involvement. | did call myself a feminist when it seemed relevant though.

For example, when a girl finished the questionnaire she anxiously asked

what | would say if Indwamdspdhrats 6@ilrhs
response | said something along the | ine:
feminist and I 6m more interested in how

retrospect | might have rephrased this since the link to a Year 7 girl between

feminism al advocacy seems less obvious than my comments suggested.

The girls also knew about my own involvement in football and running and
often asked me about it. Despite not describing myself as a feminist, |
suggest that the girls were aware of the inhereritigailintent of my

research and picked up on comments and perspectives of mine without the
need for explicit detailing of my feminist sensibilities. This was evidenced

through their reporting to me of racist and sexist incidents and patterns they
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perceivel in their schools and clubs. This also stood in contrast to the
interpretations of my research by their coaches or teattesgecially the
mal e coaches who seemed to interpret my |
trainingd who was soaking up their exper!

Lat h(#98l9)esn dor sement of feminist Opraxisoé a
be liberatory in changing bothe researcher and the researched and thus

Inspiring participants to question their current situation. | am unable to say

whet her my research échanged6é the girl s,
space for reflection. McRobb{@991c)asserts that while we must

acknowledge the power differentials between participants and ourselves, it

may also be patronising to assume that wedoesomething for

participants. It is therefore more important to foster an atmosphere of

respect and equality with such participants.

Nonetheless, sharing my findings and initial analyses did sometimes lead to
further discussion. During an interview with Nirvana, | suggestatithe
school might be hypocritical in claiming

providing them with outdoor space to run around on at break time. The idea

of hypocrisy seemed to O6clické with her.

Nirvana: Yeah, Il t hi nk telimpme al | makes

things that | didndot actually real.9
interesting.

Sheryl: Like what?

Nirvana: Li ke theydédre being hypocritic
thought they were being really mean. But yeah, that makes

sense.
(Interview, Year 8, 03/2008)

Il note | ater that | felt slightly uncomf:«
responses to my initial analyses. If she did not agree with me, would she say

s0? The imposition of a particular analysis seemed to demand of her an
enlightenedrespene t o my <criticism of her school 6
Nirvana reflected further on the notion of hypocrisy, relating the situation to

the wearing of inappropriate school kit on a cold day.
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Nirvana: 6cause | ast week we had this s
srinting on the pitch, which didnot
know. And it was freezing cold and we were out there in like
shortsandas hi rt and it was so cold. And
never heard so much moashitng! 686 And s

a jumperand a tracksuiflaughs).
Sheryl: Yeah.
Nirvana: And it was just I 1 ke, Owhat ?!
Sheryl: So she had loads of layers on?
Nirvana: Yeah, and we were just stuck out like little penguins.
(Interview, Year 8, 03/2008)

The issue of gi rdweaherPiEks @gtonaconeernand t he col
many of the girls expressed, but it also highlights the power differential

between the girls and their teachers, who can wear what they need to protect

themselves from the cold. Yet despite my desire to point towards saiuctu

and institutional issues around their involvement, the girls were often keen

to accept personal responsibility for any decisions they had made. In Year 7

Gazza had decided to drop out of football, although she played and enjoyed

it in primary school. Brly on in the interview | suggested that her decision

mi ght relate to her school 6s poor organi
football in Year 6. She conceded this might be true but later emphasised her

own role in decisiommaking.

Gazza: B u tike 1o blave u &ll dmS&risei that | quit karate
or all on my coach that I quit football.

Sheryl: No.
Gazza: 6cause it ai not his fault. |t w a
on my own.

(Interview, Year 7, 14/03/2007)

Here | am faced with my own interpagion of the situation being at odds

with Gazzabs desire to accept responsi bil
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agency in the decisiemaking process. Put another way, Acker et al. (1983)
write:

The question becomes how to produce an analysis whichbgy®nd

the experience of the researched while still granting them full

subjectivity. How do we explain the lives of others without violating
their reality?

(quoted in Lather, 1991: 74)
My own analyses, while attempting to higl
subjects, often prefaces the overriding contexts and discourséisited
and constrained those choices. In their process of joint analysis with girls,
Lalik and Oliver(2000:33descr i be their attempts to re
6even when they were quite different frol
be. & As their account of the research pr
meaning is aver simple or straightforward. Similarly, Sked9897)
emphasises the ultimate authority and responsibilitjhi@feminist text as
remaining with the researcher. Attempts to discuss ideas and interpretations
with her participants led to new insights and understandings but were also
divided by differential access to an academic framework, which she
describesasfaior m of &écul tural capital.d As Skec
interpretations did not always accord with her own and she could only
approach the negotiation of meaning through an ethical stance anchored in
Ohonestydéd and O6humil i tgg,1M7:30CHyde, 1988 qgu
attempts to O0feed backé findings to the
levels of gatekeeping and concerns that it is not only the girls themselves
who will be reading this feedback but also their parents and possibly
teachers, thus pwgy a potential conflict between constructive and honest
feedback and the girlsodéo confidentiality.

Conclusion

The outlining of my methodological approach to the research can be seen as

an attempt to render more Otrivehsparent o6
at my findings and interpretations of these. As ysbigtctural critiques have

pointed out, such interpretations are both constructive and constitutive, thus

creating the illusion of a somehow tangible and straightforward research

process even as thegnstruct this account. This construction necessarily
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involved a process of selection and differentiation. Over the four years of

research | amassed great quantities of fieldnotes, transcripts, photos and

research memos that were ultimately my resporsilvd sift through and

make some wultimate &6dsensed of . Il found t|
process of writing that | was able to analyse my data and thereby translate it

into a readabl e form, processing the acc:¢

analytcal y grounded arguments around girl so i

My analyses attempt to balance girlsodo i n:
oriented understandings through a process of interpretation and ongoing

meaning negotiation.

Al t hough gi mswearésoncetnmes difficlit,urequemtly insightful
and always generous, the decision of how to present these insights and the
resulting arguments | made around them are my own interpretations based
in both my feminist sensibilities and loterm involvemenwith both the

girls and their secondary schools. In the next chapter | more fully describe
these settings as well as the individual girls who took part.
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Chapter Four An Introduction to the Girls and Their
Schools

As outlined in the previous chapteny research focuses primarily on the

experiences of six girls, who named themselves Spirit, Nirvana, Lucy,

Gazza, Deniz and Lindsay when they were in Ye&TBis chapter outlines

the girlsé experiences in sport and PE
on to separately introduce each girl and her particular interests and family
background. | finish by briefly describing each of the four secondary

schools these girls continued onto (a summary of the girls and their primary

and secondary schools is alsoyded in Appendix 1).

a

Each girl had been a key participant in |

project. The girlsd tomboy identities we.l

through their participation in sport. The girls we focused on were all seen as
paticularly active and willing to take part in a variety of activities including

tag rugby, football, treelimbing, crosscountry running and outdoor

adventure sports. Teachers often noted a particular determination and

ent husi asm i n t hghysigal taskssadd n@ewsgoesgAsme nt i

Lucyds Year 5 teacher noted, O6Shebds wil

than some of the othersdé (Il nterview, Spr.i

For Gazza, Lindsay and Deniz, a tomboy identity was particularly
associ at ed mwoltemeneirapayground footballsThese girls
attended Benjamin Laurence Primary School together, a culturally and
racially diverse inner city London school. Parents at the school did not tend
to enrol their children in a wide range of extracurricutdiveties and so the
activities children did were primarily facilitated by the school, which had
worked hard to develop good relations with parents. The school itself had
limited playground space and most of the concrete play area was taken up

by two footlall pitches continuously dominated by the older boys. In Year

® The girls chose their pseudonyms when they were in Year 5 and these do not necessarily

reflect their ethnicity or even the current way in whtishy might choose to represent

t hemsel ves. For example, Gazza chose her name
Gates, which she had long since grown out of by Year 8 when | finished the research.
Unfortunately, I f el tseuddnynts atlatergpoinisisidce hhad c hange
already published and presented work using the earlier names the girls chose.
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5, their class teacher had initiated a gi

their involvement. The girls who participated grew in confidence and

gradually moved to playing with their male €tanates on other days. The

devel opment of a girwisde fowitdamat cle@m an

facilitated by an adult further supported this involvement. Mr. Mansfield,

their Year 5 teacher, described the girl:
Wedve gotNildyg niwhoamd ay with a passioné
in there all the time. And she is absolutely in the thick of things. She

gets balls in the face and in the bell
(Interview, Year 5 teacher, Summer 2005)

Gazza was also involden karate lessons held at the school and described

her sense of achievement in moving through the belts and working closely

with her instructor. Both Lindsayds and
running competitions won them accolades and recognition frem th

classmates.

In Year 6, staffing issues and structural repairs to the playground made

girls6 involvement in football I ncreasi ni
in a local authority football match (for which they had had no training and

arrived latewas shambolic and resulted in a fight with another team. The

school focused its attention on netball, and the formerly footballing girls

moved to this sport, enjoying attention from a devoted female coach.

Nirvana, Lucy and Spirit attended Holly Bank $oh which was located in

the leafy outskirts of London and served a more racially homogeneous and
middle class population. Children at the school were often enrolled in a
wide range of extracurricular activities both in and out of school ranging
from langiages to sports and drama clubs.

At playtime and lunch, football was dominated by a group of older boys as

at Benjamin Laurence. However, the large expanse of grassed fields and

play equipment meant that girls could engage in a variety of active games.

Oneof their favouriteswas clasgi de Ochased6 games invol vin

and girls. Facilitated by access to open grassed space, the school encouraged

® Nilay was also a key participant in the original tomboys study but declined to continue
with the research after movingtoaprivate Musligi r1 s secondary school .
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participation in crossountry running and had a large contingent of children

involved. Spirit, Nirvana antlucy all took part in crossountry running

and Spiritodés accomplishments in the spor
Champions Running Club, which she subsequently joined. In Year 6 the

school al so developed girlsdé netball ses:

playing this.

It was each of the girlsdé6 pleasure and el
activities that seemed to suggest they were likely to continue with their

sports involvement into secondary school. Of the original eight girls that

had been part of the tdrays study, six elected to continue the research with

me. Their individual stories document their engagement in both sports and

schooling over this period.

Holly Bank Girls

Spirit

Spirit was of average height and build with light brown hair past her

shouders, a ready smile and a quiet manner. She came from a white

Scottish background and her family lived in a large detached house in a

gated community. Spirit was an only child until the age of 10 when she

gained a baby br ot herectoroHeansubrmafimer 6 s posi |
allowed the family to remain comfortably well off while her mother stayed

at home, organising schooling and activities for the children.

Throughout primary school Spirit was involved in a wide number of
extracurricular activitis including basketball, karate and crassintry

running. In year 5 she was seen as one of the fastest runners in her class,
thus gaining accolades from teachers and coaches, as well as interest from

Champions Running Club.

At Holly Bank she wasamemberf t he &émi ddl e group6 of gi
who were all high achievers and similarly held an array of athletic and
musical talents. Her best friends were Nirvana and Leafy Blue, neither of

whom continued with her to Fol kestone, a

Like many of her peers, Spirit began studying for entrance tests and taking
extra tutorials leading up to the end of year 6. She spoke about the pressure
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from her parents to do well and the expectation that she would attend an
Oxbridge college like her fa¢.

Much to her parentsdo delight, Spirit rec:t
attend Folkestone and in Year 7 she continued to bring home glowing

reports from her teachers. On the outsid:i
chil d. 6 She walsacaanicallyas well gs atsgortsy shav

took care of her baby brother at home and talked about keeping up with her

chores.

At the transition to secondary school, Spirit found it difficult to deal with

the loss of her old friendships and described thefse as 6i n bet weend t |
friendship groups in her new class. While the other girls chatted and went to

the canteen over breaks, Spirit worked on her homework. She continued to

train with Champions Running Club into Year 7 but was unhappy about the

coachinghere and the strong emphasis on performance. In Year 8 Spirit

declined to be interviewed again, having lost contact with me on a regular

basis.

Lucy
In Year 5 Lucy was on the small side for her age and she had dilpixie

quality about her. Her long bldish-brown hair was usually worn in a plait

down her back. Lucyds white, middle cl as:
unconcerned with typical middle class appearances and were more likely to

spend money on trips and outdoor activities than new cars, clothing or

fixing up the house. The family was very active and enjoyed outdoor

activities such as canoeing, camping, cycling and rock climbing on a regular

basis. Lucy had three brothers, one of whom was a twin and she kept up

with their range of activities including ®a and then Scouts.

I n primary school Lucy was a member of t|
some difficulty with her friendships. At playtime she had enjoyed chasing

and running games but this became increasingly difficult to keep up due to

the slowing dowrof her friends in Year 6, who began to prefer quiet games.

She had therefore taken to playing with children in lower years over

playtime in order to keep up her active games.
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Both Lucy and her mother Mary deliberated over sending Lucy to-airlall

or mixed school. Mary did not want to consider a grammar school as she felt
they were too pressurised. Despite their concerns, she continued on to the
single sex Wellington Gardens Secondary School.

In Year 7, Lucy seemed to be adjusting well to her new sarablt helped
that she knew several girls from Scouts. She described these friends as
having more in common with her than her primary school friends. She did
well in her SATs and continued to do well academically in her classes.

Lucy was disappointed thahe was not allowed to run around at playtime at
her new school, and she described being 1
mother described the provision of sports athegadllr | sé s chool as O6qu
pitiful reall yé but Lucyolandddt i nued to pl
athletics in the summer. She found selective sorting practices at clubs and

school teams both discouraging and exclusionary.

Nirvana
Nirvana was tall and slender and she had brown eyes and dark, shoulder

length hair. She shot up in height bya¥& and this combined with her new

fringe made her look older than many of the other girls in her Year. In Year

6 her teacher had nominated her as O6head
maturity. Similarly in Year 7 her form tutor described Nirvandath

mature and clever and felt that this set her apart from her classmates. In

primary school Nirvana had been best friends with Spirit and Leafy Blue,

who had also been high achievers. Although involved in netball and

runni ng, Ni r v a neeed totrestimbre ig her nthintytandt y s

interest in rock and indie music.

Nirvana lived with her mother, father and older brother. Her mother worked
in .T. and her father was a property developer who had renovated the

famil yés f our b enéartolenprimag/schamlc ed house

Nirvanadés musical talents seemed to stem
interest in music and her home was full of different instruments her parents

had picked up over the years. Nirvana took formal lessons in flute and piano
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ands he al so played with the school s orche

Brit School of Music for secondary school.

By Year 7 Nirvana had dropped out of her former sporting activities and

steadily disinvested from PHryouShe said s
for netball and talked about frustrating experiences of playing in Year 6

when o6no one knew what they were doing. o

belief that she was not very good at sport in general.

Although Nirvana liked the music programme at \Wgiton Gardens, she

complained aboutthealji r| environment, which she fo
Nirvana still talked on the phone with Spirit and Leafy Blue and they hung

out with their male friends from primary

touch. 0

Unlike physi@l activity, music remained very important to Nirvana who

told me 6ités kind of my |life.d I n Year
attended orchestra at her primary school and had joined the jazz band at

Wellington Gardens. Her very busy music schedekemed part of the

reason she did not join any sports teams but moreover it was clear that

music was an important part of her identity unlike sport had ever become.

She felt that Wellington Gardens had a good music programme and had

given up on attendindné Brit School of Music since she had already settled

in at Wellington Gardens.

Nirvana decided to attend Wellington Gardens School since it was close to

her house and she could walk there with girls from her neighbourhood. She

seemed frustrated by theséd of her instruction at her new school and

resented that her teachers O0dumbed downo
concepts to them which she claimed already to know. She also resented the

levels of homework she had been given and the sedentarynpatiesr had

led to but seemed unclear about how to change this.

Benjamin Laurence Girls

Gazza
In Year 5, Gazza always had her long brown hair tied back and she wore

jeans and jumpers most days to school. She was a slender, pretty girl who
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often had darkircles under her eyes. Gazza lived with her parents and

sister in a flat within walking distance
primary schools. Her mother worked as a
worked in an administrative position, neither had attenchagersity.

At primary school Gazza was bright and conscientious and as a result did

very well in school . Her Year 5 teacher
meaning that she always did her homework, always helped the teacher and

always seemed to begalsing others. In Year 4 she had been what her

teacher described as O6angsty. & She often
teachers and between friends and this caused tension for her particularly in

Year 6.

Both Gazzads teacher ananotébechangot her Bar b
that had come over Gazza when she took up football. Barbara felt that

football had increased Gazzads gener al C
class more often and stood up for herself. Barbara described her daughter as

6not al dimahdssperfelt that this someti me:

to negotiate her friendships.

Gazza decided to attend Adlington secondary school nearby since her

cousins also went there. She had done very well in her Year 6 SATs and

could have attendedmaore academically oriented school but this was not

her own or her parentsdé priority. She f ol

frustrating and suggested that this made it difficult to get proper lessons.

Gazza had felt particularly that she wanted to attemikad school. When |
spoke to her in Year 7, she seemed fairly well settled at her new school but
told me that she missed the intimacy of |

stayed. 6

Despite her previous desire to continue with sports, by Year 7 she was not

involved in any physical activity outside of PE. She had quit karate given

that the lessons took place at her old school and though she tried out for the

girlsé football team at her new school ,

reported that there was pooper training, only a kickabout after school.
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By the end of Year 8 Gazza had begun to wear her long brown hair down,
and parted on the side as well as wearing makeup to school and changing
her clothing. She and Lindsay continued to be friends andionedly

snuck to the park with boys from their class to hang around and perhaps

kick a ball about.

Lindsay
At primary school Lindsay was a pretty, popular girl who wore her

headscarf with fashionable clothing and was well liked by both her male and

femak classmates. Her family is from Pakistan and she has two older

sisters, an older brother and a younger sister. Her father works in a menial

position for a supermarket chain and her mother, whose English is limited,

stays at home with her siblings. At Banjin Laurence Lindsay was able to

attend oOprayer roomb6é with the other Musl |

along with everyone in the class, which was very well integrated.

Lindsay would sometimes play basketball and cHamnplaytime until she

took upfootball in Year 5. She described this time with a sense of joy

during interviews. She and Gazza were highly regarded by their classmates
for their athletic abilities and this formed part of their high status in the
class. In Year 6 Lindsay and Nilay tatie that they felt the football coach

was racist and ignored them as a result.

Lindsayb6s parents wanted her to attend Aq
older brother. Although this allowed her to travel to school with her brother,
the school was very fdrom her home and it took her an hour by bus to get

there.
At Adlington Lindsay was unable to continue with her sporting activities.

Her parents were concerned about the distance home, which meant that
Lindsay could not try out for the footballteamasess6d hoped t o do.

Lindsay continued to enjoy PE and she participated in lessons and did well.

When her Year 7 class did time trials for the athletics team, Lindsay was not

selected, much to my surprise. Lindsay explained that there were lots of

" Champ was a popular game played by girls at Benjamin Laurence. It involved bouncing a
ball between four equally proportioned squares drawn on the pavement.
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other girk in the school who were faster than her and she seemed resigned
to this.

Although there were many Muslim boys at her secondary school, Lindsay
was the only Muslim girl in her class and this proved difficult for her. By

the end of Year 8 she had stoppezhving her headscarf to school and had
even begun to wear makeup and sleeveless vests. She continued to achieve

well in school and to balance this with her social friendships.

Deniz
Deniz had emigrated from Turkey as a child with her family, who were

pracicing Muslims. She had missed a year and was therefore a year older

than her classmates. In Year 6 she was taller than all of the boys, wore a

headscarf and was not afraid to stand up for herself. She described herself as

6a bit naught yedgomdvbatwith leahnamgEnglishrandg g |

her mother did not speak it. She had two younger siblings and a large

extended family, many of whom lived in Turkey where they went back to

visit each year. Deni-b@aoutlétantd woeked managed
long hours there. Her mother stayed at home with her baby brother. Deniz

often helped out with her younger siblings and was very faarignted.

In primary school Deniz was friends with Lindsay and Nilay but found this
0third wheel 6 sulttohagctiates Althoegh shemgosond i f f i ¢
relatively well with the other girls, S h

like them.

Deniz had been the first girl in her class to take up football once her teacher

began the initiative and it was her presencéherpitch that facilitated the

other girlsd participation. She seemed t
the other girls and some of her male peel
way she moaned about losing and got upset over games. Deniz was a good

student in primary school and seemed to do relatively well. She was in the

top or middle ability groups for each subject. However, she was not happy

with her Year 6 SATS results.

Deniz decided to go to Blythevale Secondary School, a comprehensive

gi rlcedl scthecause she had family friends t
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her. She took the thirtyninute bus ride to school with her friend Teniya

from primary, who was also Turkish and Muslim. While Deniz made friends
initially, she anmthdréiandshipgroughythe 6oust edd |
end of Year 7 and they moved to being with the other covered Muslim girls

in the class. Despite the school s diver:
Deniz had described being targeted and bullied as a result of wearing a

headcarf.

Deniz said she had decided not to try oul
she was afraid of getting into a fight. Football continued to be one of her

main interests and she watched games on TV and still played football with

family and friendsoutside of school. She had also been able to accompany

her (male) cousin to football training at a club for a while.

In primary school Deniz had greatly enjoyed PE but in secondary school her
teacher complained that she often did not participate. Tstdifire | visited

her PE class, Deniz sat on the side and had not brought her PE kit to school.
| soon found this was a common pattern and Deniz admitted to me that she
did not like PE and got her mum to write notes excusing her from

participating.

Secondry Schools

The girls went on to attend four different secondary schools, as detailed

below.

Wellington Gardens School
(where Nirvana and Lucy continued to)

Wel |l ington Gardens is a comprehensive gi.l

well-off, suburban ame of outer London. Parents described specifically

moving to the area for the quality of schools.

The school is heavily oversubscribed and its intake is already achieving

aboveaverage results upon entry to the school. It has low numbers of

students with Eglish as an additional language or special educational

needs. I n its | ast Ofsted inspection it

whose students continued to achieve O6wel |
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who achieve 5 A*C GCSESs). The school has both pbst sports and

technology college status with further specialisms in modern languages and

healthy schools status. It maintains high expectations for its students with a

strong focus on ¢6éperformanced and Obehavi
translatednto strict regulations around dress, appearance and physical

deportment in and around the school.

Despite its outstanding results, the school continues to compete with other

high-achieving schools nearby, including independent schools such as

FolkestoneThe positioning of the school amidst a range of other

i ndependent girlsd schools seemed to pr o
and performance of such schools. This was underscored by the emphasis on

discipline and appearance, as well asresults. The®ssc | 6 s s peci al i st
designations as well as its links with local organisations contributed to the

perceived status of the school. The school was once a mixed sex school but

in the 1980s underwent what the head of
contned to be | inked to Iits now neighbouri
and through its inclusion of boys in its
attended Holly Bank continued to see many of their former male classmates

walking to school and across the ferlcattseparated them.

The PE department had a strong focus on discipline, enforcing prescribed

Okit checksd and displaying intolerance
enthusiasm. Unlike Blythevale School, it was rare for a girl to present a note

excusing hefrom PE and talking out of turn was punished by laps around

the tennis court, where lessons were often held.

Adlington Secondary School
(where Gazza and Lindsay continued to)

Adlington is a mixed sex comprehensive school located in inner city

London. Ithas approximately 1300 pupils on the register frorli8 years.

The school converted from being an all b
many more boys than girls. The proportion of students eligible for free

school meals is twice the national averageiahds a high proportion of

students with statemented speci al needs.
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its |l atest Ofsted report but with
as a visual arts college and recently received healthy schools $tadus.
school has an inclusive ethos and
noted by parents. The school population is culturally and ethnically very
diverse with many students from Afric&aribbean, African and Asian

backgrounds.

In an attempt to ab disruptive behaviour in the classroom the school has
I mpl emented a behaviour system of

little grassed space surrounding the school but it provides a paved, fenced in

area for playing football over break. Unsurpriding never observed any

girls taking part in this free for all.

Blythevale Secondary School
(where Deniz continued to)

Blythevale is an all girls comprehensive secondary schoel)llocated

within walking distance hlewlsof Adl i

crimeandants oci al behaviour. 6 There are

the register, 8.1% of whom are on the special needs register. A high

proportion of the students are eligible for free school meals and over half of

the students are frominority ethnic groups, many bilingual. The school
has a significant refugee and asylum seeker population (15%) and a very
wide range of languages are spoken with Bengali, Albanian and Arabic

being the most dominant. There is a sizeable contingent ofrivigsls

oOmany

6 a de:

Oprai s

ngton i

appr o

(whose brothers presumably attended near |

government educational (DfEE) profile defines a high proportion of the

students as being O6vulnerabl ed and
disability. Blythevale Schdo i s al so connected to
next to it. It specialises in information and communication technology (ICT)

and has achieved designations for leadership. It has also achieved healthy

schools status.

Despite its social context, the schachieves well in local standings and is

a very popular school that is oversubscribed. Students make good progress

in relation to their starting points. In 2008, 43% of its students achieved 5+
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A*-C grades (including mat hsratagid Engl i sh) .
its latest OFSTED inspection report. Its wide range of -aftbool sports,

public speakers and other extrarricular activities add to its appeal and the

school hosts trips abroad each year. The construction of a dance studio also

appeals totsidents and has led to dance being incorporated into the PE

curriculum and afteschool activities.

The school was concerned about the number of girls taking part in after
school sport and PE and was attempting to create greater attendance at
these. Belovaverage attendance at the school contributed to this difficulty

and the school had appealed to parents to increase attendance.

Folkestone Secondary School
(where Spirit continued to)

Folkestone School is an independent day school for girls betweenrethe ag
of 4 and 18 and is a member of the Girl s
school is selective and fgrying with students achieving well above
average on entry to the school. There are around 600 girls in the senior
school. Approximately threquarters othe pupils are from families with
professional backgrounds and one tenth of pupils are of ethnic minority
origin. Very few pupils had English as an additional language (EAL) and at
the time of writing only one pupil had a statement of special educational
needs (SEN)Although the school offers scholarships these seem to be on
the basis of grades rather than means, as Spirit received one to attend
despite her family being well positioned to pay the fees of around £3,000

per term.

With high fees and parentaxpectations, the school has high expectations

to live up to and delivers in the form of results. Of 92 students entered in

GCSEs in 2008, the percentage at A* and A grades was almost 71%, with

32% at A*. All students achieved 5 or more A€ grades. Haever, grades

are not the only measure of the school 6s
extensive range of ext@urricular activities supported by structural

facilities including a heated pool, tennis courts and masses ofopile

space. Pupils also achielighly in the many other ext@urricular
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activities in which they take part. Standards in sport, and in music, dance,

drama, public speaking and debating are very high.

Although | visited Folkestone on several occasions and held interviews with
the Headf Year and with Spirit and a group of friends at the school, | was

not permitted to conduct further research there. The head of year described
parents at the school as being very demanding and she was concerned about

being able to supervise my visits.

Conclusion

The secondary schools the girls went on to attend varied greatly in their

pupil composition, geographic location and relative position in the league

tables. In the following chapter | describe more specifically the particular

6et hos 6 t ddedtat each schoel anbl e implications this had for
pupil sbé sports participation. |l suggest
envisioned student sports participation and their expectations of students

variously contributed to the construction of a perceivgelr o bl emdé ar ound

girl sé sports participation.
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Chapter Five Schooling, PE and the Standards Agenda: The
identification of a oOoproblemb6 in gi
activity

Introduction

A range of discourses ar othecoursgafr | s6 enga
adolescence constructs this participation (or lack of it) as a particular

problem in which schools can both directly intervene and even be held

responsible for. Within the UK, recent health concerns raised in the media

and in government hasparked a renewed interest in the lifestyles,

physical activities and eating patterns of young pe(iligish Medical

Association, 2003, Department of Health, 2004)e child and adolescent

body has been taken up as an intense site of intergsiimkc

representation of the ills of British society and the target of community
programmes and school initiatives ai med
health and productivity. Scientific discourses in sports science and medicine

posit continuous linkbetween obesity rates, cardiovascular diseases and

physical inactivity, thus providing heightened justification for young

peopl edbs involvement in physical activit?)
epidemi cbd as t he(Gardvamd Wrighd, RO05) Gimples @t i v e
underrepresentation in physical activity and sport has made them a

particular targetfo such i nterventions aimed at 1inc

participation rates.

In attempts to get girls more involved in sport and physical activity, schools

have taken up a number of strategies which seek to comply with both

parental and governmentagendasn i t i ati ves such as the 0A«
programme sponsored by the Youth Sport T(2807)and the Healthy

Schools initiativg DCSF, 2008adutline a range of incentives theplicate

schools in the management and uphol ding

physical fitness.

Whil st early feminist research advocated
basis of equity, current arguments increasingly centre on the assumed links

between health and physical fitness as well as aims to identify young

0t al ent Guptomhe 20b2e0lyrinpec@@SF, 2008h)Such
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incentives tend to operate on the assumption that sport and physical activity

are necessarily 6égoodd for young peopl e
promoting. Popular discourses@aftconstruct sport as a sort of panacea for

gi rl so6 -mavadmnednyofimprdviag s@steem and lowering risks of

perceived problems such as teenage pregnancy and substance abuse
(Heywood, 2007, Pike, 2007) Such di scourses often draw
victimd narrative, suggesting that sport
the seemingly inevitable risklat accompany female adolesce(fe®st,

2001)

It is primarily within this backdrop of
health and the need to ihavebeeni fy young Ot
persuaded to encourage girlso participat.
disengagement as problematic. At the same time, schools have become

subject to increasing regulations and standardisation introduced via league

tables and an overwhelming emplsasn performance. Despite the

relatively marginal status of PE within education more broadly, the

introduction of the National Curriculum for PE set targets and levels of

achievement that raised its reputation and value within school agendas

overall(Green et al., 2007 he introduction of ational targets and

attainment levels within a performative educational context has insidiously

linked PE to the broader educational standards agenda. It is within this

context that schools are increasingly pel
asconr buting to their overall credibility,
physical performances into the standards agenda.

A small but growing body of work within the sociology of sport has

provided a critical response to such health and ability incentives,

guestioning the extent to which they are
and investigating the ways in which young people take up and respond to

such overwhel ming incitemenlasedt owards Oh
aims(Houlihan and Greer2006, Green et al., 2007, Hunter and Hay, 2006,

Evans et al., 2008b, Evans et al., 2007, Tinning and Glasby,.Zl0t18)

work has implicated physical education and health curriculums in

constructing restrictive masdoarses of Oabi |l |
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that align O6healthdéd and body size in oft
particular consequences for young peoflkeveral studies in this tone have

sought to situate the role of schooling in the construction and

contextualisation of health discoursedich may translate into narrow and

surveillant prescriptions around health behaviours that set up moral

hierarchies between studeiisrans etal., 2004 Gi r |l s6 participati o
physical activity, their construction of physical identities and their

investment in models of healthy citizenship are inevitably set within this

overarching background, and more specifically within the contexts of their

particdar schools and the ways in which schools engage in these discourses.

Within this chapter | outline various t h
participation in PE and sport and in so doing | attempt to consider the ways

i n which these apapapatiancabpmotentidlly a me gi r |l s 6
Oproblematic. 6 | begin by tracing early |
l i beral strategies aimed at decreasing 0l
feminist approaches that have sought to
disine st ments in sport from girlsd own pers
schools and the standards agenda form an important contemporary backdrop

to girlsdé (dis)engagement in sport and pl
describe the key characteristics of tber secondary schools | researched

at, which were also described more briefly in the previous chapter. This

involves detailing these schoolsé partici
physical activity and achievement constructed through their investments in

the standards agenda.

Feminism, Schooling and Sport

Over the past two decades, gender has been established as a key mediating

factor in young peoplesd participation i
many girls likely to drop out of sport during adaleace(Green et al., 2007,

Flintoff and Scraton, 2001, Hargreaves, 1994, Wellard, 200w Active

People Survey 2008006 found that almost 54% of men ageeRfGook

part in sport and recreation over the previous month, where only 45% of

women in that age bracket did the sgitd& Sport, 2006: S)However,
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findings from the Sport England Survey (2003) indicated that girls were

overr epresented in the Ountapped potenti al
suggesting that many wanted to do spbuswere unsure of their own

capabilities or of how to get involvé@reen et al., 20075imilar

perspectives have identified girls as bei
physical education and sports provision, suggesting that schools should aim

to increase gir |l sdactiviydUKSport, ROd&G DASB,n i n phys]
2008a) Citing such discrepancies in boyso ¢
programmes have aimed at o6getting girls
participation in different sporting initiatives and a range of actitiéen

deemed t-for ibegiiddlywld2D00Davison et al., 2006, Baggett

et al., 2007, Bailey et al., 2006)he incentives for these programmes

represent a shift from early feminist interventions that identified male

domi nance in sport alongside discriminat

participg i on as the &6probl em. 6

Feminist queries into sport and physical education have followed on from
fundamental issues raised in second wave feminism. Within education more
broadly, criticism of an androcentric curriculum alongside concerns over

gi r | s 6educatienal@xériences and outcomes led to feminist

research into the role of schooling in the reproduction of sexual inequality
(Whyte et al., 1985, Weiner, 198%/hile these criticisms focused

particular attention on core subjects including mathematics and the sciences
they seemed to ignore physical education as a marginal subject that was
viewed as less important to the emancipatory struggle for gender equality
(Scraton, 1992, Hall, 1987) A f oc us Ivenmentqisportasmd | nv o
physical education was not premised until several years(kady 1987,

Graydon, 1997, Theberge, 1987, Theberge, 1986, Hargreaves, 1994)
Despite noting the barriers and inequal.i!
sports, there was also space for optimesrd a sense of the liberatory

potential of sport. It was believed that a feminist revisioning of traditional
competitive sports could both challenge gendered bodily inhibitions and
provide opportunities for female friendship and bonding during much

desered leisure timé€Theberge, 1987, Theberge, 1986, Graydon, 1997)
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Womendés participation in sport, whilst c
to hold out the potential for both individual and colleetempowerment.

Thebergg1987: 393)writes: Ohe liberatory possibility of sport lies in the

opportunity for women to experience the creativity and energy of their

bodily power and to develop this power in the community aiveon . 6

Despite this (possibly wutopian) vision, |
schooling suggests that girls often have negative experiences of their bodily

capabilities from a young age and that this is often perpetuated through

physical education.

Gi r lary éxpeziences

Research into childrendés early |l earning |
enter reception, children have already formed opinions about appropriate

physical activities for girls and boys set in gendered bodily h@litsme,

1993, Davies, 2003, Paechter, 2007) An n e \(IB89)pionaenns 6

research in primary education demonstrated the reinforcement such

gendered patterns reced/a physical education lessons for example by

segregating girls and boys in early games activities and by providing more

extracurricular sports provision for boys. Most importantly perhaps, it has

been pointed out that the provision of a gagle@sinated arriculum in PE

benefits boys who often have both more experience and investment in
competitive sports (Williams 1989). Girl:
school are key since they affect later attitudes. By the time girls enter

secondary school, they o have already formed set ideas about both

their own abilities and their activity preferen¢@éilliams et al., 2000Q)lt is

in secondary school in particular that PE teachers and coaches have noted

girl sé overall di sinvest me.x€ynhiai n physi cal
Cockburn(1999)d escr i bes a continuum of girlsodo p
a minority of active and willing partici |
purposely skip lessons or bring in notes, and the vastiyajobetween

who participate but with the minimal amount of effort and commitment

required. Girls are often seen to be a problem by coaches and teachers as a

result of their withdrawal from PE or concerns with appearance. In Jan

Wr i giao@& 66y esearch, girl s were perceived b
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far less enthusiastic than the boys, much harder to motivate, slower to
change and far | ess skilled. 6 As
compared to their malpeers and found to be lacking. However, the
tendency to blame girls for their disinvestments does not take adequate

consideration ofvhymany girls choose to opt out of PE.

Girlsdé own accounts of their PE
policies in schools as well as the emotive everyday realities of PE
participation. Girls have described inappropriate kits that expose their

t hese

bodies to both the elements and the male gaze, enforced communal showers,

boredom, lack of choice, harassment from matrpand feelings of

incompetence generated through hierarchies of afiitpis, 1999, Ennis,

1996, Scraton, 1992, Flintoff and Scraton, 2001, Hills, 2007, Coakley and

White, 1992) Many of these complaints centre around an exposure of the
body on display in which feelings of shame and humiliation have left
permanent damag&Vellard, 2007, Wight and Dewar, 1997Early
experiences are very important i
participating i n s(P62r Ilyese&rachdoknd that
both boysd antdtakg part ih sports ekfeected pasto n s

experiences but that girlsdé experiences
i mportant strategy in confronting

disaffection in PE has been that of equal opportunities.

Girls in PE: equal opportunities vs. anti-sexist policies

The National Curriculum Council has identified equal opportunities as
a crosscurricular dimension, which should permeate all subjects. For

physical education this means that all children should be allowed
access to anble given confidence in the different activities involved,
regardless of their ability, sex or cultural/ethnic background.

(DES Physical Education56 1991)
The introduction of the Sex Discrimination Act in 1975 and the 1988

Education Reform Act both legislated against sex discrimination in schools

andcalled attention to gender bias and inequality with unfolding
implications for physical education and the implementation of equal
opportunities policiegScraton, 1992, Weiner, 1985)
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Although these strategies seemed to address early feminist concerns over

girl sé disadvantage i n PEreddtormenyd coul d al :
versions of the antexist arguments originally put forth (Weiner 1985).

School responses operated on a premise 0
example by relaxing kit requirements or putting curtains up in the showers

(Kirk et al.,2000)

Despite such O0tokendé efforts, the i mpl em
hampered by both a lack of political/social will and insufficient

understanding of complex g@®der issues.
research explained O6we have no probl ems |\
webve got mixed changing rooms! 6 This col
confusion around equal opportunit@slicy and its implementation, which

often varied considerably across schools. As Milosg\896)points out,

the exemption of sport in this legislation and its conflation with PE created

uncertainty among schools. For example, equal provision could still mean

football for boys and hockey for girls since these were ingéegd to be

comparable activitiefMilosevic, 1996: 33)

Thent er pretation of o6equalitydé in terms o
curriculum has spurred a central controversy in sporting provision. This

debate focuses on either providing girls with equal access to what are

consi der ednotdoe | bbe stpmaitesi g | Ggidrply 6
activities that <cater (Wilamg 1993, s6 experi en:
Bailey et al., 2005, Vilhjalmsson and Kristjansdottir, 2003, Scr&t©a2)

As Williams points out, girls and boys continue to have different

experiences of physical activity and thus equal access may in fact mean

access WdefanemalP& curriculumd (1993: 127
equal opportunities have often tedeited as c@ducation within a mixed

curriculum that tends to be dominated by competitive gqlivdgams and

Woodhouse, 1996, Flintoff, 1996 he idea that mixe®E sessions offer

equality to girls has been challenged by questis about girl sdé exper

these sessions.

Catherine Ennisd work provides a strikin

regulated mixed PE settings in which dominance, aggression and elitism
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reign as unquestioned tenets of participafiemnis et al., 1999, Ennis,

1996, Ennis, 1999) She writes, O6No curriculum in p
been as effectivin constraining opportunities and alienating girls as that

found in ceeducational, multactivity sport classedEnnis, 1999: 32)

Ennis reports that such mixgéme sessions are often seen by dominant

boys as opportunities to prove their sporting prowess while girls and other

| ower skilled boys weernd sWi d&we dd oams nmenrt e bdoi
rigorousgame@ | ay. Her outline of a 6Sport for
encourages players to foster relationships of trust, encouragement and

confidence in models of play based on interdependence rather than overtly

competitive individusm (Ennis, 1999) The O0Sport for Peacebd
represents a somewhat radical challengeate dominance in PE and Ennis

describes the particular benefits for girls in being able to foster skills and

relationships in a supportive environment. However, as Ennis admits, the

model continues to privilege @éuwmi nant pl
to work towards integrating girls into already mdkfined sports.

Similarly, the facmodelad i osmorotfs ghasd sbean
challenged for its uncritical acceptance of competitive models of play which

leave the underlying ideological $&s of sports relatively unquestioned

(Cooky and McDonald, 2005) As Cooky a(@0d5)rékeaxb nal dos
reveals, simply moving girls intoaditional male model sports continues to

position them as continually lacking in relation to male players and without

the critical tools to interrogate the hierarchies that are reinforced through

traditional sports participation.

A number of researcherahv e ot her wi se advocated girl sbé
O0f ermalie ndl y(®cMarug and/Arnistroags 1996, Kirk et al.,

2000, VilhjalImsson and Kristjansdottir, 2003hepr ovi si on of &6f emal e
friendlyd activities such as dance, fitni
seen to attract girls by appealing to their desire to lose weight or to

emphasi se an 0 a(FlintoffaacdtScraton, 200, e mi ni ni t vy
Hargreaves, 1994, Adams and Bettis, 2003)

Despite cat enrestsnthpsetadivitigsicontinsedo reinforce

gender binaries without sufficiently chal
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Scraton (1992) points out that when given the choice, girls often chose

fitness activities in PE, but traditionally gendered eigmees were not

inevitable. She suggests that Oowhen gend:
gendered outcomes can be achievedd (1992
and physical activity, Bailey, Wellard and Dism@2005: 4)argue that

rather than | ooking for-fwayandtlygdmalke acti
should be trying to make activities more
experiences of pleasuracfun through movement of bodies rather than on

competitive sporting outcomes. Others such as Gorely, Holroyd and Kirk

(2003) have insisted that physical education should have the express aim of

encouraging physical empowerment with consideration ofqodaitiy

gendered habituses. O6The content of progi
capacity to challenge and change aspects of physical culture that are
oppressive f or(2008a442)A veriety & stratggiesoatep s 6

thus needed both to encourage girlso ini.i
gendered stereotypes for both boys amid.ght the schools | researched at,
6gfriendlydéd activities such as cheerl ead]

perceived ability to attract and retain

Within physical educatfiramendtllhye ecquiiwaltdrel
been a separate PE curriculum for girls |
c o mp | e m@ardremvey, £994, Scraton, 1992:.9)is has often

meant providing 6femaled versions of popl
and hockey both in the hope that these would dgpegarls and with the
understanding that these were more bappr
(Scraton, 1992)This strategyas been relatively successful in attracting

girls to such sports. However, ghdsly PE has also been described as

providing an o6inferior curriculumd of act
spatiality and movement and are less likely to be carried omadhtithood

(Williams, 1989, Williams, 1993, Scraton, 1992k Williams (1993) points

out, while activities such as dance, gymnastics and netball continue to

domi nate girlséd PE provi sthabwoment hey do no
are likely to take up in adulthood such as swimming and aerobics.
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Whet her championing -Qirénsdl ymwowWeerheddmal et o
sports, equal opportunities policies seem to be characterised by either their

unwillingness or inabilityo problematise dominant models of play in male

sports participation. This has not only been disadvantageous to girls. It has

meant that boys are often left out of equity strategies and not given the

opportunity to experience different forms of movemert expression

through dance or other creative movement prograni@as, 2001, Green

et al., 2007)Overall, equal opportunities policies are characterised by their

attention to access rather than outcomes, thereby raising questions about

who in particular benefits from the mant models of provisiofWilliams

and Woodhouse, 19960 hey can therefore be seen as a depoliticised

strategy of moving girls and women into sporting programmes and

curriculums without questioning their underlying aims and structural
organisation(Hargreaves, 1994, Weiner, 19885 Hargreave§1994: 29)

notes, Othere is a powerful tendency i n |
away from the genddinked value system of mainstream spe@ntsl to

accept the dominant ideologies that supp

Practices such as the removal of Obarri el
place the impetus for participation on young women themselves by

addressing what might |Ipextsafpartigpatbrer ed as 06
rather than more fundamental issues around gender constructs and social

power. Equal opportunities has also been criticised for its failure to take into

account the different experiences of girls as they are structured around class,
ethnicity and (Bvanaand Raviéd993,iPengeyantd i t i e s
Evans,2002) As Penney and Evans (2002: 8) wri
ability and social class codetermine how an individual is likely to receive

and respond to the experiences of physic:
strategiestc onf r ont 6éi sms6 were often seen to
another and therefore unable to deal with the complex ways in which

identities are constructed.
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Muslim girls and physical activity

A number of studies have highlighted the particular diffiealthat Muslim

girls may experience in relation to physical activity, thus resulting in low
participation rates characterised by o1l
(de Knop et al., 1996, Johnson, 2000, Kay, 2008)e importance of

0 f ami | ywithiroMuglim hoGseholds has been identified as limiting

girl sé access to sport and physical acti
more on the home and familge Knop et al., 1996, Kay, 200&}ultural

interpretations of Islamic traditions have been seen to be in direct opposition

with specific aspects of physical education provision as it is structured in the

UK. Particular issuesentre on the uncovering of the body in PE Kkits,

communal showers, fasting around Ramadan and staying after school for

extracurricular activitiegCarroll and Hollinshead, 1993, Carrington and

Williams, 1988).

The identification of O&ébarriersd to Musl.i
framed within either an assimilationist or integrationist perspective

depending on where the supposed Oprobl emi
located. Locating said issuesthwn the home/cultural context conforms to

an assimilationist model in which minority cultures are expected to adhere

to dominant cultural requirementaman, 1997)This view reinforces a

deficit model by locating problems within religious and cultural traditions.

Suggestions that the donaint culture make provisions for these specific

requirements can be seen as part of an integrationist model in which
6concessionsd® are made i(Hamanl®¥r t o encoul
Figueroa, 1993)This would require schools for example to relax

requirements around PE &iand to allow girls to miss PE when they are

fasting. This was a particular issue at Blythevale School where Deniz

attended since the large number of Muslim girls in the class seemed to prove

frustrating for the PE teachers, thus contributing to the ngetgin of a

particular &éproblemd around their partici

Carr ol | an d(1983)réseéarcm morrayaAsiangirls in particular
as caught wup in a O6culture clashd betweel

these difficulties. In order to avoid conflict, girls in their resbarvere
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forced either to miss school or to skip PE lessons, thereby avoiding physical

activity altogether. The authors suggest that Asian girls are doubly affected

by both the racism of school policies and the sexism of their home cultures.
Inthisview,tae c her s6 attempts to i mplement equal
including Muslim girls in PE and thereby challenging sexism are at odds

with antiracist requirements to respect cultural traditions. Carroll and

Hollinshead seem to view this problem as irreable because of the

underlying conflict in cultural traditions.

However, the theory of &éculture clashd h:
unnecessarily divisive and as inaccurate. As Staghford(1993 :79)

points out, school policies can be seen to be both institutionally aacigt

effect sexist. Indeed, issues of revealing PE kits, mixed PE sessions and

communal showers have been identified as problematic for mdsyaga

certainly not just for Muslim girls. Furthermore, Sielpchford suggests

that Carroll and Hollinsheadbés study it s
stereotypes through its characterisation of Muslim values as both sexist and
oppressi vye.t adklTehse asst uidt s O6f oundati onsd t he
structures that the research@®rms profess |
Blatchford, 1993: 82)

Indeed, as Zamafi997: 54)points out, Islamic tenets do not mitigate

against participation in physical activitiper seand in fact she argues that

the I slamic concept of oO6fitradéd advocates
naturally good and pure state of existence. Insteadadamplicates

Western societal values for alienating Muslim girls from physical activity

through &édivorc[ing] physical fitness an
59).

Both of these critiques imply that the specific selistorical and political

contxt needs to be addressed in any consid
participation in both physical education and physical activity more broadly.

Dagkas a (Rd06)Esearch atempts to do this by comparing the

experiences of young Muslim women in physical education in Greece and

Britain. While concerns around Ramadan, PE kits anéssgregation were

similar in these g@ngs, there were far fewer conflicts in the Greek context.
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Dagkas and Benn attribute these differences to two particular processes.

First, a shorter history of settlement in Britain and a growing Islamophobia

has led pupils to privilege their Islamic rd#ies and therefore to see this as

at odds with their participation in physical activity. Secondly, they argue

that there is a higher understanding of Islam in Greece and thus a more

sensitive consideration of issues around kit requirements and thelseyed

of physical activities. The authors conclude that despite apparent tensions,
Muslim girlsoéo needs can be met in order

physical activity(Dagkas and Benn, 2006)

1

Within school s, Musl im girlsé disinvest mi

increasing problem, particularly as it is seen to reflect on the effectiveness
of both the teacher and the school involv€rtainly the group of Muslim

girls in Denizbés PE |l esson who frequent]|

was seen as a potential problem, thus creating growing feelings of distrust
between the girls and their teacher. Interestingly, this had not inany w
been identified as a problem at Benjamin Laurence Primary School where
Deniz and Lindsay had attended and where the majority of the girls did PE
in long trousers and headscarves. Some of the potential reasons for this
difference are discussed later ohem | talk about Blythevale School in

particular.

Ideology of Femininity

Attempts to situate women and girlsoé6 expi

wider cultural contexts of their lives have also led to the identification of an
0i deol ogy |which i seenitorcontmast wiyhdhe demands of
sporting participatioriFlintoff and Scraton, 2001, Choi, 2000, Cockburn
and Clarke, 2002)This explanation suggests that the association of
passivity and fragility with femininity, and activity and strength with

masculinity, means that sport as an\acpursuit is less appealing to girls

and women. Furthermore, womends particip:

undermine their feminine identities, rendering women less likely to take part
because of a o6f € Chai 2000) Indeed the maleiathletez at i on 6

is held up as the epitome of an idealised masculinity while female athletes
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are continually asked to 6proved their f
symbols of both motherhood/marriagied heterosexuality (Hargreaves

1994: 163). Feminist accounts have stressed that by participating in sport

and PE, women and girls risk gendered harassment and accusations of

lesbianism that question both their attractiveness and sexual orientation

(Clarke, 1998, Hargreaves, 1994, Adams et al., 2005)

During what has been described as a period of both transition and gender
intensification(Jackson, 1996 adolescent gis may be particularly at pains

to demonstrate their allegiance to an emphasised heterosexual femininity.
Hargreave1994: 156 uggest s t hat girls do this by
adol escent femininityd which is premised
060sexy6 persona that is adverse to sports
and Clarke (2002: 653t ress girl s®é6 positioning in po
where emphasised heterosexual femininity t he 6éonly sanctioned
girl sé and where sports participation is
an asset, to participation in this overtly gendered culture. While boys are

able to gain prestige and conpatédncedence t hr
is said to be only valued within the particular field of sport it§etirely et

al., 2003)

Physicaleducaton i s seen to be particularly pro
constructions of emphasised femininities since by participating, girls are

asked to O6unadorné themselves through tyi
jewellery while simultaneously performing under scrutinytoet 6 mal e

g a z(@oodkburn and Clarke, 20Q2)his is seen to generate conflict and

tension for girls and to persuade many girls to either wathichr half

heartedly take part. Ch@@000)argues that those women who do take part

may end up compromising and |living a 6col
of sports through ov#ly feminine clothing, makeup and other signifying

codes.

Ulti matel vy, Cockburn and Cl arke argue t hq
defeating in that it continues to contribute to the male hegemony of sport

while reinforcing girlsdé distance from i/
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By emphasising their (traditional) femininity as an identity that resists

the PE/sporting culture, girls contribute to the marginalisation of this

cul ture. I n so doing they fAsucceedoOo in
recipient and therefore mature youmgmen.

(Cockburn and Clarke, 2002: 660)
While highlighting the impossible choices girls are faced with, a focus on an
G deol ogy of femininityd as impeding girl
oversimplifies identities and identifications and fails to take into account the
embodied capacities of sports participation. Based on her research with
secondary school girls, Bethan Evéd806)ar gues t hat the ofear
masculinizationd6é theory does not account
PE. Girlsdéd physical education experience:
confidence in their sporting abilities and fears that theyld be laughed at
for their poor abilities. Evan@006)therefore concludes that girls suffer
doubly through a need to appear both competent and heterosexually

attractive while participating in sport and PE classes.

In addition to itdnattention to embodied capacities, the theory of an

0i deol ogy of femininity6é can be seen as
uncritically pairs gendered social const |
bodies without considering other important factors saghocial class,

6raceb6, age and sexual orientation. Femi|
identity taken up by girls and there is less space to explore their resistances

to this script as well as the ways in which multiple discourses intersect to

affectgit s6 experiences. This perspective thu
in which girls may use sports participation to construct their identities

within secondary school, sometimes in direct resistance to codes of

emphasised femininitAdams et al.2005) While these resistances seemed

to be more accessible in primary school, | suggest in chapter seven that

hierarchies of both ability and group membership and practices made it

more difficult for girls to access sport as a useful form of sociatalapi

Girls into sports: experiences in and outside of schooling

As these critiqgues suggest, an emphasis on an ideology of femininity may
not tell the full story and may also reinforce the idea that all girls have

negative experiences of sport without tekinto account the particular
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context of their involvement. Various studies have addressed the specific
pedagogical context of girlsdé participat.
beyond a oO0f ear (Hdld 2086aHintoff &nd Bcratora 2001p n 6

Williams and Bedward, 2001, Williams and Bedward, 2002)Gi r | s | ack of
power is evidenced in a oination of discipline, performance on display

and lack of choice that characterise PE provision in sclf@délsams and

Bedward, 2002)These aspects have been viewed as particularly damaging

to girlsodéo positive sporting experiences.
may continue to underestimate girlsdé int
themselves often hold different views and may see themselves as more or

less skilful than their teachers assuwalliams and Bedward, 2001,

Flintoff and Scraton, 2001Yhe views and perspeatis of girls themselves

also vary considerably and while some girls may see competitive games as

unappealing, others may resent that they are not given the opportunity to

play games such as rugby and footifalilliams and Bedward, 1999, Hills,

2006) Certainly Deniz resented the fact that football was not included in

their PE curriculum. This more recent research also suggests that girls may

have very different experiences of sport in and outside of school with the

latter often proving to be more positive. Flintoff and Scraton (2001)

therefore question whether the possibilities for empowerment and a

challenge to dominant discourses are more viable in-eutrécular sports

settings.

Il ndeed, gi r | s ambprafrsportscandgesura parsuitsioumsida n

of schooling is steadily growincraton et al., 1999, UK Sport, 2006,

Bennett, 20000 Asi de from advocatiofsschooyi rl sdé& part
sports clubs, this research also seems to suggest the importance of schools

and the educational setting more brgadli n cont extwual i sing gir/l
experiences of sport, physical activity and the body. Increasingly, the

physical education and health curriculum has been tied into the standards

agenda, thus raising the emphasis on performance and the identification and

measuement of abilityEvans et al., 2008a, Evans et al., 2008b)



Schools and sports

In the performative climate of educational provision, schools have become

steadily more subject to regulatory mechanisms such as parental choice and

ranking systemgBall, 2003a) This places schools in the unenviable

position of competing for parental support whilst subject to governmental

targets and adrols(Evans and Davies, 2004)fsted now includes health

as one of its indicators of school quali:
initiative incites schools to take up pervasive health monitoring and

i ncentivisation t egobdrhéaljhbebasvioumndmed at | i nki
achi ev(BICE ADY. Indeed all four of the secondary schools the

girls attended either attained or were seeking to attailthyeschools status

during the period of research. As Evans & Dayg304: 10n ot e, O0school s

today are increasinglisteered by the barren managerial mantras of liberal

individualismi ac hi evement, assessment and accoun
on 6winnersdé and Ol osersdé in sports comp:
in an education system aimed at identifyingandmuitun g 6 excel |l enced f

very young ages (Lucey and Reay 2002). This emphasis on performance

shrewdly translates into PE and sport provision.

Survey research into physical education provision has found that

overwhelmingly, PE teachers and schools felt judggtheir performances

in extracurricular competitions of individuals and school te@imesiney and

Harris, 1997: 48)The emphasis on excellence and achievement has only

heightened over the past decade, making it eae difficult to resist

traditional structures of competition in school sports. For schools in the

1997 survey, performance in competitions operated as indicators of

6quality, 6 and parents and senior teache]
symbol of secesgPenney and Harris, 199Noreover, the commitment to

performance and ability codes is reinforced through the identification with

and investment in such codes by mediating adults. Evans and [200ds

7NY)suggest that o6éteachers, coaches and age
performance, body perfection and product, very often shaped by elite

attachment or personal desire for all t hi

initiatives also encourage elite performance and encourage schools to focus
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on ability by nurturing (DEEHH2008mMost tal ent
The increasing emphasis on performance in schools has important

implications for student subgtivities by constructing the ways in which

worth and competence are assessed. Although schools have individual
approaches to physical education and spol
in the league tables, its socioeconomic composition and its mgasin the

standards agenda form an important backdrop to its PE provision and the

expectations it holds of students.

School orientations and PE provision

It became clear in my research as the girls made the transition to secondary

school that their choe of school had a significant impact on their

engagement in sport. Choices about secondary schools are influenced by a
variety of factors with inevitable i mpl i
geographies and embodied physicality. Schools hold wider imipinsator

physical activities in terms of their overall ethos, sports facilities and

provision as well as geographical aspects. The transfer to secondary school

represents a significant decision in chil
has been describeds a O6key moment d | i kely to gener
anxiety(Ball, 2003a: 3)Ball (2003a:59d escr i bes a set of O6soci
myt hol ogi esdé that inform parental <choice:
make judgements in regards to the school
0fitd with themselves and their children.
necessarily Iinked to straightforward o6f:

based upon classed preconcepsi and familiar shared stories of school
reputation. Similar to Ball s participani
schools related to a range of issues including discipline, amounts of

homework, exam results, student behaviour and geographical todatio

-

many parentsé minds but particularly fo
of a good school was also equated with ai
associated with girl s@oweregah,2003)academi c a

Schools can be characterised by complexes of behaviour that distinguish

bet ween expressive and instrument al or dei



particular complex might be described as
expectatios both around student achievement and the way in which this
achievement is appropriately embodied. Al
conveys the extent to which girls are restricted in their embodied practices

by the policies and expectations of the sthdhe girls here attend

Fol kestone Girlsd School, a private schot
parents, as described by the Head of Year. In discussing their uniforms the

girls described how precisely the rules of dress needed to be followed,

including lengh of skirt, tucking in shirts and wearing ties. Even as they

travelled to and from school, the girls told me, these instructions needed to

complied with:
Sarah: Wedre meant to represent our sc
Rafi: Yeah

Sarah: Outside of school and in school [saithonotone as though

she has heard it a thousand times repeated to hery].

Rafi: And in between.

Sar ah: I n case therebs any visitors or
Di ana: I understand in school, but out
understand.

Sheryl: So what kind of imag# they want to project, do you think?
Rafi: Smart, sort of like.

Diana: Both kinds of smart.

All: Yeah. (laugh)

Rafi: Yeah, and I|Ii ke they just want to

it is a good school.
(Group Interview, Year 7, July 2007)

The gi mdnts @vea therextent to which school values and ethos are
expected to be embodied in pupils, so that pupils become walking, breathing
Orepresentatives6é of a their school, uphi

the school grounds. Rafi explains thatrreps e nt at i ves of a O6good?éd
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should be both intelligent and wqdtesentedd6 b ot h ki nds of
middle class schools claimed to support sports for their female pupils but
confined physical activity to a narrow field of acceptability with setsul

and configurations (and even set clothing), which dictated how and when
girls should be able to enjoy their bodies, reveal their aggression or even
raise their voices above hushed tones. This suggests that they had very
speci fic i de aeprigdelembodimept.uplkesdtonedanda p p r
Wellington Gardens Schools also placed a strong emphasis on academics
and achievement, underlining these expectations with strict behavioural
requirements. The schools held exacting uniform regulations, which were
rigidly enforced by teachers in often public and humiliating ways. |
witnessed girls being shouted at in corridors for violations of these rules
such as untucked shirts or skirts that seemed too short. Pg@€ér 114)

smart .

describes school uni forms as a form of

are Oexpected to take pride in a public

good school, 6 thus demonstrating t

and their peers.

At each middleclass school there was also a strong emphasis on sports and
this was aided by impressive sports facilities at Folkestone in particular.
Spirit and her friends mentioned this as one of the reasons they were

attracted to Folkestone School, along with ital@porting dominance.

Sheryl: So what did you hear about the sports provision at the school

before you came?
Diana: Um, they have a big sports hall, and we knew they had a pool.
Sheryl: Yeah.

Diana: And um, here we kind of beat most people at otheoi;ho

which is good.
(Group Interview, Year 7, July 2007)

Victories in local tournaments and the individual sporting accomplishments
of students added to the prestige and positioning of the school amidst other

local schools that were vying for parental sopp@nd student attendance.

heir

Lists of student successes in sport could be added to the roster of attendance
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rates at Oxbridge and other markers of student achievement showcased by

the schools. Both Folkestone and Wellington Gardens showcased sporting

and aa@ademic achievements of their students on display walls, thus
highlighting the accomplishments of thei.|

Folkestone and Wellington Gardens were located nearby to one another and

the PE teachers at Wel |Ifirnigandl yGa rrdiemasl rmye |
sports. In 2008 Wellington Gardens became a sports college, thus

heightening its stake in sporting accomplishments. During our Year 8

interview, Nirvana described this transition and her disappointment about

the implications it held foher personally. During our interview she

of fhandedly noted the school ds recently
Nirvana: Oh yeah, weo0re a sports colle
Sheryl: Are you?

Nirvana: Yeah, and ités really bad. N e
have twenty minutes merof lessons to have PE for two hours
a week. I1tdos really rubbish.

Sheryl: Youdre upset?

Nirvana: Yeah, | want to go home on Tuesdays at the normal time. |

donot want to have two hour s.

Sheryl: Why are you a sports college now?

Nirvana: | dendechonew, timay think webdre
sports. But wedre | i ke a sports col
bl ah blah blah. Thereds so much stu

because since wedre a technology <co
GCSE. And 1 6m really rubbish.

(Interview, Year 8, 03/2007)

Here Nirvana acknowledges the stake the school holds in attempting to

convey the image of a 6gooddé school with
sporting accomplishments as indicators of its status. While special sport or

technology stuses seemed to uphold the image and value of the school

locally, the onus is ultimately placed on girls to fulfil its new requirements
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and Nirvana laments the limited choices in subject she now has as well as
the increased time she will have to spen@aubject she already resents.
Being a sports college also meant an increased investment in local sporting

competitions, which in many ways compelled PE teachers to select only the

Obestdé players for games, even when

along to practices or tryouts. Gir
this had on their sense of competence are explored more fully in chapter
eight.

The physical education teachers at Wellington Gardens school were also
very strict and told girleff for not having their uniform or talking in class,
sometimes making them run around the pitch as punishment. Kit checks
were carried out every term and regulations around their dress often
prevented girls from insulating themselves against the coldethimy they

particularly disliked about PE. In many ways, the emphasis on achievement

ot hel

s 6

and behaviour were part of Wellington

middle class parents in their largely wealthy catchment areas on the

outskirts of London. The oedly behaviour, the enforcement of uniforms

and most i mportantly, the production

Il nspections conveyed the assurance

of

e X |

Gal

of (

a (

keen to maximize their chHolkedd@ne pot ent i al

was well aware of its need to both attract and reassure parents and the PE

teacher spoke to me of the overwhel mingé

of the school. The school offered a vast array of extracurricular activities
including various sprts as a means of marketing itself to selective, fee

paying parents.

PE and inner city schools

At Blythevale and Adlington Schools, the atmosphere was very different
and similarly this related to the class and ethnic compositions of the school.
Blythevde in particular expressed concerns about the number of girls
engaging in PE and as a result offered a range of extracurricular provision
before and after school. Nonetheless, the number of Muslim girls taking part

in lessons was identified as a problermhjehh was something that came
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across both in my visits to the school and in discussions with teachers.

During our interview, the girlsé Year 7 |
Muslim girls who regularly opted out of her PE lessons. | had asked if there

secered to bdsdmyni &arsteint i ment 6 at the schoo

Deniz had told me about harassment she had experienced in the corridors.

Jenny: |l t6s nlodl ami aé&, msutofqwiatngd igener
year groups weoOr egettmgthiosengglstal i f f i cul ty
participate. And | don6t notice any
bet ween the girls but | think theyo
out more because of that. And that could potentially become
an issue. And as a teaithth&ar | donot
Because therebds a fine |ine between
of life but also having to meet certain requirements because of

the government and me having a part somewhere in the middle

of that. And then making sure they
any special treatment compared with
really delicate juggling position t
are really sure how to tackle that.
the National Curriculum to make sur

atthe same time, what do you do when, and how far do you

allow them to make themselves stand out from the other girls?

Which could | ead to problems. So I
problem at the moment but | think there is potential for them to

start developing
(I'nterview with Denizés Y7 PE teacher,

Earlier, Jenny had been surprised when | told her that Deniz had been very

keen on PE in primary school and was one of the more active and assertive

girls in her class. To her teacher,Abewas among a group of other Muslim

girls who regularly O6opted outd and as J
for the teachers in their understanding of curriculum requirements as

contradictory to Orespecting someoneds W
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Although Jennydes not identify a &6problemd per s
t he g i-sedregalionswhithfcould constitute a problem, by distancing

the girls from their classmates. Jenny explained that Deniz often put herself

i n a Ohel per 6 r oibreforlaeslackof gadigipatorof compens af
when she regularly 6forgotd her kit at hi
at Blythevale, only the stipulation that girls should change into a different

set of clothing for PE.

Although girls at Blythevale could weatat they wanted during PE still a

small, consistent group tended to opt out of lessons, including Deniz and her

friends, who were also practicing Muslims. This seemed both to compound

and result from the lack of trust between PE teachers and students. Thei

notes from home, excusing the girls from lessons, were met with

di ssatisfaction from PE teachers, somet hi
0They dondét believe us!d they told me, i

reactions to weekly notes.

In Year 7when | began my observations at Blythevale School, the girls did
not have a regular PE teacher and were taught by a stream of outside supply
and noRrPE teachers within the school. The lack of an enduring relationship
seemed to contribute to feelings o$tdust and individual teachers seemed

crucial to enjoyment for some girls.

Deniz: Yeah, wedre doing relays. I don
with her. But with Miss Rivers, itéo

do it with her. But with the other teacheeally like it.
(Interview, Year 7, 19/05/2007)

Girlsé relationships both with their PE 1
to their enjoyment of PE in primary school and it was this bond that they

often bemoaned the loss of at secondary school. flamd Scrator{2001.:

l6)have similarly found that oquality of r
involvement in phyis ¢ a | activity. The girlsbé emphas

this relationship differs from the DFES regulations, which advises the hiring

of more specialist practitioners in line with its attempts to raise standards of

attainment. At Blythevale and Adlingtorti¥ools, teachers had already
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relaxed the uniform requirements. They had found these difficult to enforce
given broader issues of behaviour management and crisis intervention.
Instead of the orderly, organised line of students doing exactly as they were
told (as at Wellington Gardens), PE lessons sometimes seemed quite chaotic
in comparison particularly at Adlington where PE lessons began in a gym

full of up to 90 students.

Adlington was a mixed school but gi
manyparents, it was overwhelmingly populated by boys. In PE this often
meant catering to traditional boys®o
teachers were taken up with many behavioural issues. | withessed on several
occasions the male PE Head shouaihgtudents in a dritergeant pitch

that reverberated through the large gym from the corridor. Students spent a
lot of time sitting and waiting for behavioural incidents to be dealt with and
girls in particular were subject to teasing and sexual hasgsnom male

peers. Students had an assigned PE kit but it was not strictly enforced and
girls often complemented their kit with matching jumpers or designer socks.

Conclusion

This chapter has been concerned with the identification of a problem in
relation t o girl sé participation in PE
such an identification involves a series of judgements around both the ideal
forms of this participation and the basis on which it is justified. Such
judgements in turn affect decismabout where to locate particular failures
and how to go about making changes. The development of sport in line with

masculine ideals of aggression and dominance meant that for many years

ven t|

Spor |

and ph

girl sé and womenés | ack of paatutali ci pati on

and unproblematic. Indeed it was not

overall disadvantage and less successful outcomes in sport were identified
as an issue for schools in particular. Although a broad variety of
interventions were attemputgliberal strategies arguably proved most
successful in moving girls and women into sports in large numbers, though
often without questioning the underlying ideological bases of such

participation. Rarely are male dominance or overt competition in sport
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deemed to be problematic and instead it h

engagement and skill that is said to be inadequate and lacking.

In schools in particular, the requirements of the National Curriculum and the

onus on teachers to develop their studentmewith set targets means that

some girl sd& dparicpdtibnesseaen as partioutarlyn o n

problematic and that girls themselves are likely to be cast as the problem.

Musl im girlsdéo disinvestment in PE is per.:
particularly as it is seen to reflect on the effectiveness of both the teacher

and school involved. Feminist perspectives have been key in highlighting

girl sé own experiences of PE | essons, de
appear inactive have often facitia their construction of conventionally

attractive young femininities. Issues of class and race have often been less

explored, except to see these as compoun
involvement.

I n recent years, concer nellasatheoddesmed young p:¢
to identify and develop young o6talentd h;
young peoplebs participation in sport ani

shifted attention to girlsdéd participati ol
be emaging in fewer hours of physical activity than their male peers. The

overwhelming power of discourses which endorse physical activity on the

basis of health benefits has made questioning the forms or justification for

this participation increasingly diffult. The popularity of the healthy

schools initiative has further tied physi
outcomes to school performance, thus linking them to the broader standards

agenda. It is specifically within this context that schools have been

peg suaded to see girlsd participation | eve
their participation in sport and physical activity through a variety of

available means.

Gaining status as a sports college, developing successful sports teams and

providing a varety of extracurricular activities set in impressive facilities

have all become means by which schools can demonstrate their worth and

overall wvalwue both in | ocal | eague standi

Wellington Gardens and Folkestone schools,lgis & out st andi ng
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achievements in sports were much more likely to be fostered at outside

clubs and lessons facilitated by wealthy parents, but they nonetheless

represented accomplishments on the part of the school, adding to its overall

prestige. And whil&lythevale and Adlington struggled to get many girls on

board with

their activ

i ties,

their effor

lack of engagement might be seen as a reflection of the school, rather than a

broader issue about sociocultural valaad the ways in which parents

envisioned

their child

emphasis on achievement, performance and set targets forms an important

backdrop to girlso

renbébs successful e

participation in spor

postioned in relation to the overall standards agenda. This chapter is

therefore directly relevant to my second and fourth research questions in

contextual

i sing girlsbo

participation in

educational agenda and by suggesting thairicreased emphasis on

performance with the current standards agenda has specific implications for

girlsé6 invol vement

achievement are more closely linked than is often acknowledged.

The following chater more specifically takes up this contention by

exploring

parentso

i n

and

sport.

girlso

t thereby

under st and

implications this had for both their school choice and engagement in

physical activities.
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Chapter Six A Go exttacufidulac at i on: Gi r |
pursuits and school choice

Introduction

A woman must have a thorough knowledge of music, singing,

drawing, dancing, and thmodern language$o deserve the woyand
besides all this, she must possess a certain something in her air and
manner of walking, the tone of her voice, her address and expressions,
or the word will be but half deserved.

(Austen, 1988(orig. 1813): 39)
This chapter explores the ways in which
understandings of O0a good educationd6 1| mp:
choices in operating as discourses of successful girlhood. The defining
characteri®tducatefd @i o Wwél have shifted ov
reflecting changes in social trends including labour markets and dominant
gender narratives. In the't20"centr i es, mi ddl e cl ass women:¢
perceived inevitable domestic roles translated into education aimed at
devel oping a repertoire of O6feminine acc
ma r K&hilligg, 1993:65) The preceding quote from Ja
and Prejudiced demonstrates a -Regency En:q
educated, O0genteel &6 young woman, whose e:
nonetheless served primarily to attract a husband. Whelést of musical
and artistic abilities is impressive, these are insufficient and must be
accompanied by a specific embodi ment, an
is simultaneously classed, raced and gendered. The body has always been
implicated in edaation in both subtle and explicit ways. An idealised
version of middle class femininity similarly underpinned early physical
education programmes, prompting activiti
Onatural 6 traits of gr asthenfcsianchdarges and pas:
(Scraton, 1992)In the 2% century, competitive global markets and ongoing
credentialism have been vietvby some observers as removing gender
barriers within educati on. I n fact the it
held up as a model of 2tentury selsufficiency and progress, prompting

fears about o6failing boysdbyfdmnet posi ti on t |


http://www.pemberley.com/janeinfo/pptopic2.html#modlang

educationalists for ovesimplification of complex educational outputs.
(Epstein et al., 1998, Francis, 2000)

This chapter looks at what it might mean to be a-e@llcated, successful

girl in a globalised, Z1century Briain by exploring the different meanings

of 6a good educationd to parents positi ol
social class and ethnicity. Educational policy currently privileges

performative results in the form of A levels and GCSEs; as quantifiable

indicators of excellence and guarantors of future success. However, my

research suggests that, particularly for middle class parents, ongoing beliefs

about 6éa good educationd cont-inue to be |
rounded pupil with an array of &its and interests outside of acaderics

whose mannerisms and activities embody a
girl hood. 6 Despite its shifting connotat
continues to hold emotive resonance as an arbiter of privilagbets and

aspirations and educational attainment is still strongly linked to social class,

gender and ethnicitfGaine and George, 1999, Whitty, 2001, Kenway et al.,

1998, Walkerdineetal.,2001) | n her memoirs of | ife at
school in the 1950s, Mary Eva(k991)provides a compelling critique of

the clashing ideals around gender and academic achievement within middle

class girlsoéo entry into elite tgrammar scl
provide a rigorous academic experience, |
schools were constantly confronted by the looming prospect of marriage and

motherhood that was expected to shortly curtail any academic or career

aspirations of their studenflSvans, 1991)Although career prospects and

educational possibilities for girls and young women have seemingly

wi dened i mmensely since this tyme, the 0
have problematised the prospect of O&éhavi
Mc Rob 2000 e cent writing suggests that wom

masculine domains of success are granted only at thesxpéan overtly

feminised public persona or Oémasquerade.
i nevitably embodied suggests the i mplical
the selfd in the maintenance of successf.
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Successful girlhood

Angela McRdbie describes a contemporary seegmnomic context in

which demands for flexible, skilled labour have discursively shifted ideas

aroundwele ducated girl hood from those of &éma
t hose of (McRablpeaaD071 7R22A)Tidcapacity model of

girlhood positions girls as productive economic figures in a new global

economy, thus offering up tantalising prospects of independence and

financial success for individual young wem However, McRobbie

suggests that economic possibilities opened up to women and girls have

been accompanied by a new O0sexual contr a:
feminine performances of heterosexual attractiveness and vulnerability

operate through aform éfp € ®£tmi ni st masquerade, 6 whi ch
reinforce patriarchal privileggMcRobbie, 2007: 722Walkerdine, Lucey

and Melody(2001:3)s i mi | arl'y take on the idea of gi
neol i beral subjectsd with particular att .
continue to thwart this possibility. Their longitudinal research suggests that

social class remas highly implicated in the divisions between those girls

who embody either success or failure in this new meritocracy. Participation
inthisnewsocieconomi ¢ | andscape requires an on
the selfdé, 1in whichinksadithgmeetvdsas ar e encour a
autonomous agentsd6 who must constantly |
sense of personal responsibilftifalkerdine et al., 2001: 2My research

found that middleclass parents were particularly keen to invest in such

projects and therefore to see extracurricular activities (including sport) as

i mportant in the overall education or 0 m:
(Vincent and Ball, 2007)

Neoli beral discourses of the self as oO6pr
remaking are strongly echoed in recent government health initiatives in

schools and beyond (Evaesal.2007). Recent work has ehmssised the

embodied aspects of educational achievement, suggesting that bodies can

and do Omatterd in educational outputs a:
suitable academic subjects (Allan 2007; Eveingl 2004; Evangt al.

2008). In addition to the aaeal of athletic forms and skills, sporting and
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musical accomplishments alongside academic achievement may represent
significant assets in the demonstration
suitable for top scholarships and university places. Cooky ari2oiald

(2005:65)ar gue that sport can act as a o6key a
domi nant cultural values and bodily expe:
characterigts of discipline and hard work serve the capitalist marketplace

well.

Class considerations play out particularly poignantly in the choices made by

the girls in my study as they entered secondary school. After attending two

co-educational state primarylsmols, the girls went on to attend a variety of

mixed or single sex, private and comprehensive secondary schools; placing

them in varying relations to future opportunities. Based on research into

social class and school choice, Whifgp01: 290wr i t es, Ol t becomes
that certain school choices still bring a significantly greater chance of

success than others, particularly when c
associated with elite universities and elite octupaons . 6 Thi s suggest s
girl sé choices around schooling are signi
output and are related to their extiaricular activities. Throughout the

chapter | seek to highlight I inks betwee:]
sporting/let acurri cul ar choices by focusing on
educationd constituted and considering hi

and practices.

Class and the educational market

In contemporary England, education has come to the forefront of

governmat policy aiming to both maintain and construct models of

excellence able to thrive in a competitive global market. Among others,

Stephen Ball 6s work has been essenti al i
climate of Oper f or ma priscaicargs@urcestmaswhi ch ¢ o mj
led to increased marketisation and policy espousal of the neoliberal concepts

of choice and achievement in educat{Ball, 2003a, Ball, 2003). This

context is seen to produce both neoliberal schools and educational subjects

6in the service of (CRymm@medtEpstein, 2005 gl ob al ma |
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187, Ball, 2003a)Ball argues that this particular educational climate caters

to the needs and wants of middle class parents. Conversely itea ©fs

league tables and government monitoring, schools themselves can be seen to

attempt to secure particular types of middle class students as model pupils

who will elevate the results of the sch@Bhll, 2003a: 25)As students

compete for | imited places at the o6right
enough. Middle class parents in particular may seek bet etays of

distinguishing their children with involvement in extarricular activities

and attendant displays of o6talentd and 0

investments in childrefVincent and Ball, 2007)

Research within physical education and sf@drrett, 2004a, Gorely et al.,

2003, Walseth, 2008)assuggested that inequalities of class, gender and
ethnicity are particularly relevant in vy
Research into i mmigrant girlsd sports in\
although girls from various ethnic immigrant groups cowtivork socially

through sport, divisions along class lines continued to create barriers

(Walseth, 2008)In their research with mixed secondary school students in

England, Gorely, Hobyd and Kirk(2003: 439)argue that boys were able to

translate sporting abilitynto popularity and prestige but that this was not

the case for girls for whom a concern wi:
makeup and nails,® remained more socially
promising Vvei n(2004Bd)ebegrohavith@astralian gitlsd s

suggests that female athletic bodies candoncteate a form of social

capital valuable in the heterosexual matrix of peer groupings and social

status, but that this is limited by dominant discourses around physical

activity and feminine embodiment. The relative higher valuing of sports

participation in Australia as compared to Britain may account for this

possibility.Within this context, the equation of fithess with a lean (but not

too muscular) body seems to frame manylgis 6 and womends partic

in sports.

My findings suggest that girlsodé experient
lines of social class as related to the secondary schools the girls continued

onto(Cooky and McDonald, 2005, O'Brien, 200Becent concerns over

12¢



girlsé relative inactivity often seemed

class secondary schools | researched where girls were involved in so many
extracurricular activities thahey overlapped one another. The following
excerpt from my fieldnotes conveys some of my surprise on my first day of
observations at athletics training
secondary comprehensive:
Several of the girls are concerragbut overexertion since they have
further activities planned for the day or week. Caroline tells me she is
doing trampolining tonight and already did running once today, this

after her doctor told her she should take it easy. Kristin has swimming
tonight and Callie is going to do two hours of dance after this, plus

sheds already gone running in PE.

doing not enough activity but these girls seem to be doing too much.
(Fieldnotes, Wellington Gardens, 24/5/2007)
Converselyat Blythevale school in inner city London where many of the
girls were first and second generation immigrants with fewer financial
resources, the PE teacher conveyed her dismay to me on my first visit at the
l ack of a o6cul t ur e oreftracarticalar activijies.o n 6
Penel op e(1l98rdsearch imtke United States suggests that middle
class alignment with school values and culture means that middle class
parents are more likely to accept the school as an extended cafetake
children that can and should provide extracurricular activities. This is
reinforced by research in the UK where middle class mothers were more
likely to have both the knowledge and resources necessary to fill up
chil drends s c he dxtrdcergulanactivifie§OdBrien,ar r ay
2003, Reay, 1998)

Middle class parental strategies and knowledges employed in the education
market have beendescb ed as a mode of O6cl ass
secures middle class privilege with particular consequences for those

wor king cl ass (Bali2b08a, Redy, 20@&L4, Vincbng hi n d
2001) This research placespicular emphasis on parents, though other
studies have focused more specifically on the experiences of young people
in this high stakes pursuiEvans et al., 2004, Lucey and Reay, 2002, Reay
and Wiliam, 1999, Whitty, 2001Recent research by Vincent and Ball

(2007:1062) nt o mi ddl e cl ass familiesd chi
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particular enthusiasm for enrofling chil:
curricular sports and creative classes. 0
view sich extracurricular activities as investments in their children for

future displays of sporting, linguistic and musical talents in a competitive

educational contexiVincent and BH, 2007). The increasing use of

personal tutors in the years up to selective schooling entrance exams can be

seen to slot in alongside the range of extracurricular activities children

attend, with sport and other forms of physical activity acting aobmany

Ovahdeedd pursuits. Although | am here cc
consequences of these classed practices
6class actionsdé seems to remove somet hini
these activities as sows of identity construction, physical pleasure and

social bonding. | therefore+@rient my analysis towards these aspects of

girl sé engagement in | ater chapters. Ho w
in a neoliberal educational framework formed an owtriag context within

which physical activity was made more or less accessible and/or thinkable

for girls as they made the transition to secondary school.

A good education = a good life

Studies examining school transitions have focused on social class as a
particularly relevant factor in student si
looking more closely at the influence of ethnicity and gender in such

decisiongAbbas, 2007, George, 2004, Gaine and George, 1888)ss

their differing backgrounds and class/ethnic positionings, a common

conern expressed by the girls and their peé
good education. 6 In teleological reasoni |
acquired at a good school that would position you to attend a good

university and therefore secure a professionahanagerial career leading

to a prosperous |ife. P o (2@0B)resedrchwar ds, Whi
on high achieving middle class students seems to suggest that this equation

is a particularly White, middle class ideal, but within my research this held

resonance across social groups, although with varying understandings of

what these terms meant and (@It their r et

research with South Asian parents found that although all the parents valued
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education as a means of social mobility, cultural capital in the form of

knowledge and finances divided their acdesselective schooling. In

London in particular, a significant means of sifting access to different

schools occurs through mobility and the
wi t h 0 g o (Bdl 20034d) This Was Gertainly the case in my research

where girlsdé access to both schooling an
dependant on their economic privilege and the area thdg afford to live

in.
A good school

Decisions to attend the local mixed comprehensive or to take selective

entrance exams for a private education were made through a series of

classed understandings, parental histories and recommendations from

Opeolpe¢ €Bal,@003a) Parentsé choice of school a
i mplications for physical osasparts vi ti es i n |
facilities and provision as well as its geographical location.

The current government al promotion of o&c¢c
selective, state comprehensive, religious and new academy schools this has

resulted in means parents ahdit children face weighing up and balancing

the pros and cons of sometimes overwhelmingly various educational

scenarios. Critics of contemporary educational policy have asserted that

such choices are in fact governed to a large extent by the inequ#lities

gendered, classed and racialised social processes that favour middle class

families in an increasingly competitive educational environr@®atne and

George, 1999, Lucey and Reay, 2002, Noyes, 2006)

Most of the children at &jamin Laurence School made decisions about

their secondary school based on proximity and familiarity rather than

academic merit. This accords with Maeve
that working class families in Ireland often let their children chdbsir

secondary schools based on advice from friends and relatives, whereas

middle class parents were more likely to make informed decigomiseir

children (O'Brien 2003). Although middle class children who had attended

Holly Bank Primary School cainly had a say in their choice of school,
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this was mediated by parents who had already ensured that the available

choices were appropriate.

Similar to Benjamin Laurence Primary School, parents at Holly Bank had

also used proximity as a factor in theic#ons, yet nearby schools were

much more |ikely to be 6égoodd school s. N |
both mentioned the merit of nearby schools as a specific reason for moving

to their relatively affluent area in outer London. This shift in geographica

location was also strongly tied in with racialised lines and patterns.

Ni rvanads parents explained that they hat

not very far away but itodéds a whole dif
more multicultural | suppose. Yeahthéiner e, t hi s i sévery dif
(I'nterview with Dave and Carol, Ni rvan

The pause and then the expression oOovery
homogeneity of the suburban, White middle class area they had moved to in

order for Nirvam to attend what they perceived to be a good primary

school. Although the anticipation of high academic grades was important,

this was not the only consideration in making decisions around schools.

Sheryl: Do you know why they wanted you to come to Wettin

Gardens as a school?

Erica: Um, well they thought it was a good school. And it was closer.
My mumdés got a friend who she works
goes here and she thought it was a really nice school and she
t hought 1 6d 1ike it.

(Interview, Year 810/2007)

Erica had joined the study in Year 7 when she was chosen as a friend of

Ni rvanabdés to attend the group interview.
Gardens, which Erica describes as a 6goo
based on t hesulthaeschod amevas,ragviell as the range

of activities and specialisations the school provides; something no doubt

both sets of parents were aware of before encouraging their daughters to

attend. Choices about secondary schools are influenceddrety\of

factors with inevitable implications for



embodi ed physicality. Ultimately, Spirit
her secondary school related not only to the perceived quality of results but
also to the socldandscape of the school and its opportunities for physical

activity provision.
Sheryl: Why did you decide to come to [Folkestone] school?

Spirit: | tried for here and [nearby selective schools] and | got into
there but | just decided to come here because6 s got mor e
sports and stuff. O06Cause [nearby sc
concrete and so my Mum and Dad wer e

in a green place. o0
(Group Interview, Year 7, 05/06/2007)

Ball (2003a:59d escri bes a set of O0social mythol c
choices about schools and allow parents to make judgements in regards to

thesh ool s6 particular merits and cul tur al
their children. Here the image of green space conjures up images of nature

and outdoor play associated with idealised notions of childhood spent

outdoorg(Jones, 1999)Parental concepts aretmecessarily linked to
straightforward o6factsdé6 about the school
preconceptions and familiar shared stories of school reputation. Similar to

Ball 6s participants, parental concerns ri
Oimsment al 6 orders of the school and conc
homework, exam results, and student behaviour. Both Folkestone and

Wellington Gardens Schools are located in an affluent middle class area

where the difference in academic achievement éetvsecondary schools is

O6neither here nor thered as Lucyds mot hel
were often loaded with a lot of emotional weighing of potential risks and

benefits that could be somewhat alleviated by the familiarity of other

attendeesAl t hough Lucyds mother has some conc
to o6fit inbé at an all girlsé school and 1
be provided for her, she wants to send h:

brother will be attending.
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Mary: Academically both schools are exceedingly good. But my
problem there would be that my oldest two are at Wellington
boys and the | ogical thing to do 1is
foll ows them into Wellington Boys w
But | do thinkit would worry Lucy going to [nearby mixed sex

school] with Matthew at Wellington Boys.
Sheryl: Are Wellington Boys and Wellington Girls connected?
Mary: They are separate schools about twenty yards apart.
Sheryl: Oh | see.

Mary: They are very separatehsols. And Wellington Girls is a very
strict school. With quite strong [u

a tightly run school | understand. A very good school, a very

good school . But 1 &d&m just not convi
Sheryl: ltés a big decision.
Mary: | bbg deeesyon. And itds one that

really - unless they are desperately unhappy or something.

Youol | never know if you got it rig
(I'nterview with Lucyés mother, 30/0

Maryods words convey some oflewitha&as angui sh
they make decisions that are seen to i mp:;
l ives, simultaneously weighing up future
individual and social needs. Eventually, Lucy went on to attend Wellington

Girls and seemed to setin well. Despite the strictness of the school, which

discouraged active games over break time, Lucy managed to fit in with a

group of similarly active girls whom she knew from Scouts.

In their inner city locations, Lindsay, Gazza and Deniz also mazisioles

about their schools based on proximity and familiarity, though their

assessments of a 6good school b6 is relati:
described as 6good enough. & Gazza and hel

be best for Gazza to attend a lotaxed, ethnically diverse comprehensive



school since it was within a short walking distance and several of her

cousins already attended there.

Parental decisions around secondary school choices relate to a variety of

factors i ncl udforetlgnic mihoeity chidnerd andthrea | 6 f i t
perceived willingness of the school to tackle racism and allow children to

express their cultural identiti¢&eorge, 2007b) Al t hough Deni z6s pa
wanted her to attend a single sex girlsbo
being around other young Turkish people.

Deni z: My mum didndét want me to go to
Sheryl: What did she say?

Deniz: She said that they have | ots of
going there. But my cousin goes to a private school. Mixed.
Boys and girl s. | hwaretd st @al go Tulm&kn e .h

people there.
(Interview, Year 8, 09/11/2007)

Deni z60s comments about the mixed Tur ki sh
ethnicity and gender come into play in terms of school choice and

desirability. The impact of dominant discourses around gration and

racism are bound to influence the schooling decisions of young Black and

ethnic minority people as well as affecting the available expression of

cultural identitiegShain, 2003, Back, 199@n this context of

marginalisation, it is understandable that Deniz wishes to attend a school

with other students o6like her.d Eventuall
girl sé6 school not f ar tHiveseranchhada home t hat
large immigrant population. Despite this diversity, she found that her

wearing of a headscarf still set her apart from other students and she felt

unwelcome on the school football team.

Parental Aspirations and Educational Trajectories

At the transition to secondary school, the girls and their parents were
making difficult decisions about education and sport that would have long
lasting consequences for their future opportunities. Although they seemed to
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start out with similar interests isecuring a good education, the more
nuanced details of their understanding of this process as well as their
different forms of cultural capital in entering into this education marketplace
presented them with a varying set of choices and results in ¢étims type

of secondary school they attended. While some girls and their parents
viewed secondary school as a point at which to curtail extracurricular
activities in order to focus on their studies, others simply wanted to cut back
by placing particularmphasis on one sport or musical hobby.

It became evident in my research that questions of school choice and

educational pathways were an emotive and personalised issue, often calling

up parental aspirations and expectations.

expectabns also embed the child in an imagined future, in a sense of what
they could and should aspiré€Bakto, in t
2003a: 108)

Lindsay (British-Pakistani, working class) attended Benjamin Laurence
School and then went on to a mixed comprehensive nearby. Almost two
years into secondary school, Lindsay explained that althoughashétte

idea of the kinds of formal requirements needed for applying to university,
she was nonetheless still committed to the idea of a good education, a
concept passed down to her from her parents.

Lindsay: 6Cause i n Pawoikdikeabe t hey donodt

educated. They let the boys go off and do their things and the
girls stay home and work.

Sheryl: Right. And how do you feel about that?

Lindsay: Thatoés sad, 6écause | think

wants us to be educated and lget a job and everything.

Sheryl: Mmm, I guess thatodés what I

want you to go to university?

8 The girls chose their own pseudonyms in Year 5 and their youngsgell as the
dominance of English names, led to several Asian girls choosing Anglicised names. This
represents one of the difficulties in defining ethnic minority identity in a dominant culture.
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Lindsay: Yeah my dad really, &é6dcause my
year. And he wants them to be really good, and us as well. He

wants us to get a job and everything and not be uneducated.
(Interview, Year 8, 18/10/2007)

For Lindsay, whose parents are both immigrants, education is here seen as

the steppingstone towards a professional career and the security and status

this will bring. Lindsay explained that although her father had worked as a

diplomat in Pakistan he now did menial work for a supermarket chain in

North London. The disjunction between hel
economic position highlights one d¢fe complicating factors of

straightforward class analysis based on parental occupation. The decision to

emigrate to England may be influenced by multiple factors but the chance to

provide future opportunities and prosperity for children ranks high among

them and education is perceived as a key way to go aboAtibsas,

2007) The parental sacrifice of job and status, along with many other things

surely left behind, is ahe same time an opportunity for children to pursue

higher education and therefore secure good jobs. Along with this

opportunity comes a form of obligation and Lindsay spoke of the pressures

placed on her to succeed in school and eventually to end up bettea

career than her father. Lindsay also made sacrifices in this pursuit and in

addition to being a diligent student she travelled over an hour each way by

city bus to attend school with her brother. This was deemed necessary after

her family were abléo purchase a muemheeded larger house on the outer

edges of London. The long distance also meant that Lindsay was unable to

attend football training after school, a:
experiences of schooling and her local neighbourhootherted by racial
harassment, attesting to the high costs
new country. Lindsaydés words and her fatl
her telling are at the same time imbued with a gendered cultural critique.

Theoppo t uni ti es are doubly enhanced by Linc
and her father suggest that she may not have had the same opportunities in
Pakistan. Muslim girlsdé participation in
been identifi ed aasbeepattibbtédeoramdpprassive and t hi
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home culture and patriarchal restrictigBsvyer, 1998, Archer, 2003,

Abbas, 2002, Khanum, 1992)he séreotypical characterisation of Muslim

girls as being held back at home due to parental restrictions is here

chall enged and it is Lindsayods father

and everythingdé i n de(fAiclem20@3, Dovyer,soci et al

1998) Loui se Archerds research also found

by their parents in their educational choices, in contrast witerwid

conceptions often expressed by teaclirsher,2003: 52)

wh

1

Lindsayds expression of not being o6unedu:

by the prospect of her mother who did not complete schooling in Pakistan

and did not speak English. Often speaking to both Lindsay and Deniz they
seemed to edquaeatedbewngh being able to
Although [ initially viewed this as a misunderstanding of my questions, |

later came to realise how it attests to the dominance of the English language

in a multicultural Britain where other forms of culturapttal are devalued,

including norEuropean languagé€Brooker, 2002) Despite being bilingual

or multilingual and educated in other forms of cultural capital, the low value

S |

this is given in a British culture casts

educati on. 0 bnvaydndya kird of thevimterndl struggles that

may occur in distancing oneself from an

order to pursue the kinds of opportunities they were not given, or indeed

gave up for their childés benefit.

Spiritdés baekKgrounsdddrhbéy from Lindsayo:

parental background and economic privilege, coming from a White, middle

class family. Spirit originally attended Holly Bank School, where she took

up crosscountry running. Like Lindsay, Spirit also spoke of paaé

aspirations on her behalf as a result of opportunities missed or gained. While

her mother regretted not having attended university, her father had attended

an elite university, gained professional qualifications and went on to become

the director of a insurance company. He thereby secured a large house in a

gated community, fees for lessons, overseas holidays and private schooling

for his daughter. Spiritdés educational

bound up with those of her parents and heeetalks about the hopes her
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parents have for an elite university education. This is used to justify the
sometimes intense pressure she was being put under in studying for

selective entrance exams into secondary school.

Spirit: Yeah [ just want to go toraormal school like and be normal. In
Tweedsmuit you have to work really hard plus at the moment

my Mum is doing English tests with me every night and she

got really upset with me O0cause

I S

said 6That 6s wr dng,aitdh a&tNéos iwrdosn gd ga

called.
[laughter from her friends]

And she just got very upset with me and everything and | was

just like, | said | was not going to do it anymore. And so, |

dondétcaeal |y donét really want
think itdéds better when peopl e
everything.

[later]

Spirit: The thing is my Dad went to [Oxbridge College] yeah, and he
just wants me to get into a really good school. So that | can
carry on, and | ike get a real/l

accountant like my dad is.
Sheryl: What would you like to be?
Spirit: [whispered] An Olympic runner.
(Interview, Year 5, 14/06/2005)

Here Spirit expresses being upset about the critical wasiich her

tutoring was preceding. However, she was later able to rationalise the
pressure she was being put under by
her, even if she had her own misgivings. By Year 7, she had given up on the

dream of becoming a@lympic runner and her thoughts now turned to more

° Tweedsmuir is a competitive,selective State schoolrtizaty students at Holly Bank took
entrance exams for.
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Oreal i sticd career choices in |ine with
regard Spirit is also making sacrifices both in terms of her future hopes and

current pursuits. She described completing her Rarieover the lunch

break so that she could keep up with both her schoolwork and competitive

running commitments. Lindsay and Spirito:
many ways. Both stories bring across the idea of parental sacrifice, of past
opportunitiesmissed or taken, that could now be pursued by their children.

However, the differing access to privilege and educational knowledge has

meant that Lindsay attended an inner city, mixed comprehensive while

Spirit attended a puentareatofeéregter condor@ s c ho ol i
Lindsay could not attend football club after school because of the long

journey home on the bus with her brother.
to running intensified to several nights a week and on weekends, which she

was chaffeured to and from by her mother. In this way, their educational

choices were mirrored in their sporting and extracurricular choices with

Spiritdés academic achievement echoed i n |

running club, which emphasised results overigiggtion.

The well-rounded subject

Although achieving high academic results is viewed as important in a

childés education, it is not seen as suf:
and the idea of &édinvestingdé i tnofyour chil
education including extracurricular interests. Ball relates parental wishes for
academic setting and the need to 6éstretcl
a means of achi e(Ballr@3ad7d)avhile goaloubtc v al ue b

this applies to core subjects and academic ability, it is also carried over into

extracurricular activities suchas sportanmusi ¢ wher e concepts o
play out particularly strongly. At the transition to secondary school, middle

class parents in Ballds research general |
education, not too specialised, with plenty of extracurricular agtfall,

2003a: 71)Similarly parents at Holly Bank school seemed to view in

school learning as insuffiaet i n terms of their chil doés
children often had packed itineraries that included language, music and

sports lessons after school and on weekends. In addition, many of the
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children at Holly Bank had begun extra tutorials well before thear e
SATs in preparation for selective entrance tests at nearby grammar and
private schools. In an already packed schedule, this was a lot to take on.
Spirit gave me the following summary of her weekly activity schedule in
Year 5.

| used to do karate dlonday, Tuesday running, Wednesday karate,

thatds what | wused to do, Thursday

basketball, Sunday rest. | used to do it all every week.
(Interview with Spirit, Year 5, 14/06/2005)
Di ane (RO&rgséasch attwo primary schools in London found that

packed extracurricular itineraries were characteristic of middle class

childrends | ives. Shctassmatheg.everkig t hat

class mothers were less likely to recognise extracurricular pursuits as an
essential component to childrenos
constraints prevented them enrolling children in comparable levels of
lessons (198). Similar to educational aspirations around university, middle

un

unl i |

rounde

class parentsdé decisions about extracurr.|

around the notion of opportunities.

|l think ités just verye. Li ke for I

opportunities | think for children nowadays, that | wanted Spirit. Well

itéds just my way, of trying as much as

you really like. And therefore | wanted to offer her as wide a scope,

and | think wedbdre real Irgwefhadrsa unat e 0

much on offer that we could choose from.

(I'nterview with Siobhan, Spiritds moth
Siobhandéds comments revolve around the noi

suggesting a world for the taking in which any and all interests could be
pursued. This could be said to represent a particular middle class sensibility
in which ambition and privilege go hand in hand. Yet despite her early
opportunities in sports and other extracurricular pursuits, Spirit is strongly
encouraged by her parentscitt back her activities once she reaches
secondary school in order to concentrate on her studies. Nirvana attended
Holly Bank School with Spirit (they were close friends), but she went on to
a highachieving single sex comprehensive nearby. Her parentse\afid

middle class) also talk about providing opportunities for their children but in
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this instance they pose this as a counter to the materialistic trappings of a

consumer culture.
Dave: We dondétéin a culture of buying.
Carol: Much

Dave: Sort of much really or things that you know their other friends
have got which provide their credibility. Like the latest fashion
in this that or the other. But what they have had is a musical

education.
Sheryl: Mmhm.

Dave: Whi ch idslyidends, bebause theyibdthésis thepea
for, oh for half an hour at least a day and play the piano. Out of
the joy of doing it not because any
down and practice the pianob6é but ju

instilled in them and theyngoy it.

Sheryl: Yeah
Dave: Because theydéve got talent | gue
(I nterview with Nirvanadés parent s, 11/

Neither Nirvana nor Spiritdés parents spe:
activities in any kind of craecaeantaitalngd or

that will come in useful one day. In fact their comments revolve around

notions of personal development and o6t al
and childrends happiness is used to expl
sometimes overwhelminglyybs y i t i nerari es. Siobhands cc
degree of class awareness in her wuse of 1
parentsd aspirations for their children

using privilege to secure privilege, or at least materiallpge. Instead

their knowledge of music is seen as compl
as a form of distinction that is both useful and individually fulfilling. Later,
Nirvanabés musi cal accomplishments do bec
for an elitemusic school, even though she is unsuccessful in this bid.

Similarly in their application to a good



used extracurricular activities on Nirval
0sell ingd her daughtoamarketsedleducatipm age f ul |y
system.

Carol: And you had to try and sell her on the application form and she

had a really good report from the prior year, which I put in and added

a few extra things, | dondédt know i f th
placed whech was good.

(I'nterview with Nirvanads parents, 11/
Middle class parents described various strategies they had used in order to
secure their childrendés places at good s
impressive repertoire of talents or accomplishmentsjuga®ne of these
Oextrasd as Car ol refers to them. Both Ni
back their activities once they reached secondary school. For Nirvana, this
meant dropping out of sports and pursuing music solely. While for Spirit
this meant fousing intently on her running at an elite sports club. These
choices were also part of the girlsé ong:
and music respectively represented special talents or dedications for the
girls and their devotion and aptitude jfistl their continuing participation.
Spirit was guided into this choice by her parents but Nirvana seemed to
decide this on her own, and this was also reflected in their choices of private
and comprehensive schooling respectively. These instances fefieet r
the differences between parental ¢l ass a:
experiences. Although girlsé extracurri c
terms of their broader educational goals, | want to emphasise also the
intrinsic pleasure and bodijgy the girls could derive from these activities,
which were nonetheless justified within particular classed discourses of a

well-rounded education.

Happiness and being pushed

Recent psychosocial approaches have drawn attention to the emotional

aspects o$ocial class and schooling and the massive psychic investments

therein. Wal ker di f200])wiriuhgidightsthe nd Mel ody 6 s
di scursive investment cicescsdndaaptrel aft i @dfna i
social class and education in describing the impact of class anxieties on the

schooling of middle class and working class young women. Following these
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insights into social class, Lucey and Reay suggest that psychological

anxietiesredt i ng to class | ocation are Oaggr avsze
during the transfer to secondary sch@l02: 322) They propose that the

conept of o6édelayed gratificationd i s used
class parents put on children to gain acceptance at a good school, and point

out middle class parentsé higher | ikelihi
child. Importantly, Lucey an&eay(2002)highlight the emotional costs of

this pressure to succeed on those middle class children expected to uphold

the Obeacons of e x ceadink, éutayandl Mélody school i ng.
(2001)suggest that working class parents, who had often had negative

schooling experiences, were more |ikely 1
at school ad resisted pushing or pressuring their children in relation to their

schooling.

Vi ncent (@0Ywoik augdesisshat middle class parents are

particularly prone to view extracurricular activities (including sport) as key

investments against downward class mobility and to view their children as

projectsin the making. They contrast this view with that of working class

parents who bel iwveedf ddhhdatarmpd ovafdethyyd OWer ¢
and 6did not focus on devel(lagaung their [
2002quoted in Vincent and Ball, 2007: 1068his is echoed somewhat in

parental views on O6pushingdéd children wit|
long-term benefits are prioritised above skemm wishes. Although

actively involved in schoebrganised kata and football during primary

school, Gazza (White, working class) dropped out of both activities upon

her transition to secondary school. Gazz:
anxiety in relation to her daughter, and her consequent unwillingness to

pushGazza any further in both schooling and her involvement in sports.

Bar bar a: You know, and so | donot know

But, shedll end up where she ends u
Sheryl: Yeah. And um, is that something
Barbara: No

Sheryl:i-t hat youdemuconcerne



Barbara: No

Sheryl:-Wi t h her continuing football oré?
Barbara: No
Sheryl: No? Even though i1itds changed h

Barbara: No. Do you know what? | spent so many years worrying

about Gazza for not eating, for this, for that.

Sheryl: Yeah

Bar bara: But now | donot.

(I nterview with Gazzads mother, 10/200
Barbarads decision to |l eave things up to
overly or push Gazza into anything was r

secondary school and her participatiosports. Barbara is very insistent
here that she is not going to worry about her daughter any further and this is

conveyed in the transcript through my ongoing qualifications despite

Barbarabés insistent response of O6no. 6 Bal
identified as a form of fatalism related
hold up a normative ideal of motherhood |

certain decisions based on expectations of future gains. Diane Reay suggests

that the i ¢paa enft 6t tonddsdd of middle cl a
form of judgement on other mothering practi@@eay, 1998: 13)Iin line
withsuchaview,lsyygest t hat Barbarads insistence
pressuring her daughter can be seen as a form of resistance against

normati ve demands on mothers to not only
to fuel it with increasingly pressurised schedules antistals of

achievement. While the suggestion that working class parents are less intent

on 6making updé their children through exi1
true to some extent, it does not account for the financial and time consuming

aspects of sucendeavours. Barbara expressed that she would have loved to

see Gazza continue with her sports, but her carer responsibilities for her own

mother amidst other conditions meant that she could not make it a priority in

their lives.
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Gazzabds de cpod stamairs cordrasotaitimegressure Spirit felt in
keeping up her achievements. Here Spirit talks about her reasons for

keeping at her running, in response to my question regarding why she

enjoys it.
We | | | 6ve got a |l ot of OiIi $ti &key beldiomdt
know | just keep it up. Plus it keeps
knowing that my body feels good as wel
6cause | 6ve got such. Cause in my ol
l' i ke 6Youdrye wedil ng Doemadlt st op, just kee
of dondét want to stop O6cause | donodt
stuff. l'tos | i ke, Il just dondét think

(Interview with Spirit, Year 7, 17/01/2007)

Within Spiritods r elatestaprunning giventhers eems i mp o

ongoing commitment sustained over many years. The time and effort she
has put into running, along with past accomplishments in the sport, seem to
preclude the idea of dropping out or even taking a break, despite the intense
rise in commitment at her running club along with her expressed
unhappiness at the pressure her coach was putting her under. After a two

week absence at the running club while she was away on holiday with her

family, her coach acr@se@i Slpsrwer ofdibedc ot

from going on holiday, and if they did so they were expected to continue

training over holidays and warned of how quickly their fithess would

deteriorate if they did not do so. Within this extract, Spirit is able to hold on

to he bodily pleasures somewhat but these seem to be overwhelmed by the

combined expectations of others surrounding her commitment. It is also

significant that Spirit mentions fitness, since this was something girls

increasingly linked with physical activitgontrasting earlier experiences of

learning and play. Here, models of development in sports participation echo
those around academic progress, where t

sustained by discursive constructions of ongoing commitment and personal

devd opment. Exhortations to O0stick it out

decisions for middle class girls to continue their involvement in sports or
other hobbies, often by restricting their participation into one or two
activities at an intense level of penfogince. Bal(2003a: 163suggests that

models of commitment and improvement heavily stirectdeals of middle
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class subjectivity that centre on oO0maki n:
yoursel f, r eal Itwasthigmogebaiongomgpt ent i al . 6
devel opment that seemed to structure gir|l
secondary school, though primary school forms of engagement had

centred more strongly around pleasure and enjoyment. The qualitative shift

in sporting emphasis at secondary school from pleasure to achievement had

a significant i mpact on ttheducgtiomal s6 parti
models of excellence and attainment, which | explore more fully in chapter

eight. For many girls this seemed to preclude or limit their involvement in

sports while for those who did continue it often meant increasing the

commitment in a paidular pursuit and combining this with high academic

achievement.

Achievement models in school and sport

In addition to constraints on time and finances, an educational climate of

performativity and achievement meant that many parents and children were

reluctant to spend too much time on sports or other hobbies because of

increased homework and pressure to achieve academically. In an

increasingly competitive educational environment, it is unsurprising that

children will have to sacrifice more and morelofa i r 6 f reed ti me i n
attain the types of educational outputs demanded by steadily rising

t hreshol ds (Bday, 198, xurey hrid Raay, 2062 or middle

class pupils who continue in extracurricular activities it is also likely that

forms of participation wil/| i ncreasingly
Operformanced codes t hatEvanoewal.,sat ur ate ed:
2007) Girl sé part i cinmesadsdptedpcompnomisimggor t t hus b
their earlier enjoyment and visceral joy in the bodily engagement and

sociality of sports participation.

Current educational emphases on training and jobs were also interpreted by

many students and parents as a form of valuibgests hierarchically. This

often | eft physical education at the bot:
joined the study in Year 7 when she was invited to join in the group

interview with her friends Gazza and Lindsay, who were also at Adlington
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School wth her. For Danny (White, working clasSthe hierarchical

valuing of subjects prioritises her subject choices, despite her preference for
appliedd subjects and her |l ove of physi
she decides to focus on subjects that | | provide her with &échc

repeating the rhetoric of her school.

Danny: Um, | probably will take the main three subjects like GCSE
mat hs, English and science 6cause y
want choices in life then you kind of have to tfetm.

Sheryl: If you want what?

Danny: Choices. O0Cause they said in as

then you probably have to get those three or something.
(Interview, Year 8, 18/10/2007)

Current government discussions around healthy schools and itsrtoncer

over studentsdéd physical fitness must rini
the same time are awateat the mind/body dualism continues to value

forms of disembodied academic achievement over other accomplishments,

knowledges and practic€®'Flynn and Epstein, 2009} is similarly Deniz

(TurkishBr i ti sh, working class) and her mot he
educational priorities that influences her devaluing osptaf education

and justifies her noparticipation in PE lessons. When | asked how her

mot her felt about skipping PE, Deni z sait
do ité and claimed that her parents were

it was &bebj éwbr ét

Sheryl: So your mumbés worried about sc

Deniz: Well science is good, but | don
fours, but my mum is proud but beca
wants me to |ike it. Because when |
doctor.

Sheryl: Yeah? Youbre gonna need scienc:ée

Y Danny is a classmate and friend of both Lindsay and Gazza who was interviewed with
the girls in year 7. She competes in football, ice skating and-coosgry running at high
levels.
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Deniz: Yeah, but | donot | i ke blood. H
Sheryl: Why do you want to be a doctor then?

Deniz: Lots of money.

(Interview, Year 7, 19/05/2007)

From t he schoehdg épprecipaiqgnendE covceeasily
slot in to the wider O6problemé of Muslim
see its valuéde Knop etal.,1996) Yet <cl early Denizo6s deci

a reasonable assessment of its value in her education and future career

prospects. Deniz later assertédWe | | Il 6m not going to be a
| 26 in response to questions about her c:¢
I ndeed, it might be argued that many soci

obsessions with sport and football in particular can detracttinem

academic commitment by holding out promises of future sporting glory
(Swain, 2000, Archer,2003) Si mi | ar t o Deni zds response
Scraton afdolRf eseaftbsfelt that there wa:
purposed to PE and often mentioned a nee:¢
little connection to their career plans. Researatintgi r | sé i nvol vement
sports has tended to search for causal faetithsn PE or sport, accounting

for dropout rates in terms of lack of enjoyment or confidence and

overwhelmingly in the ideological disjunction between femininity and

sports. These findgs suggest that it is worth considering wider aspects of

schooling and educational policy that influence these decisions by valuing

certain forms of knowledge and achievement above others.

Future Aspirations

While each girl made decisions about her sprtolvement in the

transition to secondary, some continuing and others not, it was clear that for

al | of them the form of engagement had al
aspirations of Olympic glory were quickly curtailed at her elite running club

where réentless models of pressure and achievement echoed those of her
academic pursuits. Gazzabds assuredness t|
secondary school was put aside as she struggled to deal with the

A

i mplications of bei ng omprebendivewhere gi r |l 6 i n
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other forms of social capital were valued much more highly. Her new
experiences had led to a change of mind regarding her career and this was
prompted by a general unknowingness regarding A levels and university

requirements.

Gazza:Um] quite | i ke the idea of being a
with children and | like being around other people. And, yeah.
Il think 16l1 be alright there, &écau

so big that 1 ddm not going to be com

Sheryl: Whatwoud be something so big that you

with?

Gazza: 6Cause |like when | was in pri ma
or something. But | just think that
and you have to get I|Iike | oads of s

happy being a teacher.

Sheryl: Mmm.

Gazza: And you dondét have to get as mu
jobs.

Sheryl: Mmm.

Gazza: 't wouldndét be so much money bu
it, 1tbés fine.

(Interview, Year 8, 18/10/2007)

Changesn aspirations were common among the girls, reflecting their

shifting recognition of social circumstances and perceived future successes.

This is what Bal(2003ay ef er s t o as 6t he management o
aligning of ambitions.d® Gazzabs altered
unknown; of careers and educational pat h
modestcircumstances whose parents did not attend university. Rather than

continuing to take untested, unknown risks, Gazza decides to narrow her

aspirations. The lack of confidence, the weighing up of future possibilities

and fear of the unknown are commonac® gi rl s6 educati onal a |

aspirations.
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Conclusion

This chapter has been concerned wit var:

h
educationd6 and the implications this had
physical activity. | began this chapter witeth c har act er F sati on
educated girl 6 t @kde andPrejudicewhick ne Aust e
suggested that educational accomplishments and talents were not simply a
set of checklist criteria, but combined to create a particular classed, raced
and gendred embodiment. Angela McRobl§2009)has argued that
although models of girlhood have ostensibly shifted from those of
marriageability to capability (as modern economic subjects), the
accompani ment of a dédnew sexual contracto
subjects can stil!l be 6readd as safely wi
heteronormativity; sel€onsciously policed by youngomen themselves.
Education (including physical education) remains heavily implicated within
such projects. McRobbi@007: 727)describes how the young woman is
now s e e ntiveaasd agpinatiobah stbject of the education system and
she embodies the success of the new meritocratic values which New Labour
has sought to 1 mpl eme-mprovementamdhool s. 6 Mo d:
devel opment come acr oss ns0t rionncgelnyt iwietshiinn
schools, propagating ideals of O6healthy,
constricted and inevitably gendered (Evahal.2004). Intriguingly, in a
bid to attract girls into PE and sports participation, many schools have now
begun to offecheerleading and aerobics classes to girls, which seem geared
at constructing a particular embodied femininity that is both heterosexually
attractive and suitably unthreatening to the masculine hegemony of sport.
Mc Robbi eds el abor antrac suggests thatllespiteiteisv s e x u a |
new educational and economic capacity, these skills are expected
addition tonormative expectations of heterosexual attractiveness, marriage
and motherhood. So perhaps we have not moved on quite so far from
Austem@ascstema satiedncat edlde goweél whose | i st

accomplishments served primarily to attract a husband.

The findings highlighted in this chapter suggest that classed understandings

of education and appropriate extracurricular activitedsl important
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i mplications for girlsdé activities and i1
second research question. This understanding affected whether sports
participation was seen as a distraction
schooling. The chaptes also related to my third research question in

suggesting that parental aspirations and
live up to the opportunities afforded to their parents affected their decisions

to drop out of or continue with their sports itw@ment.

Moreover, this chapter suggests that the competitive, perforruaieceed

context of schooling, as advocated by ongoing policy initiatives, represents

an overarching framework for girlsd part.
government emphasisigesults has introduced intense forms of testing and

scrutiny in schools that seem to be increasingly echoed in models of

sporting achievement. While such models of achievement offer prestigious

outputs, these are unattainable to all but a few. It was friem my

research that girlsodé class positioning si
sport as related to their understandings
emphasis on school results also means that parents make choices about

securing future opportities early on and this often involved dropping out

of or cutting down on sports in order to concentrate on homework and

schooling. Those girls who did continue with sports had to be very serious

about it, dedicating large amounts of time and effort édr ihdividual

pursuits.

As suggested, it was particularly middle class girls who were likely to

continue with their sports involvement, combining these pursuits with high

grades and other forms of achievement. However, middle class girls often

pay a highprice for this outstanding achievement with eating disorders, self

harm and fierce anxiety as not uncommon symptoms of the constant striving

for perfectionism (Walkerdine 2001; Evagisal. 2004) . Girl s06 sport
extracurricular pursuits can be debed both as forms of embodied, classed

expectations resulting in unequal outcomes as well as individualised

practices through which girls might construct ongoing notions of self and

identity. The following chapter focuses more specifically on the role of

spor t i n-ideniificatioasdIt dees sofby looking at the particular



subject positions available at each girl

both took up and resisted the various implications of these school identities.
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Chapter Seven Being ad Doing Active Girlhood: Girls
negotiating identity in peer cultures

Introduction

I n the previous chapter | argued that gil
understandings of O0a good educationd6 tr al
trajectories towards secondary scliwg) to decisions around sports
participation and to the relative signif]i
this chapter | extend this discussion by exploring the various identities that

were available to the girls in their different social locatioms$ secondary

schools, namely those of being clever, gi
around these positions are seen as creative and agentic processes in which

girls engage with various discourses Ot hi
areaccomplisedd (Currie et al. 2006: 423). Whi
i mportant role in girlsé gender construci
schools the girls carried on to. As Paec2®07)notes, schools are

actively implicated inthe consttud on of young peopl eds genc

identities. She writes:
[Schools] give young people messages about who they can be, what
they can do and why, through the images of masculinity and
femininity that they convey and purvey, and through the ways in
which the caillary disciplinaries of the school act upon and are acted

upon by young people as individuals and in graifssechter, 2007:
112)

Thus in addition to providing different sporting facilities or engendering a
cul t ur e o fafteidsshoochfgr sports, schoofs also upheld different
ideals of O0successful girl hooddé that had

involvement.

An overwhel ming focus on an O0ideol ogy of
from participating in sports hasrided to dominate theoretical discussions
of girlsdé declining sports participation
(Cockburn and Clarke, 2002)his perspective proposes that girls incur a

6femininity deficitd as they engage i n s

characteristics, thereby compromising their femininity. Such a contention



seems to remove girlsdé act erconextsit rom t he
in which they take place. Furthermore, it has tended to oversimplify the

Ssituation by ignoring cl as-spolnd ethnicit:
sporting identities and by seeing femininity as an overarching script rather

than as a set of giarate discourses that take on differing significance in

localised contexts.

The idea that sport and femininity are fundamentally at odds is particularly

suspect at middle class schools where gi |
upheld through achiewegent discourses that trace across academic and

sporting contexts. [R007)researchratalprevate gi r 1l s i n
primary school were expected to attain sportingeaments alongside a

range of other accomplishments in their fiercely competitive school settings.

Traditional constructions of femininity which require humility and do not

condone overt competition may render gir |
sport, fiendships or other fields) even more difficult, forcing girls to resort

to seemingly duplicitous gendered practi@@sorge, 2007a)Contemporary
constructions of girlhood and success ar
discours€Ringrose, 2007a) whi ch | inks girlsd educatio
a particular set of embodied practices. Laura Azz@ioidhcoming 2010)

argues that such discourses challenge notions of inactive girlhood. She

defines OAl pha Girlsdéd as a set of oécont el
sporty, fit and healthy femininities that contradict discourses of the

traditional feminine docil® o d(szaarito, forthcoming 2010)This

contention |inks girlsdéd educational succ:
physical activities and suggests some of the corporeal dimensions of

constructiohnsgiofl heoadc@&ssfu

Girls can be seen to take up multiple and sometitnesradictory positions

within gender discourses that are variously made available within specific

historical and social contexts, including sport and physical education. This

argument allow$or a more nuanced exploration of the availability of

gendered subject positions and their implications for sports participation.

The ways in which &édsportyo, ogirlied, an

wi t |

(@)}

girls as viabl e way sartieular schablocontextsisg i r |
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therefore the focus of this chapter. | suggest that these positions were more
accessible to some girls who were even able to negotiate their practices,
whilst for other girls they represented exclusive positions that couldenot
easily combined.

Doing Girl
Social | abels such as 6sportyé, oO6girliebo
girls in discussing different ways of O0b

Accordingly, they can be described as subject positions that are made

availablewithin the discursive framework of the school and surrounding

social contex{Currie et al., 2007)The specific configuration of subject

positonsat di f ferent schools creates subjecti
that create both possibilities and const |
(Youdell, 2005: 249)Such positions represent localiseaws of o6doi ng
girl 6 by holding particular (and | imited:
meanings and social symbols associated with such podi@onse et al.,

2007) Therefore being a 6cleverd, Ooésportybo
connotations for the ways in which girls were expected to dress, to appear

physically, to behave in class, to perform in physical activities, to achieve

academicallyand to relate to others around them. They were also options

t hat were variably available through girl
positions in their schools. Girls discursively positioned themselves in

relation to these identities, variously emlnag resisting and reinventing

particular subjectivities through an active process of negotiation set within

both discursive and subjective constraints.

Accounts of girlsé educational experienc
of avail ablt &) (auwhlj dctorpesi ti ons i s par amc
constitutes subjects within the bounds of acceptability in their social and

peer groupingglones, 1993, Davies, 2003)lison Jones (1993: 162)

writes, 6édominant positi omswhalre embedded
define what is 6ordinarydo and what we mi
i n what she terms as O6standards of gende.l

such norms and to refuse to conform entails specific consequences including
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ostracisation athmarginalisation within the competitive context of youth
and peer cultures. Girlsé ability to resi
thus constrained within this context and held both social and academic

implications for them.

As Diane Reay2001b)has pointed out, accounts of gendered subjectivities

have tended to emphasise the fluidifysubject positions over and above

their fixity. Rather than being seen as disposable assets, subject positions

require an affective investment, or what
commitment on our part to the categories of person to which we are

alocat ed and see o0 UyGes, 2002qgadted ia €urrieetblo ngi ngo
2007 :380)Girls 6 sense of who they Owered was th
they thought they mi ¢1B9:4)8upggestso me. 6 As St u:
identities Odescombegar prlhoeestshahm bei ng:
ared or O6where we came fromd so much as
have been represented and how we represe.]
of confidencefot 6aisesperof ngnitos academi
di fficult for girls to see themselves as
make moves towards these ends, such as trying out for a sports team or

taking a selective entrance test. Girls who had invested in particular subject

positions were therefertaking a risk in attempting to perform an alternative

version of themselves, one which peers, parents and significant others may

(@)}

or may not have deemed to be 6aut hentic

I n her ethnography of schdd8kegs rl sbé6 st yl

(¢

social identities in schools as functioning as both a source of constraint and
a source of agency for schooled subjects.
attempts to negotiate their school identities through dress sometimes led to
(mis)recognition bytteir peers or teachers but nonetheless represented a
desire on the part of girls to shift thei
perceptions.

Girls saw their identities in the schools as fixed in that they were

positioned through the constraints ofatiarse that felt beyond their

control; but girls also felt their identities in the school as fluid in that

they understood that they could recognizing these positionings
negotiate how they were seen by oth@Pemerantz, 2008: 16)
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Similarly the girls in my research (like most young people) were quite adept

at o6readingd the dominant meanings withi
thereby considering the ways in which they might shift or maintain

conceptions ofttemselves through investment in particular practices such as

sport or other extracurricular activities. Rather than being taken as a given,

girl sé soci al positioning can be seen as

reflexively engage in the forging dieir always incomplete subjectivities

(Archer et al.2007, Currieetal.,2006) Thi s chapter explores ¢

negotiations of clever, sporty and girlie subject positions as part of their

ongoing takeup of classed, gendered and racialised identities.

Being a 6goodé or Obaddé student

Recent contributions ra suggested that one of the central contradictions of

contemporary girlhood is the juxtapositi

girls, and their attendant educational implicati@darris, 2004a, Aapola et

al., 2005, Lloyd, 2005, Charlton, 200Buch positions havgeen

particularly linked to classed and racialised identities. Poverty, class
disadvantage and ethnic minority status are all deeply implicated in the
limitation of possibilities embedded in student subjectivities for girls and
young womer(Charlton, 2007: 122)he availability of certain subject
positions is therefore limited by both biographical (raced, gendered, classed)
and subculttal (peer status group) identitieéoudell, 2006, Pomerantz,

2008, Archer et al., 2007, George, 200Fr Deniz and Lindsay, their
identities as O6Asian Muslim girl sbé
friendships and peer status in terms of the ways in whahwlere

positioned by their classmates and in how they constructed their own sense

of self.

In her exploration of student subjectivities at two schools in England and
Australia, Deborah Youde{R006)argues that the status of student
subcultural identities is often inverse totherequeemt s of bei ng
(hardworking, clever, conformist) student learner, thus creating irresolvable
conflicts for subjects constituted as impossible learners through their social

and ethnic/class positioning. Similarly, recent studies into the schodling o
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Black and ethnic minority girls describe common difficulties in asserting
selfworth in a structurally racist education system, leading to conflicts over
privileging their ethnic minority identities in school, and thereby risking
O6bad gi r | &sibketcademisfaila@rdhergtal., 2007, George,

2007b) Such research concludes:

Young womenodos social | ocations provide
through which they might generate identity value and worth to resist
thesymbadl c vi ol ences associated with | ivin

actions they do takerhilst demonstrating agency, generating social
capital amongst peers and bolstering a sense efveeth- are
ultimately paradoxical because they play into oppressive power
relations(Archer et al,, 2007: 552).

What each of these studies posits is the
subjectivities as White, middle class and feminine. It is such subjects that

seem to make up the new academic success stories so celebratéd in pos

feminist discourséRingrose, 2007a, McRobbie, 2007, Re2§01b)

Foll owing the proliferation of the O0succ
Francis(2000)ar gues t hat contemporary conceptio
have shifted to being more compatible with dominant constructions of

femininity. Based on her research with both boysgind in schools, she

found that the association of femininity with maturity and sensibility acted

in accordance with the hard work and good behaviour required to do well in

class(Francis, 2000: 65)Despite this new seeming compatibility between

school success and fammity, it continues to be the case that compulsory

heterosexuality, peer group hierarchies and the punishing measures of

racism and sexism have powerful infl uenc.
domi nant gender di(XCloand eEmmai Rereo IRk 6 s
(2005)research in primary schools suggests that girls may invest in

cleverness or sport as strategies gistalominant gender discourses but that

such resistance comes at a social cost to both themselves and others.

Girls can be seen to be investing in dif
may seek to emphasise Ospatateyd, O6cl everod
variously available within their schooling and social context. The following

sections emphasise girlsd negotiations of

attention to the ways in which friendship and school culture influenced these
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possibilities. Atteribn is also drawn to the importance of social class and
ethnicity as key arbiters of available subject positions. As girls anticipated,
the transition to secondary school often resulted in a change in behaviour,
interests and appearance, although thequéati manifestation of these did

not necessarily accord with girlsdé predi.:

Tomboy Identities in Primary School

As described in chapter four, girlsd con:
primary school had often centred on their sports participatn

conjunction with their tomboy identities, the girls were varyingly invested in

a 6good girl 6 identity that was demonstr
I n primary school this &édgood girldé ident.
commitment to schoolwotk compl i ance with the teacher

maturity that made male antics on the football pitch sometimes problematic

(Clark and Paechter, 2008imilarly, Franci1998)s uggest s t hat o6si | |
and iOlslee®& behaviours demarcated gendered
girls respectively in primary school. Although she always did her homework

and worked sensibly in class, Deniz alone was willing to compromise her

identity as a 06 g o oetselfgqgandt ibth physicaland er t o def
verbal attacks from classmates. Deniz was also physically bigger than many

of the boys in her class at this time and this seemed to allow her to embody

a more assertive physicality.

The girls were thus linked through thstatus as both clever and
hardworking students. In some ways this compromised their tomboy

identities, as Gazza described being onl:
Sheryl: So what are the other parts of

Gazza: Probably that | always do my havoek. Boys tend to not do
their homework or not bring in their reading records or things
like that. Where | have never ever ever once forgot in my

whole life to bring in my homework.

(Interview, Year 5, 06/2005)
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Like Gazza, most of the girls shunned misbgbur due to its potential to

compromise their 6good girl é status, whi
achievement and compliance in the classr@dralkerdine, 1990Q)Denz

alone had shocked the other girls by reci
somet hing only other boys in the classro
simultaneous status as both 6tomboysd an
conflicts as they moved into sedary school as they attempted to negotiate

this academic investment and the desire to fit in socially in their new

settings.

I n addition, girlsdéd investment in a tomb:i

often premi sed on a si namttdristiceefteus rej ect i

deemed babyish and superficial such as the colour pink, dolls and make

believe games. This was particularly the case at Holly Bank School where

such 6girlied symbol s weé00dc)esearckke pr eval ent

suggests that at least in the early years of primary school, the maintenance

of a tomboy identity often rests on t (
their associated practices. In her Year 6 interview, ChEisea ai med, fyou

wi || never see me in a pink frilly dress!
going to stay I|ike I am, |1 doné6t want to
their di sda iticesdnada pladngdicontinuee iveginmeat m a

tomboy identity.

Despite this disdain, girls often descril
6girlied identities as fluid and reversil

particularly the case for high status ginko could shift their identities
depending on the situation. Danny attended Adlington Secondary School

with Lindsay and Gazza but had gone to a different primary school in the

same area. She described her O6tomboyd d «
activities and social context.
Sheryl: Why do you think you were a tomboy in Year 67
Danny: Um, Il just got on with the boys
football and then | kind of, iif the

1 Although invdved in the original ESRC study, Chelsea did not continue with my
research project when she moved on to secondary school.
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to they boys. Like | used to play with the b@jkthe time. But

then | can also just switch to being a girlie girl, really easily.

|l 6d just wear a puffy skirt and | eg
that.

(Group Interview, Year 7, 29/06/2007)

Danny describes a fluid sgifesentation in which she is ablesteitch

bet ween a O0girliedéd and 6tomboydé position

playing football. These practices provided part of the localised repertoire of

gendered identities and were important ways in which girls could signal

their shift in gender positio s . | mportantl vy, Dannyods abildi
presentation was deemed to be O6authenti c
regarded both on the football pitch and in the gendered peer hierarchy.

Girlsé ability to shift subjecitosocple nder per |

status, something that becomes more relevant in secondary school.

Moving into secondary school

Despite the girlsdéd defiant statements, a:
primary school that the girls anticipated a shift in their gemperformances

as they moved into secondary school. When asked whether she thought she

mi ght change when she went to secondary
more girlie because 1 6m at an all girl so
play dper rel@ti onship between o6girliebd a
fairly unproblematic, an identity she can shift in line with her activities.

Spiritdés entrance into a private girlso
sporting competition seemed to ease ttaagition and she was indeed able

to carry on with her competitive running.

At Benjamin Laurence School, girls seemed less certain about their ability
to maintain a tomboy identity into secondary school, and this was often

linked to a concern with gradeschacademic performance.

Sheryl: So do you think anything might change when you go to

secondary school? Do you think you could still be a tomboy?

Nilay: | dondot think so.



Sheryl: No?

Ni |l ay: I think that | am going to chan
footbal | anymore and | O6m not gonna wan
be | i ke 1 dve just got ol d and |1 0ve
my work.

(Group Interview, Year 5, 06/07/2005)

Nilayds concerns about school achievement
represented a commonoraern for the girls in my study. This is similarly
documented i nCBOrc&kyed&mramcwlsédrse she ar gues
educational success can be attributed to future discrimination they expected

to face in university and the workplace. Despite similar academic

aspirdions, girls from different backgrounds with differing cultural capital

were more or less inclined to see sport as either complementing or

detracting from their educational experiences. In chapter six | suggested that

this related tdadegistlasd@i ageds pdr et g own ed
which for Nilay did not include sport. Wi
sports participation and academic achievement acted as two seemingly

opposed identities. She could either invest in a sporty, masculinised

Ot oomghd i dentity and thus continue to play
or she could invest in a conscientious, hardworking student identity, one that

is deemed to lead to future university and career success. Her attendance at

a private, Musg bchool algoiseemed o resnforceathisd a

contrast. For Nilay, her participation in football is seen as an unnecessary

distraction to a successful student identity.

Typically in primary school, girls seeme:
situational and thaicasual, nogommittal identity that could be enacted or

discarded simply by changing clothes, playing football or moving to a new

group of friends. Performing both a &édgoo
were relatively unpr ombihsponawasltasedond gi r | s o
an accessible, participatory model, thereby allowing girls to access a

Osportyd subjectivity. However, by secon:i
these positions became more challenging and girls often noted the difficulty
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of makingwhat had once been easier shifts between gendered identities. In

the following sections | outline three potential reasons for this and the ways

in which girls attempted to renegotiate aspects of their identities in the

context of a new and demanding sestamy school culture. These reasons

included, first, the compulsion towards conformity and fitting in; second the
heightened appeal of &égirlied or emphasi :
achieving popularity; and finally the shifting allegiances of friendsthageir

Impact on activities.

Although | have separated these processes into distinct categories, they were

in fact interconnected in complex ways that make their distinctions less

clearcut than is here suggested. However, they were each important in

varousl y enabl i ng a n-dongractiosstwithanithein ng gi r |l s o

new peer and educational contexts.

Fitting in: playing by the rules

The importance of conformity and fitting in at secondary school have been

emphasised in a number of youth culturalamts that detail consequences

for not doing so, including bullying and marginalisat{®&enold, 2004,

Francis, 2005, Ringrose and Renold, 200®echter (2007: 37) describes a

Omutual regulationd whereby young peopl e
behav our in | ine with group practices and
this immediate, collective and anonymous gaze that teenagers expect to be

judged as belonging or otherwise.d® She a:
ri sk | inked t omidogdethilsofselfp rwsemdg ae v eomod
(Paechter, 2007:37) For the girls in my study, att
secondary school involved adapting to a new set of social norms and

practices. Girls described making the transition h@wa school with a sense

of trepidation and disorientation, which is a common experience over this

period(Measor and Woods, 1984, George, 2004t as girls could find

themselvesdst in the confusing corridors of a new, larger building so too

could they find themselves lost in the new social rules that dictated what to

wear, what to say and how to behave.



Each girl described encountering a social milieu that was at times both
confusing and frustrating for them, leading them to adopt alternative
strategies in adapting to their new social environment. An obsession with
material possessions was particularly striking and often provided an excuse

(@}
(7]
(7]
(@]

for bullying. Deniz talked aboutthenewu | es of her school

with a sense of both bewilderment and distress.

Deniz: They cussed my friend today as well. She was wearing a Nike
tracksuit and they said 6wheredd yo
afford it. | bet you got it from Poundid or something like
that . o

Sheryl: Really?
Deniz: They cussed her today as well, it was sad.
Sheryl: There seems to be a lot of stuff about money at this school.

Deni z: I f you dondét have money they sa

say youoOr egetthisschool. | donot
(Interview, Year 7, 19/05/2007)

Secondary schools thus formed complex configurations of social norms

based on dress, appearance and populastgtuses that more subtly coded

di fferences of social «cltahsisn, Dnaeenailztdbhs, adlrla
girl sé comprehensive in inner London, tel
an intense monitoring of consumer and designer items and accessories. This
fascination with monetary value may have
class positios, since a large proportion of the students came from

immigrant backgrounds. Within this new social environment, girls worked

to define themselves and others through localised symbols that inferred

wealth and status.

At Nirvanaébés moremirdacdlial dlyadh® mpigrerine® usc hc
wearing of uniforms meant that dress distinctions were lessabaesl and

revolved around resisting the school 6s al
femininityé. The | earning of new rul es w:

of Year 7.

16C



Nirvana: Like some of them [older girls] have their skirts really high
or all of that kind of stuff. And like, they always laugh at Year
7s the first day because they always have their skirts really

long.
Sheryl: Mm
Nirvana: So everyone's had thehmort since. (laughs)
(Interview, Year 7, 24/10/2006)

Nirvanabs experience of wearing her skir!
school brings across what many girls perceived as a form of naivety that

needed to be quickly and accurately adjusted in #isand exacting social
situation. The ability to éget it righto
the correct length) could havelechge r m consequences for girl
status in the school. At Holly Bank Primary School, rules around the

appropriatesock length had formed similarly discriminating codes of

conduct and Nirvanaod6s ability to correct|
well . Girlsodé ability to correctly interpi
for social power can thus prove key to treicial statugPaechter and

Clark, 2010)

The ostracisation of girls whose embodied practices marked them out as
6deviantd acted as a kind of warning for
stray from socially approved norms of both dress and behaviour. Joanne was
aclassmate and friendo Gazza and Lindsay whose inabi
mar ked her out as a target of taunts and
compounded by both her middle class status and academic confidence in a

largely working class school.

Danny: Yesalthe [6Jcaimsree] 1 s not exactly po¢

like everyone cusses her about the way she dresses and things.
Sheryl: Everyone says things about the way she dresses?

Danny: But | think she knows and she tried to improve. Everyone

accepts herforwhoshes but someti mes peopl e d:

(Interview, Year 8, 18/10/2007)
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Judgements of social acceptance are here marked by a discursive
contradiction between the individuality |
simultaneous insistence that such individuality shéaildn line with

| ocali sed social conventions. I n their r
constructions in secondary school, Currie ¢2@D6)found that a discourse

of 6being yourselfo6é allowed girls to resi
school. This excerpt demonstrates the ongoing conflicts and ostracisation

that can nevertheless result from such a position,ein 6 bei ng your sel f 6

not necessarily lead to social approval.

Accordingly, girls were often tempted to adjust their-pedfsentations in

line with accepted conventions. For example, Gazza discovered that her
interest in and knowledge of football wag longer as acceptable a practice
amongst her female friends. This became increasingly apparent as she

attempted to bond with other girls in her class.

Gazza: Yeah, none of the girls in my class play football and it just
feels | i ke | 0nheanlywrewhodikesit. Buti ke | 6 m

Il know ités up to you if you want t

Sheryl: But it might be quite difficult if none else is doing it.

Gazza: Yeah, you go in and talk about i
WhenlgointoLindsayand Asmaa t al k about it the
|l i ke 6whatevero6é | have to go and t a

Which kind of makes it hard.
(Interview, Year 7, 14/03/2007)

A discourse of individual responsibility here compels Gazza to accept

personal accountability over decisgaround discussing football, despite

the harsh punishments that could accompany such difference. The fear of

being 6weirdd or o6differentd was often al
shift their selfpresentation, though it could also serve as a fdrm o

distinction that nonetheless carried social repercussions. Whilst an interest

and knowledge of football provided a form of social capital in primary

school, the decisive marking out of football as a practice of masculinity

within secondary school renderé virtually inaccessible to Gazza as a
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resource. The demarcation of-ospwpdt and e:
practice can serve both to shore up masculine privilege and to construct

young masculinitiegParker, 1996, Nespor, 1997Maura Hills(2006: 547)

describes -$blki dbbyindgrpgracticesd used by
form of investment in football which actively excluded gi8smilarly

Gazzabs attempts to engage male peers in
and/or ignorance, marking her engagement as outside the bounds of

acceptability. The cumulative and influential effect of this distinction led to

Gazzabs diremfootbal s amsteategic sdcial practice, though

not entirely. Playing and talking about football were some of the key ways

in which girls performed tomboy identities in primary school (particularly

Benjamin Laurence) and their inaccessibility in seeapdchool made

tomboy identities less feasible there.

Both Gazzadbds experience of talking about
6dress the partdé draw out the complex i ni
between discourses of individuality and the more peltimg demands of

conformity with localised gender conventions. The individualist incitements

to O0be yourselfd and do things because 0i
gendered social conventions that valued conformity. The compulsion
towardssuchaovent i ons f or med 4#Paethten, 2087:i sed pano
37)i n which boys and girls intensely monit
bestowing both condemnation and approval. The extent to which girls

internalised or resisted suchpectations depended on a number of factors
including notions of O6édauthenticityd and |

Girls Creating and Compensating

Despite a range of normative demands, girls were sometimes able to carve

out roles for themselves that resisted the confonmlst of youth culture

but also all owed them to 6fit indé througl
self-performance. Girls often acted to reinterpret cultural symbols and codes

of behaviour in ways that emphasised their own creativity and ongoing

constrwction of self.
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Danny: Yeah, I kind of have my own way
anything. Like some days | might wear jeans and some days |
wear a skirt or something. But everyone knows that | am good
at sports so they donot heyeal ly judg

know inside that |1 6dm good at sports
(Interview, Year 8, 18/11/2007)

Danny here uses her interest and ability in sport to distance her from the

concern about appearance that many girls expressed. For Danny, the

practicalities of sports participationean that she cannot wear a skirt every

day and this provides justification for |
Danny did not seem to possess the kind of cultural capital evident among
Spiritdés privately educat ekheftoiceends, her
skating lessons and to pay for the expensive equipment and costumes it

requi red. -ré&agnisey shats perotmiances both in and outside

the school seemed to provide the kind of
unable to achieve througter football talk. Both Gazza and Lindsay had

enjoyed a high social standing within their primary school class but found

that their interest in sport, which had once contributed to their social

standing, was now less tenable.

Despite being in an ethnicgltliverse secondary school, Lindsay was the

only Muslim girl in her class and her wearing of a headscarf seemed to set

her apart somewhat. In primary school, being a covered Muslim girl was

both o6normal 6 and acceptabl Ematean i dentit
for the girls at Benjamin Laurence. At secondary school, Lindsay explained

that although there were Muslim boys in the class, there seemed to be no

allegiance between them and her own visible difference made her stand out

where they could more essblend in socially(see also Archer, 2003n

our Year 8 interview, Lindsay described the difficulties of fitting in socially

in a competitive, heteronormative and racist context geared around

appearance.
Lindsay: | dono6t think | quite fit 1n.
Sheryl: Really? How do youthinkou donét fit i n?
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Lindsay: Maybe O0cause | 6ve got a scarf
Sheryl: Does that make it more difficult to fit in?

Lindsay: Yeah (very quiet, emotional tone). But if you have a nice
personality then you might fit in.

(Interview, Year 8, 18/11/2007)

Despiteor perhaps because of the diverse mixture of the school,

conventions of social acceptability were highly racialised. Various accounts

have suggested that Asian girls may be positioned outside the bounds of a
heterosexually desialabrl e detmd iwmiitthyi rora aE
schooling contex{Brah and Minhas, 1985Farzana Shai(2003)describes

how the wearing of a headscarf provided both a form of identification for

Asian girls while also leaving them open to criticism and discrimination.

Whil st Lindsayds ethnic and rheligious 06di
bounds of an idealised heterosexual attractiveness that was very valuable in

her peer group setting, this did not mean that she could not fit in socially.

Attempting to compensate for a perceived lack of conformity, Lindsay

reasons thati tay 56 windeg hper saddaolw her to fit
compensatory or perhaps survivalist tactic seems to require a great deal of
emotional | abour on Lindsayods part by i n
an attempt to make up for a perceived lack of physical/aestagti@l. This

requires Lindsay to take on the highly f.

such as caring, compassion and listening sfBksorge, 2007a)The social

status of being 6the most atmdetic girlo
longer available, making sport less appealing as a social practice.

Far z an a(2083)reseanchh ras demstnated that the specific

approaches Asian girls take towards racial discrimination are subject to

di verse factors and are highly implicate:

group status. At her diverse, inner city, all girls school, Deniz was
surroundedy many other Muslim girls within a large immigrant
population. Despite this, Deniz still worried about bullying in the school

causing her to take on a defensive strategy. Deniz described a social milieu
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in which fights regularly occurred between girls.af these seemed to

revolve around economic status and racialised identifications.

Deniz: Like if someone gets me really angry | always start a fight. If

«

(

1

someone says O6stupidbé | get really
| 6m tempered butondtlinkstratt al | y not . Ev
Sheryl: Yeah, like what happens?
Deniz: [describes an incident that occ
ot her girl who said she had a bette
N706 and then | got really angry an
everything. Ilbok e t he girl sé heart.
Sheryl: You broke the girlsdo heart? (I
Deniz: She deserved it though (laughs).
Sheryl: Why? Because she had said that
Deniz: Yeah, she was being rude to me.
rude to me.
(Interview, Year 7, 19/02007)
As di scussed earlier, Denizds willingnes:
against dominant boys in the class, distinguished her from her friends who
were more intent on performing édgood gir
The competitive and discrimatory climate of secondary school only
seemed to up Denizés investment in a mor
resulting in numerous altercations with her classmates. Deniz makes the
claim that she is 6énot temperedd on the
defensive reactions to perceived attacks on her dignity and identity. This
seems to accord with the actions of the
Shain, whose Oviolentd and rebellious ac
racist provocationéShain, 2003)The girls Shain describes had all
experienced racist attacks or harassment at their schools and their open
contestation ofthisledo t hei r mar gi nal i g@hain,on and 066D
2003: 62) In Year 7, Deniz had described being bargg@nother girl who
ocussed my scarf. o6 Denizdos strategy in t
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both to withdraw from certain situations and to defend her in the face of

perceived attacks. Accordingly, she decided not to try out for the football
teameddaud ght have a fight.dé Similarly i
group of other covered Muslim girls in the class involved separating

themselves from the rest of the class, often through skipping the activity, as

we saw in chapter five.

The constructiom f an assertive femininity througl

tellingd or 6speaking my mindd have been

femininities within structurally racist schooling systef@gorge, 2007a,

Archer et al., 2007)This defensive position has been shown to potentially

compromise girlsdé academic identities.
Girlsé assertions of | oud, active and
understood as challenging the farof submissive, passive and quiet

femininity that are usually rewarded within scho@scher et al.,
2007)

Deni z»6s adopt itwe femioirfity saemsto positiorahers e r
outside the dominant conventions of both a White and Muslim femininity,
which is often associated with passii§hain, 2003: 60)As Claire Dwyer
(1998)asserts, Asian girls can be seen to negotiate their identities in dialect
with and resistance to dominant stereotypical depictions. Yet this process
remains subject to the dominant cultural nemf the school. Although the
performance of an assertive femininity was acceptable to Deniz, her interest
in football similarly threatened to compromise the construction of a
conventional femininity. Deniz continued to play football at a club with her

cowsin into Year 7 but decided not to tell her classmates about this.

Sheryl: So tell me about this club, when did you start going to it?

Deniz: This year. But no one knows abo
secret.

Sheryl: So who dovsehsa?6t know? People a

Deni z: Alexis doesndét know, Mal eeha do

Sheryl: Why donét you want to tell the
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Deniz: Why do you play football? Are you a kid? Are you a boy? Are
you a tomboy?6 But, l 6m not a tombo

A

football. I think itbdés fun.
(Interview, Year 7, 19/05/2007)

Within this excerpt, the construction of an adult femininity is cast as

incommensurate with the practices of football, and brings into question both

Deni z6s age and gender | séenesewnr c8i, mgl at |
described hiding their sporting interests from friends both in and outside of

school(Hills, 2006:547) Deni z6s resistance to these |
represent a perceived vulnerability to accusations of gemgeopriety

because of her ethnic and racialised positioning within the school.

In primary school, despite beingthemost t ed o6t omboyd accor di ng
classmates, Deniz was also the most resistant to this label and seemed to see

it as a threat to heregdered normativity. As a stronglled and assertive

Muslim girl, Deniz6s gender performances
outside the bounds of conventional constructions of girlhood within her

school. At secondary school, playing football in additmthese

performances appeared to be too much of a risk and remained something

she kept a secret, declining to join the school team. Of all the girls, Deniz

seemed to construct the most highly resistant position, one that was resistant

both to schoolnormand t o constructions of both 6gi
During interviews, Deniz related her ability to withstand this intense

pressure to both the close bond with her family and the support of other

Muslim girls at her school and particularly her mosdtmwever, the

combination of both a O0sportyd and 6rude:
remain a 6good6é student despite minor col
much to uphold. She withdrew from sport at her school and in Year 8 left

the outside footbhl t eam shedd been practising with

mother out more at home.

Danny, Lindsay and Deniz were each in the process of constructing
acceptable identities for themselves within the discursive context of their
new secondary schools. In diffetemays they managed to carve out
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resistant positions that stood in contr a:
abilities in sport seemed to allow her to resist the dominant girlie position in
the school, allowing her to dooyess &émy owl
her classmates. During their group interview in Year 8, Gazza and Lindsay

had both spoken enviously of Dannyoés abil

think.d Neither girl felt able to be si mi
perceptions of their classites. The judgements and consequences around

Joanneds | ack of conformity seem to atte:
deci sion. Both Deniz and Lindsayds abil i1

themselves seemed to be overridingly constrained by timeiiceand

religious positioning within the school. This concurs with arguments that

6raced6 and racism continue to be implical
ethnic femininities both in and outside of school{8fyain, 2003, Dwyer,

1998)

The appeal of a girlie femininity

As Emma Renol@2005:40)and ot hers contend, a heter o:c
femininity remains a 6domiinmmndc laoadl popul
thus persuading girls to define themselves either with or against this

dominant discourse (2005: 40). Although practices associated in primary

school with a girlie femininity were easily castigated as babyish and

immature, the lure of a gidifemininity became both more tempting and

coercive as girls moved into secondary school. The appeal of a girlie

femininity is simultaneously implicated in the competitive environment of

compul sory heterosexwuality. aAagandt hei r mi d
Lucy commented on the proliferation of 0¢
that were both a form of identification and social status. Nirvana described

the prevalence of this dominant femininity in her school.

Nirvana: And ita@®lsl bgirilngd beée¢mgoli n Bwner
handbags and all and theyoére all ju
Burberry and itds just not cool

Sheryl: Really?

Ni rvana: Yeah, and itdés all just really



(Interview, Year 8, 07/11/2007)

Whil e Nirvanads c thendisavovwakof adengiated s ugge st

6girlied femininity as i

n

p

rimary

school

represented a positioning away from what had become both a pervasive and

powerful form of social capital within secondary school. As Currie et al.

(2006)describe, the status accorded with what might also be termed an

Oemphasi sed f emi ni powerandstaps forgiilsdned

competitive and materiented youth culture.

a form

At Wellington Gardens School, girls were able to distance themselves from

this overtly O6girliedéd femininity by inve

and/ or Oni c enatasssacialy high lstatus,ahese honetheless

remained viable positions for middle class girls. This was reinforced by

teachers who drew contrasts between 0Ocl e

suggesting that the two were somehow juxtaposed. During our auervi

Nirvanabés form tutor divided her cl ass i

and all ocated Nirvana to the former <cate

low ability girls who are less mature and into things like hair straighteners

and makeu p . 6 |th thewapposeld disinvestment in schooling and the

Obitchinessdéd associated with this popul a

and Lucy to position themselves in opposition to this powerful identity. This

was something they had also done in primary scldure both girls had

similarly distanced themselves from the
Nirvana: Cause | donodot hang around wit

|l i ke annoying or theyodre bitches.

Sheryl: So what is it about vyour f
Nirvana: I donot know, webdre nice
wedre all kind of |l i ke into the
clever, weodore all just kind of

(Interview, Year 8, 07/11/2007)

Nirvana here constructs a sebj position that is relative to the peer culture

of the school, positioning herself in opposition to the powerful, high status

group of girls in her Year. Hersaffe f i ni t i on

17C

as

both

6cl

rien

t o e

(

(

sam

nut s

ever



calls up characteristics that run counter to theseaated with the

domi nant group of girls at the school, wl
6annoyi ng(2007: PBsagudsts thatasgifosi ti oni ng as o&éni c
can all ow mar gi nal i spertritygoverthoseby o 6cl ai m a

whom they are intimidated, thus permitting themselves to feel the power of

their goodness and respectability, even if that power is not available for

mobilisation. 0

Il n our i ntervi ew, Ni rvana Gtstaisasa bed her s
Omi ddle to |l owerd status that had resul t
group of girls in their Year group. Il n f

the school due to intimidation from this powerful group of girls. Thus,

although cleerness was a position valued by her teachers, it was not

without its soci al consequences. Rat her |
cruel tiesd girl s ¢Ringrese 2007h¥his accotint on one an
suggests that by positioning themselves away from a dominant and powerful
6girlied feminini tvnerabteipasitiosswithinthe al so end |

social hierarchies of their schools.

At Adlington School, popularity was similarly constructed around an

overtly heterosexualised femininity and a disinvestment from schooling,

although the particular practices associatél these positions were highly

specific to the class and ethnic configuration of the school. As previously
suggested,-ufpaazabsest hatedbgood girl 6 and 0t
somewhat in conflict with one another in primary school, though she was

able to manage these contradictions in Vv,
however expressed concerns about Gazzabs
these contradictions into secondary scho
mother Barbara had expressed consernabout Gazzabds ability t
socially at secondary school.

Barbara: | mean this is a tiny school. And | think secondary school is
really going to bring her back to h
hard and |, O0cause | dond6ét know whe

Sheryl: In secondary school?
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Barbara: Yeah, Ocause sheds kind of ésh
saying she wonodét make friends, but,
group of friends sheoll fit 1in with

wants to do well, so does sheifitwith that group? Or socially

does she fit in with the other grou
know where sheb6és going to end up. B
she ends up.

(I'nterview with Barbara, Gazzads mot he

Bar barads ¢ onc er rssblesoatadctianobetweempeear e on  po
group status and academic performance. D
Gazza did manage to fit in socially at her secondary school and was

described as 6popul ard by other girls in
both ahigh proportion of boys (approximately two thirds of the class were

male) and strong behavioural issues. Over Years 7 and 8, Gazza described a

classroom in which she struggled to learn amidst often overwhelming

conflict and interruptions during instruction

Despite her high investment in a 6édgood gi
school, this became more difficult to maintain into Year 8 and her grades

began to drop somewhat. She continued to admire and comply with her

teachers but expressed frustration air timability to control the classroom

environment. Gazza described her strategy in the classroom that involved

6getting on with the worké& and attempti ni

attention.
Gazza: | kind of just get mn with the
stuff | ike that. I dondt know every
Li ke we donét get in trouble with s
in trouble.

(Interview, Year 8, 18/11/2007)

Gazza therefore attempts to position her:
yets si mul taneously reticent around perfor
position within the classroom because of its denigrated status. She

nonetheless recognises the value of performing well in her schoolwork and
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attempts to do so without drawing attentiorherself. This is a strategy

similarly described by20@6esearghiwhdres i n Car ol
girls sometimes hid their schoolwork from others or rushed to finish

assignments at the end of a lesson spent chatting in a performed

nonchdance. Gazza described her on/off friend Joanne who was subject to

ridicule within the year group:

Gazza: |l dondét find thereds much wrong
her but lots of people do.

Sheryl: Why is that?

Gazza: Cause she8bevsrgoobdeverchaaswehh
But 1 d6m good in class but she kind
Thereds nothing that she dondét know

(Interview, Year 8, 18/11/2007)

As the only middle class girl in her cl a:
and even celebrate heleverness is met with ridicule and resentment by her

classmates. Gazza describes attempting to distance herself from this
denigrated identity by suggesting that wl
not accompanied by an overt cleverness. A disinvest in schooling has

been described as a compelling practice for the construction of working

class identitiegHey, 1997, Reay, 2002, McRobbie, 199M\glerie Hey

describes working class girls in her ethnographic study as resisting the

demands of the schobbsctbveugbsahsbdtogpoas:
(Hey 1997: 76). Although Gazzads positi ol
unproblematic within the peer group hierarchy in primary school, at

secondary school it seemed too closely a:
be completely safdJnlike Nirvana, Gazza finds it difficult to embrace a

6cleverd® subjectivity and instead tries |
drawing attention to herself. Gazza thus attempts to straddle the division

bet ween O6naughtyd and dybyatemptingtol 6 s omewh

remain beneath the radar of both her classmates and her teachers.

Similar to Lindsay, she begins to take up what might be considered as

ocompensatoryé tactics in a bid towards
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Year 7, Gadeadedtsexgenmerd witt lser hair and clothing,
suggesting that she should attempt to | o
mixed-sex school, one of the most effective ways of achieving popularity

(in terms of social status) rested with an investmeatheterosexually

attractive or 6girlied femininity. This |
studies of secondary school cultyRenold, 2005, Pomerantz, 2008,

McRobbie, 1991ayvhere the competitive politics of compulsory

heterosexuality often pit girls against one another in bids for male attention

and validation.

Al t hough Gazzads | ook had been fairly ani
she began to invest in a m@oB4Y girl i ed a|
defines such practices as 6écorporeal capi

into social or sexual capital in the form of popularity or desirability. Gazza
described the subtle shifts she had undergone in appearanceaskahe t

various codes of a o0girlied femininity.

Gazza: You know how my parting used to be? Then they started
playing with my hair and it got | ef
to how it was Ocause | 6ve forgotten

allowed to wear trdcsuit bottoms.
Sheryl:Why?
Gazza: Because they said I édm too much
(Interview, Year 8, 18/11/2007 )

Here it i s Gazzaods friends who suggest al
premised on the undesirability of a tomboy identityteAher friends had
experimented with Gazzads appearance she
wearing it down and parted to the side as suggested. This was combined

with the wearing of light makeup including lip gloss and mascara. In this

excerpt, Gazza remarambivalent about the takg of a more feminised

6girlieb6b subjectivity, claiming that she
parting used to be. Yet with ongoing social approval this shift in gender
performance became more athereal ing. Girl s
appearance were often prompted by friends who proposed new looks as a
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form of playfulness that soon became more compelling given the attention
and approval these achieved. Girl sbo
6girlied codersofpeasuré ahd soaat capitas within thieio
subcultural milieu. Although teachers or parents were keen to castigate such
identities, they proved powerfully alluring for many girls including Gazza

and her friends for whoitonsthadbecomey 6 or
both less appealing and less available. However, this was certainly not the

case for example, at Spiritdos running
girls easily combined both d&égirliebo
theseprat i ces i n chapter nine in relatdi
of space.

Finding o6girls |ike mebo

Friends became extremely important for the girls as they attempted to
navigate the new social landscape of secondary school. Friends could act as
insulaion against social ostracisation and the constant fear that one did not
o0 f i (George, @007a, George, 2004hey also provided a sense of
identification for girls who attempted to find friends with similar interests

and seHconstructions. The larger scope of young people at their new
schools often meant that girls had a bretteance of finding friends with

whom they felt comfortable and accepted. On the other hand, the shorter
amount of time they had known these girls could also create a greater sense
of insecurity around their loyalty and this was sometimes evidenced through
friendship exclusions. With loyalty, however, came a greater compulsion to

spend time with onebés friends and to

Girls described friendship groups that had once been more fluid but were
now more restrictive in secdary school. For example, Danny expressed a

lack of freedom stemming from this new compulsion to demonstrate loyalty

towards oneb6s friends by both spending

same activities. She described the difference between her firepdsary

school and the situation in secondary school.

Danny: So | had like two friends that | could play games with so it

was good so we could just all be
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got my group and | have to do that. | just wanna be free

sometme s . I dondt even know, I just w;
random person who | dondét even know
them.

(Group Interview, Year 7, 29/06/2007)

As Dannyds experience attests, friendshi|
open in primary schoolwererw | ess fl exi bl e. Constructi
in certain ways was also highly dependant on finding the right kinds of

friends who shared your interests and tastes. The prospect of not knowing

anyone could often prevent girls from trying out for a new team.

Sheryl: Why wouldnét you want to go [t

girls from your class?
Gazza: | dunno. ltdés just |ike, Il dunn

Sheryl: What do you think would happen?

Gazza: 106d just prefer to have someone

Sheryl: Yeah.

Gazza:Like f youdbve gotta get in partners a
going to be the odd one out. And |
really exposed and I i ke itbdés just a

Sheryl: Yeah | see what you mean.
Gazza: But if it was someone that | know, at leastpmreon.
(Interview, Year 8, 18/11/2007)

Friends were therefore key mediators of sports participation, acting as a

form of insulation against perceived judgements. Gazza here expresses the

fear of being Oexposed6 wi todgothet t hei r s u|
absence of friends could prevent girls from trying out for a new team, a

friendsd attendance or encouragement coul
activities and it was often friends who had introduced girls to new sports

they became highly involekin. The sense of comfort and acceptance from

other girls on their team or sports club was often a key motivation in
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continuing their involvement but conver s
politics on her team could prompt a girl to give up sports. RAigislights

the key importance of friends for girlsbo

Lucy had experienced friendship difficulties in her primary school where

her assertiveness and confidence in physical activities did not easily

translate into either ndériendships or her academic confidence. As her

mot her explained, &édsheb6s not confident wi
confident with her abilities. And shebs |
confidence had created a dilemma in choosing eitheranialk | s 6- or mi xed
sex school. Eventually Lucy and her mother settled on Wellington Gardens,

theallgi r1 s6 school nearby. For Lucy, the tr
change and had greatly increased both her social and academic confidence.

Despite beingtanalgi r1 s6 school , Lucy found comfo
from Scouts who were similarly | ess inve:

described her new friends at school.
Sheryl: And what is it about those girls [that you like]?

Lucy: | dolnodéthikmlowi tds just theybdbve go
to me. Or roughly the same personal

sort of people.
Sheryl: And what would that be?

Lucy: Theyoére adventurous. And, theyor
Li ke t hey dtohnebyt I|coaorke Iwihkaet or what t |
They just do it. But like nothing they do is mean to hurt
anyone, or anything |ike that. So,

t hem, |l dondt know why.
(Interview, Year 8, 7/11/2007)

Lucyds transi ti owassmmootled sy ¢he acquditonof s c ho ol
ofriends | i ke herd who were | ess concern
social acceptability of activities that they deemed to be fun and enjoyable.

At the same time, Lucy distanced herself from the popular clique at her

school whose status relied on the bullying of less powerful girls. Like the

girl s 1 (@R00Gyeseamghe lGusy had learnt to more carefully
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navigate friendship politics from her primary school experiences. Lucy

cautously added that while she and her friends were carefree in their

activities 6nothing [we] do is mean. d Lux
problematic and she was able to invest in an active, sporty subjectivity that

remained compatible with both hero c i a | grouping and her 6g
status. She joined both the hockey and netball teams at school and continued

to attend Scout s. I n fact, Lucyds grades
suggesting that her social confidence directly related todasleaic

confidence and to the overall expectation within the school-obaiid

achievement in accordance with its educat
(2007ay esear ch has demonstratefm girl sodé fri
straightforward and can often act as sites of exclusion and bullying, which

was Denizbés experience in Year 7.

At Benjamin Laurence Primary School, friendship groups had been mixed
and fluid and were not based on ethnic identifications. However, at
Blythevale School, the situation shifted and ethnic identifications took on a
growing importance in friendship groupings, as is common at secondary
school(George, 2007b, Shain, 200®) Year 7, Deniz had initialljormed
friends with an ethnically mixed group of girls, some Muslim and others
not. However, this changed following a key incident where Deniz was
informed by the leader of her friendship group that she was no longer to be
included. Deniz explained the sydo me in Year 8, after she had had time

to reflect on the situation and remove herself somewhat from the emotional

trauma this must have entailed.

Deniz: First what happened, we was best friends and then at the
backfield. | was with my friend Maleehadthe other friends
and then Vesna and Sufia came, saying that Ginnie took my

place.
Sheryl: Took your place where?
Deni z: Like they dondét want me in it.

Sheryl: In their group?
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Deniz: Yeah. And they want Ginnie. And
anythirg.
Sheryl: How did you feel when they said that?

Deni z: | felt |l eft out. But | donodot re
t hat Vesnab6s the boss and everyoned
Everyonebds saying that everyone i s

be her tail.
(Interview, Year 8, 09/11/2007)

In the closely regulated and hierarchical environment of secondary school,

Deni z6s expulsion from her group of fri el
distressing. Rosalyn Geor¢@007a :58)d escr i bes t he &épain and
bewil derment 06 experienced by the girls i/
themselves relegated to the margins of, or excluded from, their friendship

group. 6 Georgebds findings suggest that f
exceedingly common, and yet the secrecy and shame involved often caused

girls to remain silent about this treatment, somehow believing that they were

to bl ame. For the girls in Georgebs stud:
shift in friendship allegiances, with became marked by ethnic

i dentifications. Denizb6s experience of gl
that these shifts might be less voluntary in some instances.

After being ousted from her former group, Deniz and her best friend
Maleeha (also Turkishuslim) joined an alAsian Muslim group in their

cl ass. [603:3esearclbdemost r ates, Asian girl sbo
membership in alAsian groups may both serve as a form of defence from
racism and as a positive form of identification. This was certainly the case
for Deniz, whose exclusion from her former friendship group led to an
increased inv@ment in her Islamic identity. Between Years 7 and 8, Deniz
increased her investment in her Muslim Turkish identity. She began wearing
a necklace symbolising both Turkey and Islam each day and became friends
with a new group of more devout Muslim girlsufihg our Year 8

interview, Deniz discussed her growing investment in a Muslim Turkish

identity.



Deni z: | 6m proud to be a Muslim, thato
Cause one girl in Year 9, she knows Turkish but she looks

Jamaican. And then we talk Arabic, which is nice, | like it.

Sheryl: So what does that mean for you? Being proud of being

Muslim?

Deni z: Everyone says that 1 6m really i
really want to know about my religi
shoul dnodytbhiamg. elvieke Vesna, sheds n
being Muslim. So I &dm just 1|ike, I 6 m

learn, | really want to learn about it.

Sheryl: Yeah, and what about your new friends. Are they more

religious?
Deni z: Yeah, Af shalyrefigos. Suni ta, theyor

Sheryl: So is that sort of what you me

t hem?0
Deniz: Afshan is even more religious than me.
(Interview, Year 8, November 2007)

Deni z6s investment in her Muslim and Tur |
a resistace to her former friendship group and as a positive identification

with her religious/ethnic background. Dagkas and B@@06 :31)similarly

found that girls in their study displaye:
what it meant to be Muslimd during adol e:
Turkish and Arabic forms a bond with an older girl in &&lnool, creating a

positive form of identification and validation. By emphasising her own

interest in Islam, Deniz was able to distance herself from her former friend

who was 6énot really into being Muslim. & |
learn about llem, which distinguishes her from her former friends who are

less committed to certain tenets of Islam that set them apart from other girls

at the school. At the same time, Deniz distanced herself somewhat from her

new friends, cl ainmimogr et hraetl i Agfisohuasn tihsa nd enve

seems to suggest some ambivalence on Deni
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appeal that Islam held for her both as personal conviction and source of

identity.

Dagkas and Ben(2006: 31)al so report that girlsdé growi
their Islamic identities affected their ability to take part in PE. Deniz formed

a new group bfriends with other devout Muslim girls in her class who

constructed their identities in opposition to dominant school norms

including participation in PE. Each week this group of girls would bring

notes to excuse themselves from PE and would sit aiddefsthe field

watching the other girls play. The girl s
class certainly contributed to this stance but so too did certain inappropriate

comments from a substitute teacher who insisted they take part during Eid

whenthg wer e fasting. The teacherodés | ack of
contributed to the girlsé disinvestments,
perceptions of them as a o6problem. 6 Deni :
identity seemed to preclude an investment iraR& games that she had

enjoyed in primary school but at the same time it seemed to be necessitated

as a defensive strategy within what Deniz perceived to be a hostile

environment.

Conclusion

The transition to secondary school proved to be a major tupaing in the

girlsé lives in terms of the identities 1
subject positions. This chapter has directly addressed my first research

guestion by suggesting that girlsdéo take
related to thespecific peer groupings at their schools and the range of

classed and raced discourses that held resonance within these settings. It

al so relates to the third research quest.
friendships and peer groupings played a key rolaediating their

participation in sports by providing guidance into the appropriate practices

that oO6girls |Iike med might engage i n. Fri
insulation against the harsh judgements girls expected to face in peer

contexts including spts settings and teams.
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The powerful impact of peer cultures and hierarchies, dominant

constructions of femininity and the compulsion towards conformity seemed

to be most constraining in girlso6 abilit]
0t omboyd iheyentd hadin peirearyachoolt The possibility of

tomboy identities in secondary school became less feasible as practices

associated with this identity such as an interest in football or a particular

kind of clothing, were deemed less acceptable.

Although peer cultural practices often demanded conformity, girls cannot be

said to be simply victims of a controlling youth culture. Drawing on their

nuanced understanding of school cultures, girls were able to act within local

spheres in order to define thema&s and others within understandable

terms. This often involved girls constructing their identities in opposition to

the dominant norms of either the school or the peer cultures within it. While

Gazza, a white working class girl, found it more difficulttmstruct a

clever or tomboy identity at her school,
a form of social capital that was more valuable in her peer group. Her best

friend Lindsay found that her ethnic and religious identity positioned her

outside théneterosexual dating mix of the class but she nonetheless

managed to fit in by performing various
O6nice personality. 6 Denizds construction
allowed her to resist processes of exclusion andmaat her school, as well

as the dominant conventions of both a White and Asian femininity.

At their middle class girlsdéd school Nirv;
themselves in resistance to a power ful f
i nvestivnegr 6i nanddc léeni ced subjectivities. Th
sports at their school meant that combi ni

position was less difficult, even if constructions of physical ability
continued to exclude girls from sports pagation.

As the girlsd experiences attest, the abi
strongly contingent on both the dominant ethos of the school and on the

kinds of friends they were able to make and keep. The particular

connotations of specific subjggositions and the ways in which these might

be combined at each school seemed to be strongly constrained by the class
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and ethnic composition of the school. Bo
suggest that the 6ot her icongiderayf Asi an f emi
more difficult for minority ethnic girls
they wished to.

Combining a sporty subjectivity with other subject positions seemed to be a

privilege that was highly contingent on the available expressions of possible

girlhood at their specific schools. Although girls could sometimes use

sporting participation to distance thems:
practices, the elitism of sporting participation made it more difficult for girls

t o cl ai m a n ting idantityhle additiorct@thesediritations,

available discourses justifying sports participation seemed to shift at the

secondary level, thus supplanting former participatory discourses on the

basis of o6fun. 6 | expl enwherellaige shi ft i n |
that girlsé participation in sport came |
Oheal thé and d6abilityd that were | ess pr
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Chapter Eight Health, Ability and Fun: Competing
discourses of sporting participation

Introdu ction

This chapter explores the shifting

and physical activity came to be understood in the transition to secondary

ways |

school; namely through discourses of oOf ul

t hat g istaidiags of gports earticipation are strongly influenced by
wider conceptualisations of participation in sport and physical activity at

both the school and extracurricular level.

Over the past decade and concurrent with the introduction of the new PE
cumiculum (Green et al., 2007physicheducation and sport have come to
be increasingly framed within concerns over obesity alongside a renewed

emphasis on ability and (Evansetdlevel opment

2007, Penney, 2006, Wellard, 2006b, Gard and Wright, 2@@5 result of
these emphases, O6healthdéd and o6abili
frameworks of understanding, thereby holdingcspeimplications both for
girlsé involvement as well as their
activity and their sense of themselves as competent participants. For the

girls in my study, a discursive shift seemed to occur between primary and
seondary school where participation in physical activity could no longer be
framed within a democratic ideal of
physical pleasure. Over this transition, formerly sufficient participatory

di scour ses o fnted iy morédomimant discaursgs pdow

being good at sport and engaging in healthy behaviours. Wagéa)

relates this shift to the introduction of adulbdels of participation in the

PE curriculum. More broadly, these trends can be situated amidst current

government emphases on targets and achievement in education, whereby

tyo h:

(di s

Y

0t aki

Operfectiond and o6performanced codes tr al

education/health angcademic contexi&vans et al., 2008b, Evans et al.,
2004)

Contemporary discourses around Oabi

as Onew orthodoxiesd or Oregimes of
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across sociatontexts but with particular resonance in physical education
and health curriculums and settif@vans and Davies, 2004: 1®s Evans
and Davieg2004: 10)contend, while such knowledges maintain salience in
various contexts, their moral/scientifathority derives from the health
sciences and broader governmental policies around obesity as a pressing
social conceriGard and Wright, 2005)deas around health and ability can
be seen to operass collective frameworks of understanding, structuring
ways of talking about and justifying participation in sport and physical
activity. As Foucalt (1977, 1978has demonstrated, it is their ability to be

(@}

passed off as nat uplandtionsteatiinvests suchmmonsense
discourses with power, thus constraining what is knowable or

understandable about physical activity and why or how girls might get or

stay involved. Passed off in this commonsense way, ability and health

discourses are exempdifl in the sentiments: i) that physical activity and

slenderness equate with good health; and ii) that sports should be played by
those who ar e al r e aAtthpugtathesessentimentsbageo o d 6 at |
not inherently harmful, their discursive authgrind the conflicting ways in

which they are taken up by girls and influential adults had a significant

i mpact on girlsdé activities. Resoundingl:
in sports related to these commonly expressed sentiments. Howevat, a thi

less dominant discourse existed particularly at the primary school level

where participation in physical activity was more readily centred around
relationships, physical pl easure and an
shifts that occurred at theatrsition to secondary school seemed to make

accessing participation on this oO6fundé ba:
supplanted by more dominant models of participat@hile discourses of

ability and health were also present at the primary sdbwel, they came to

take on an overwhelming importance at the secondary school level,

operating as dominant modes of understanding of sports participation.

Ability and health discourses required sporting participation to be justified

eitheronthebasisef per cei ved o6talentd or oOability
seltr esponsi bility in keeping fit and oOheal
to justify girlséd participation, even se.l

inactivity as laziness and irresponsibilgyn d / or suggesting that 0
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both a prerequisite and ongoing incentive for participation. At the same

time, discourses of health and ability operated as modes of exclusion by

setting up binari easblbe@® wearnt i6caibg eendt sa nadl odn
Odal t hyd and {Tnnitgeara Gladby #02pBvdneet a.,

2007) The power of these categorisations worked to construct subjects who

could think of themselves as 6good at sp
(un)healthy, (iNresonsi bl e citizens meant to take ¢
ability to position themselves in relation to these discourses were at the

same time caught up in complex configurations of social class, gender and

ethnicity that made physical activity moreloe ss 6 doabl ed, thinkab
realisable. Although differences between girls are increasingly being

recognised within newly government sponsored sporting initia(spsrt

England, 2009)nadequate attention has been paid to the ways in which

health and ability discourses function to override other possible pleasures of

participation ad to set up exclusionary constructions of who can or should

participate in sports by distinguishing both the motivational and corporeal

forms necessary for this participation.

Within this chapter | explore the ways in which multiple, conflicting

discours s of sporting participation have aff
constituting subjects as either 6égood at
6healthyd or not. | mportantly, these con:
girls held of themselves, they ars@embodied habits constructed through

gendered experiences of sports participafibrans, 2006)often cemented

in noteworthy Omomentsd where girls becal
skills and therefore interest. Although constructions of healttahitity

powerfully shape the possibilities through which sporting participation

might be achieved they are also subject to interruption. My analysis seeks to

understand how girls might take up, resist and/or challenge discourses

around ability, participabn, health and physical activity in the context of

physical education and extracurricular sp@sight, 2004)
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Discursive understandings of sport and physical activity

By the time the girls werim Year 8, when | did the last set of interviews,

four of the six original girls were no longer participating in sport or physical

activity outside of PE for various reasons. These included its lack of appeal

within their peer settings (as is exploredhe previous chapter) and

practical issues such as transportation and fees (as | suggested in chapter

six). Participation in PE had also shifted in its focus with several of the girls

less invested or regularly skipping lessons. While noting this-oliffof@and

its relation to broader trends), the reasons and circumstances in which girls

made these decisions told a much more col
ability to take part in pleasurable, participatory physical activity was highly

constrained.

Although the girls from Benjamin Laurence primary school had all enjoyed

football in primary school, none of them felt able to continue with this

participation in secondary school. Lucy and Spirit (who had attended Holly

Bank together) did continue with their spoparticipation, but they each

had issues around coaching and club selection that differentially affected

their involvement and enjoyment. Coakley and W(ii@92: 21)suggest

that young people make chosce about their sports partici
series of shifting, back and forth decisions made within the structural,

ideol ogical and cultural contexts of thei
participate in sports often related to material circumstaincisding travel,

cost and time, these were moreover framed by broader understandings of

sports participation and the place it mi

identities.

Girlsdé experiences and understandings of
shapedy overriding discursive frameworks Bealth and Fitness,
Ability/CompetitionandFun and ParticipationThese were reflected both in

the way girls spoke about their involvement and the way in which it was

structured by their schools and sports clubsa$t been suggested that

discrepancies between discourses can provide sites of resistance for

subjects, yet more readily these discrepancies seemed to create confusion,

frustration and selblame for the girls as they struggled to reconcile what
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turned outo be often conflicting tenets of participation. While their early

experiences in primary school suggested that participation might be based

on democratic ideals of o6taking partodo f ad
supportive relationships with peers andcteas, their attempts to reconcile

these experiences with later difficulties in accessing sports and physical

activity often led them to believe that they were overwhelmingly

responsible for this disinvestment and that it represented in some way a

personabf ai l ured to maintain a healthy, acti

Fun and O6taking partod

Despite its significance in many young p
activity, oO6fund is often seen as a hedoni
merely consequential to the@earall aims and pursuits of effective physical

education, particularly at the secondary lgVeellard, forthcoming 2010,

Baileyetal.,2007) Yet over whel minghyg thatwagithss
lamented the loss of as they described the difference between their

secondary school engagement in physical activity and their experiences at

primary school . I n att e mp(forthooming o concept |
2010)descri bes a O6circuit of body reflexive
context, mental orientation and physiological awareness interact to create

memorable physical experiences for young people. Wellarthcoming

2010)goes on to emphasise the importance of bodily pleasure, fun and

enjoyment both in sustaining interest in physical activity and for the process

of learningthrogh and about the body. Wi thin this
into pleasurabl e moments as Obankabl e mel
peopledbs interest in physical activity, ¢
that are not always so pleasurable. Accoumisfteachers and parents

described an enthusiasm for physical enjoyment and play from a young age.

Nirvanads mother suggested:

Sheés always been very active from a vy

bouncing, shedés just been a happy, bou

(Interviewwith Carol Vickers, 19/10/2005)
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Girls in my study were more likely to describe this sense of fun at the
primary school level. This also related to the inclusive culture of the school
at Benjamin Laurence and to the wide availability of equipment, space an
supportive adults at Holly Bank. Within their descriptions, a sense of fun in
physical activity seemed to be the result of trusting, encouraging
relationships, a sense of freedom in engagement with the physical
environment and a heightened bodily awassn®escriptions from the girls
themselves also conveyed an embodied physical awareness derived from

active play.

| like getting the energy out of me and running (Interview, Lucy, Year
6, 9/12/2005)

Well when I 6m running | hakdsanie o f
energy left so if | kind of sprint really hard you used up all the energy
and you canodét really feel your
Rhiannon, Year 8, 10/2007)

These accounts describe a kind of heightened bodily engagementithroug

movement that create pleasurable moments of physical sensation. The

f eel w

egs, I

feelings evoked here might be described

6sensual pl easured that is particularly
(Wright and Dewar, 1997) The women i n Wv:)t and Dewa

research similarly conveyed a sense of 0¢

which the authors suggest might ©be

A

However, women in Wrightad Dewar 6s study wer e
older and they had the freedom, time and critical awareness to challenge
dominant discourses and to engage in alternative forms of physical activity
that differed from earlier PE experiences that were more negé&tr the

girls in my research, selective models of participation highly constrained
their ability to take part in physical activity in ways that arrived at these

types of pleasures.

The above excerpts convey a kind of joy and abandon that contrasts with

many of the girl sd sEiesemdativesseesntoh o o |

descr i

n thei

expe.l

suggest a sense of o6fund constructed ar ol



enjoyment through bodily movement and nurtured in supportive

relationshipgEnnis et al., 1999, Ennis, 199M her outline of a culturally

relevant curriculunior disengaged girls, Enn{¢999: 36)advocates

6cdally responsibled play within an O6emo
founded on feelings of trust, mutual reliance and encouragement as

precursors to otherwise marginalised youl
activity. Similarly for the girls in my researchdults often facilitated these

relationships, but they were also about less demarcated friendships groups

where conformity was not demanded.

Danny: Cause like in primary school | had this best friend and she was
exactly like me. Actually not like me all.aAnd we used to
just be random and go running round
in a group or anything, you could just play whatever you
wanted to play. And then |1 6d have a
used to play proper games with like imaginary games.had |
like two friends that | could play games with so it was good so

we couldjust all be friends.
(Group Interview, Year 7, 29/06/2007)

Dannyods description of activity in primalil
environment where physical activity is f#i#ated within friendships and

marked by imaginative play and exploration. Similarly women in Wright

and Dewards study contrasted negative PE
activities in |less structured settingso6 |
within primary school had more readily focused on individual development

and wholeclass patrticipation facilitated in particular by the interpersonal

relationships built up between peers and with teachers. Indeed the most

popular and engaging form of physical atyi\at both schools had been

classwide chase games or football that were overseen by a conscientious

teacherln Year 5 teachers at Benjamin Laurence had intervened to ensure

that girls had their own pitch time and could thereafter take part in year

wide6bi g matchesd6 with their male peers. G
big matches as having been highlights of their footballing experiences in

primary school. Unfortunately the evasiveness of these forms of play at
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secondary school discouraged eithergirdfm t ryi ng out f or her s
football team. At Holly Bank School, the large playing fields had provided

space for the children to take part in clasde games of chase and hide and

seek, thus encouraging active play over the breaks. The sglu®ofows

on crosscountry running got many children involved in a model of physical

activity that valued patrticipation over selection as the majority of the

students ran together in large groups after school.

At Wellington Gardens, a popular intake school ftomfer Holly Bank girls,

the playing fields were ofimits over break and running outside of PE

lessons was discouraged. In line with the National Curriculum, PE centred

on developing particular skills in a limited number of sporting activities

throughouthe year. Nirvana, who had once greatly enjoyed PE, became

gradually more disaffected. During one lesson sheasskéssed her overall
participation as Obel ow average. 6 | aske:t

interview.

Nirvana: CauseaboudonBE armwmbriyecalteds |
ther e, |l do whatever | have to do a
like put any effort into it, apart from something |1 like, like a

netball match. But the rest is just really annoying.

Sheryl: What 6s c hcare @geutPEaWihoe?dondt you
Nirvana: I dondt Kknow. ltés just, [pri
There were more things to do and it
not sure but It was a | ot more fun
[PE] annoying now and | used to love ttwlas well cool. And
at break as well wedd al ways I|i ke r
catching game. I't was al ways exerci
you sit down and do nothing, lunch, sit down, eat, do nothing.
ltds really annoying.
(Interview, Year 8, 02/1/2007)
The instruction in class that day had involved girls assessing their levels of
participation but while the teacher 6s em

performance, Nirvana focused on her mental/emotional commitment to
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physical acaivytgaonoe dopbmor e ed She seemec
while she is physically O6abled to do the
longer engaged or interested in the models of activity on offer. Nirvana also

positioned her disengagement in physical educatsofitting more broadly

within her general activities throughout
While models of physical activity at school demanded skilled performances

at set times (during PE or as a member of a school team), Nirvana here sees

physcal activity as being more widely about her ability to run around at

break, have free time after school and have access to local facilities in her

community.

Like other girls, Nirvana had elsewhere noted the lack of variety of

activities offered in PE ahthe emphasis on skills acquisition over and

above 6fun, 6 as had been the case at pri
more generally to a shift at the secondary level where the curriculum

emphasises competitive sports taught by specialist PE teacldees thu | t

centredd mod e (Welladafforthcaming 2080iApracent o n

research by both Dismo(2007)and Wellard2006a)demonstrates, such

models often operatd the secondary level to supplant former experiences

of 6funé for children by i mposing perfor.i
line with the National Curriculum and its emphasis on achievement.

Ni rvanads comments bring across well the
requirements that so characterised many
entered secondary schoBbr other girls, including her close friend Spirit,

the form of engagement with physical activity had simply shifted, reflecting

the performative, achievemebdised orientation of both her running club

and school.

Spirit: But now itds really changed, |
doing it for fun, I d&dm doing it Ocau

(Interview, Year 7, 17/01/2007)

This shift in emphasisis clearlyinén wi t h t he dominant tenet:
running club where Oparticipatoryd engag:t
even exclusion. Girls like Lucy who could not keep up with the main group
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were relegated to a 6beginnersoé group t hi
coaches (this is explored more fully in the next section). Within this
understanding, it was not sufficient to
parto6 and participation was marked by ex:
incentivised towards continualpnr ovement . The c¢cl ub expecte
bestsb6 at successive races and expressed
according to club expectations. Yet despite this emphasis on continual

improvement, the girls were made brutally aware by their head doaich t

none of their running times would put them a position for future Olympic

participation, something Spirit had dreamed about in early decisions about

joining a running club.

Although Spirit here shifts her justification for running towards-self

improvenent , el sewhere she also noted the he
|l i ke feeling that my body is healthy. o6 TI
was a common justification for girls as they spoke about their participation

in physical activity and seemed te bo firmly entrenched as a belief that it

became virtually i mpossible to disagree \
a powerful set of discourses around health and fithess formed an

overarching set of arguments within which participation in physicaligctiv

could be explained/justified.

Health and fitness

Over the past decade, physical education and physical activity have been

increasingly promoted within an incentive of health and fitness, or what
Evans and Davie004)t er m 6heal thism. & Healthism op
premise that sports and physical activit?)
contributing to their overall bodily health and pramg longevity and

resistance against illness. The incentivisation of health is frequently put

across by government policy and is inevitably tied to productivity in the

form of work targets and reducing strain on national health services

(Shilling, 2008) In what has been characterised @srai sk soci ety o6,
behaviours such as smoking, overeating al

behavioursdéd that i ndiMnnirgana Glsbhyar e expect e
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2002) This represents a shift from reparative to preventative health

measures, which place the onus of health maintenance on the individual.
Body perfection codes (which we suggest now pervade the cultures
and structures of western societies andeilected in
school s)érepresent a shift from a conc
bodyd6 through specific pedagogi cal act
unfinished body by reconfiguring body, mind and soul through

intervention and prevention, whichig® r y o n e 0(Bvars etalg e r n
2004: 129)

Accordingly, exercise, Ohealthyo6 eating
preventativestrategies through which individuals are able to demonstrate

selfmanagement and individual responsibility through individual body

projects(Benson, 1997: 127}t is clear that exercisend diet are deeply

i mplicated in such projects and represenit
bodily conceptions and negotiations. Renewed emphases on slenderness in

the wake of concerns over obesity provide dominant discourses through

which young women mightomstruct physical identitig&arrett, 2004a,

Evans et al., 2008b)When girls framedheir sporting experiences in terms

of health and fitness it came across through a sense thahthelgbe

exercising regularly or eating healthily, but perhaps were not. It could result

in feelings of guilt that they were not doing better by eatingdeg®ing

more active. This sense of guilt was present despite the many overriding

factors that made physical activity and

times impossible.

The large amounts of homework they were given forced girls to sit at home

for hours on end, and restrictions at school meant they were no longer able

to run around the school grounds at lunch and playtime. Outside of school,

fears for their safety restricted girlsbo
supervision (something | discusschapter nine). Therefore physical

activity or exercise often required participation in a regimented, set

environment at a particular time and place, controlled by a coach or teacher

and mediated by relationships with teammates and constructionsityf. abil

Many girls found that they had fewer opportunities to go to the park or run

around at playtime and were often stuck at home doing homework. As Erica
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describes, the boredom and monotony of studying often provoked

excursions to the fridge.

Erica: Um, wlen | eat a lot of snacks my parents always tell me that |

shoul dnot eat SO much.
Sheryl: Really?

Eri ca: We | | I donot eat t hat mu ¢ h

and then a chocolate bar | feel quite ®elhscious.
(Interview, Year 8, 10/2007)

Theexhortation to uphold exacting health standards around food intake,

but

body size and exercise can(Ebaesedescri bed :

al., 2008b) which acts to induce feelings of guilt and anxiety in individuals.

Within health and fitness discourses, food, sport and body size becam

aligned in complex, often misleading associations that translate across

contexts and form instructive body pedagogiesans et al., 2008aJ hese

body pedagogies acquire the power &dmte thoughts and feelings around
food, causingc&nsciaotusdfaledbudsehdicks,

de s

smal | body frame. The moralising of food

can become quite damaging, causing individuals to lose touch witfahat
feelings of hunger or fullness and building up unhealthy and sometimes
irrational relations around food and weig@&hernin, 1985)Although the

od mi ni s at (Drbach, 1086hak beendproblematised by feminists for
decades, the complex coding of health, fithess and slenderness are now
imbricated to the extent that they become indistinguishable at times, making
the Os!| i pp agrrcérnsfand exercise eegirges to eating

disorders steadily more slippeffgvans et al., 2008b)

Spirités accomplishments in running were

peers alike and she was viewed as a star athlete at her primary school.
During our Year 7 interview, Spirit spoke of her éoof running and her
dedication to the sport seemed to attest to this. She then disclosed that she
had begun running in Year 4 in a desire to lose weight and that this was tied

in with disordered eating patterns she had developed at the time.

Sheryl: Do yu think running is as important to you as it used to be?
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Spirit: 1 think, I think when | was doing it before; | was more doing it
for health, fitness and just to keep myself in shape really. Because
even though | was quite young, in year four | staretirgg concerned

about my weight and stuff, if you know like

Sheryl: Really?

Spirit:Yeah, and | was like concerned about what | was eating, like

only low fat foods.
(Interview, Year 7, 17/01/2007)

Links between running and attempted weight loss areemadirtkable among

young women, and it is only Spiritds youl
apart. The connection of limited food intake and negative body image make

it difficult to square with the perceived benefits of physical fithEsans,

Rich, and Holrg d @804)research similarly looks at the implications of

schooling for middle class girls by connecting specific processes within

schoding to the development of eating disordéFae authors suggest a link

between school emphases on academic performance and the development of

such disorders.

Academic and health discourse in [schools] potentially commingle and
may intersect withthe materal condi ti ons of i ndividua
create conditions of ill healttiEvans et al., 2008a: 400)

In earlier interviews while she was still in primary school risdiscussed

the pressure she was being put under in studying for entrance tests to

selective schools as well as harassment from a male peer. Yet amidst these

multiple pressures, Spirit was overwhelmingly concerned with pleasing

those around her and shesdribed her empathy for others as a valued trait

of her personality. The feminisation of care and empathy coupled with
achievement codes and 6healthd incentive:
destructive for young women expected to live up to expectations of

successful girlhood.

Body size and food

Evans, Rich, Davies and Allwoq@008b)c ont end t hat O0r egi mes o
around health and ability create hierarchies of the body constructed in PE
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and in classrooms around weight, size and shape, with a significant impact
on studentsThey argue that these hierarchies come across as body
pedagogies or accepted truths about body size and weight. Similarly in my
research, ideas around health often worked interchangeably with issues of
body size, so that being skinny might discursivelyatg to being fit and

healthy. Although the girls were asked not to include their names on

guestionnaires, one called herself O0Mi ss

similar equation between weight and fitness, a friend of Lindsay and Gazza
whowasrestrct i ng her food intake expl ained

want to be fit. o

While dieting might be criticised for its shagrmism and superficiality,

fitness or health have acquired a status of superior moral value to the extent
that they become di€ult to criticise or question as motives for behaviours
that might otherwise be deemed damaging or even obsessive. The elevation

of 6slendernessdé as a corporeal i deal

o |

hai

taking part in physi calotheelhdibeenthapmyn, s omet |

for her to opt out of throughout Year 7.
Deniz: | asked my mum last night and she got confused.

Sheryl: About your grade?

Deni z: Yeah, 6cause | donot do PE that

|l i ke 6why arenét yog.dodéingsPBE@o6dand

Sheryl: Your mum says that?

Deniz: Yeah.
Sheryl: I thought your mum didndét mind
Deniz: That was | ast year. But now, | 6
goes O6you should | ose weight and ev
(Interview, Year 8, 09/11/2007)
Findings from FROOt es§ €éamokd Scratgnblksd pt
activity levels found thgbhysical activity (and PE by implication) was
frequently related to shetérm weightloss goals tied to idealised feminine
bodi es. Il n their words, o6fitness has bec:i
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achievi ng i @renoffand Scratonn 20011 9Penid was

resistant to 6ideal femininityd in many \
position as a Turkish Muslim immigrard Britain. Yet here the impending

fear of o6fatdé becomes sufficient incenti
This differs strongly from Deniz~6s orieni
where she had been highly engaged in active, unrestrained enjdyottent

i n PE and in playground football. The i m
used as an incentive towards engaging in PE lessons, though clearly with a

different orientation than her experiences in primary school.

Personal responsibility

The nornalisation of healthy behaviours establishes a context wherein those

who are unable to conform to its requirements become stigmatised and held

to blame for their lack of responsible behaviours. Individuals are expected

to make O6dheal t hyee&dmstructead and calsiralt hr ough f
constraint§Evans et al., 2008b: 53)alse (2007, quoted in Evans 2008b:

56) refers to this construction as a 6émol
to establish good and bad cadverenesdt hrou
behavioursWhen asked about her own bodily image, Lucy maintains a

calm selfacceptance that is contrasted with overweight peers.

Lucy: No, I dondét really mind. Il know

They get really upset and they donod

gosw mmi ng or anything |ike that. But
stop it. They dondét stop eating the
activities. Li ke say | was quite a
go swimming because of it. Then 16d

andputmysef on a di et or something but
do that. They just cut out all the fun activities. Which is the

thing thatés gonna get them thin.
(Interview, Year 8, 07/11/2007)

Lucy begins by telling me that she is content with her body and appearance,
odondt really mind. & Given my reading of

girls highly dissatisfied with their appearance and/or wediglt Frost,
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2001)but in fact none of the girls interviewed reported open dissatisfaction

with their body shape or size. In this sense they were often critical of

normative discourses endorsing a O6cult of
result of t he daadaescent formdemieodiedia nognativé 6 s pr
slenderness thereby insulating them from critical discourses. However,

further comments or behaviours revealed a more ambivalent relationship

towards food and weight that did not necessarily conform to earlier

commen s. Gazzabs insistence that she ate w
happy with her body was somewhat belied by her daily habit of skipping

both breakfast and lunch, in line with many of her friends. Evans, Rich,

Davies and Allwood2008b)s i mi | ar 'y descr iabhces how gi r | s
towards health discourses were nonetheless overwhelmed by health codes

endorsed through both media and government incentives, which now

per meate school c ul(200@)research re@ehledthatr and Lal i
girl sé outward bodily acceptance during
by an obsessive concern with bodily appearance and functions, as

documented in their journal entries.

Crawfod (1994: 1348pargues hat o6 heal t hd and the health
di scursively reliant on the construction
(outward) bodily acceptance may be linked to the projection of fatness and

|l ack of exercise onto irremsebsnsavn e 6ot hi
Ohealthyod |ifestyle. Heal th as the corpol
becomes moralised and held up for scrutiny, with the linked understanding

that oO0fatnessdé equates to |l aziness and | ;
healthis stronglyindd ual i sed in this excerpt, o616d
suggesting that extra weight is a sign of failure. The assumed conclusion of

this sentiment is that those who embody a corporeal slenderness have

already O6ésorted t hemseotfrespensilmlityindl, demonst |

care here seen noteworthy.

The interchanging of fithess and weight could be confusing for girls as it
probably is for adult women. Boys at the mixed school also teased girls for
being too skinny, <callinsaligThshem O0anorexi c

harassment impelled girls to insist that tliéyeat and to hide any dieting



behaviour from friends and peers, or to explain it as otherwise, for example

to say that they only wished to be o6fitéo
reaction © being called anorexic was to insist that the reason she was so

slender was due to the large amount of sports she engaged in. Thus body

size, weight, eating and physical activity become entangled in a series of

complex, contradictory mechanisms requirgggiivocations, concealment

and subtle manipulation on the part of girls in explaining and justifying their

bodies and behaviours. Both Danny and the anonymous questionnaire

respondent (AQR) are engaged in a process ofisslfication through

referenced s port. While Danny seeks to expl ai
through reference to her intense sports participation, AQR uses her lack of

i nvol vement in sport to -éMplkai fiabhery, dakal
doesndét do sport 6lvemdniserntethds a domiaant, spor t s i |
moralistic narrative through which girls could justify their bodily practices

and shapes. Paradoxically, access to this sports involvement was

overwhelmingly premised on constructions of ability geared around

excl usi baskldo pielrvalaran2066a)e s 6

Ability and elite competition

Based on the 1991 report from the PE Working Group on Equality and

Educational Provision, Evans and DaJi#893)outline two key views of

equality. They suggest that equality of opportunity is based on the

assumption that everyone begins fromghme starting point and whilst

providing opportunities for comparison, it operates through a process of

sorting the able from the less able. A second perspective based on the

concept of equity works on the premise that every child deserves the best

possibe provision 6regardl exX983:20f their perce
Optimistically, the authors suggest that findings froergport, which

promotes the latter definition, will have lomgaching, positive effects on

PE provision. However, this may not now be the case.

Findings fr om (1R )surveyeseéarchHsagyests thai PE
provisi on continues to provide O6more of the

endorsing traditional models of sporting participation. Their findings echoed
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those of the 1995 Sports Council for Wales which found that

Oextracurricul ar pr ovinmorecampediteecands t o be b
geared to performanced and is focused on
excluding those less ablBenney and Harris, 1997: 44)hirteen years after

the 1991 report, Evans and Davig804: 6)n ot e t he O6éover whel mi ng
influenced of ability as a marker of int
asseparatingut Owi nnersd® and O0l osersd in an ev
system. Somewhat reluctantly, they note the tendency for this to filter into

physical education programm@svans and Davies, 2004 ertainly ability

and elite competition seemed to characterise one of the dominant ways in

which sport and physical activity were understood within my research,
particularly by coachtorstoghisthodel& t eacher s.
participation varied. For girls who had
form of distinction and a sense of achievement, albeit with the attendant

knowledge that performances needed to continue at the required standard.
Howevermany girl s concurred with definition
sportsé and therefore unable/unlikely to
Lucy, resented the unfairness of participation models based on ability but

had little power to change sortingasdards. Boys may be less likely to

reach such conclusions about their abilities early on due to their privileges

i n accessing sport. However(006e)he adul t mq
research suggested that required performances of a heteronormative
0exclusive masculinityé had similarly col
school PE.

Especially at secondary school, teams became more competitive and some

grls felt that they were no | onger O6good
participated in a variety of sports outside school. Each school held a sports

day and this meant competing in different events on show for the rest of the

school. Of the four secondaryhemls, Blythevale was the only school that
concentrat ed -@mphasisingthé competdivetpsrformahee

based aspects of the day. Several girls at the other schools mentioned the

fear of oOcoming in | astdéd oesDamprts day ali
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was one of the few girls who enjoyed this competition and this seemed to

relate to adequate support and training.

Schools and sports clubs who were focused on competition in sport seemed

to view this as a way t oolopalub.\twast hat t hey
very possible for coaches or teachers to get carried away with the reputation

of the c¢club or school instead of focusini
For girls who were able to compete in elite sports teams and clubs, there

seemed tde compelling reasons for continuing, often reinforced by adult

expectations of ongoing improvement. This could be considered a form of

encouragement but it could also create pressure to continue to succeed and

perform in successive competitions. Thebeteat i on of OPBsd& (per s
bests) in Spiritdés running c¢club meant t hi:
not only to place in events but also to achieve more highly than they had

before. Here Spirit describes her coachod:
schoolwide races, where she had come second rather than the expected

first.

Spirit: And he said to -tmeing@@th Spirit,

now, thatds whylymunloostal doaved I osa
secondforonce®d |t 6s r eahlatyd sa nwmhoyy ilngh.atTe M
Sebastian.

(Interview with Spirit and Nirvana, Year 6, 06/12/2006)

The schoolwi de acknowl edgement that Spirit was
worked to build up a series of expectations around her performances.

Thereby her second place fihig1 the school races becomes noteworthy as
insufficient and even as o6l osing. 6 Simil:
described Spirités progress as O0di sappoi |
performances. It is important to emphasise that expectations arpundS t 6 s

sporting performances were matched in intensity by those around her

academic performances, creating a pressurised context for her ongoing

achievements. Spirit suggested that her position as a scholarship holder at

her school meant that she had ¢z up her high grades alongside growing

extracurricular commitments. The identification of talent at a young age
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remains part of government strategy to create elite athletes. While this

becomes compelling for those who are 06cht¢
psychol ogi cal burden as the need to prove
becomes progressively more difficult in higher and higher echelons of
competition. OAbilityd and o6talentd compl
participants as they move upwards to elite leweé participation. While at

the same time, these traits become not just benefits of participation, but

prerequisites for the majority of participants.

Being good at sports

Girls who were able to hold onto a belief in their abilities at secondary

schoolwere often then confronted with the filtering system of school or

outside teams. The idea of being 6good af
at sportsd was something that came up r e
me to consider constructions of algilit and how t his framed girl
participation. I n the questionnaire | di:
of the questions asked whether a girl had ever thought about trying out for a

sports team but decided not to. Many of the responses suggestailttyat

or perceptions of ability played a key role in these decisions.
Yes, but | thought | wasndt good enoug

Netball. [But] the teachers pick their favourites. (AQR, Wellington

Gardens)

Not very welcoming as they make ydurtk that you can only go if
youdre good at it.(AQR, Wellington

Yes, but 1 6m scared if everyone el se i
advanced. (AQR, Adlington School)

Responses from the questionnaires had resonances with the experiences
recounted dung interviews, for example when Lucy described trying out at
Champions Running Club, which was located nearby to her. When | asked
about running, Lucy told me that she preferred alternative sports that did not
have preliminary sorting mechanisms that dgished the able from the

less able.
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Lucy: Like running, you dondét have to
it. But things like sailing or climbing or anything like that you
have to | earn the technique. So | p
you have to larn it and show your ability and things like that.

Sheryl: Mmm.
Lucy: Whereas with running itéds just |
you can go in the competitiond or 6

canot . o
(Interview, Year 8, 7/11/2007)

Lucyds e xrpmaingibethirside andfout of school is key here. In

primary school she had joined crassuntry and continued to enjoy it until

the end of Year 6. Hoping to continue with her running she went along to

Champions Running Club where both her brother ardt Spformer

classmate, competed. Lucy quickly discovered that expectations at the club

were very high and she was o6relegatedd t

group since the girlsd running group wer

abilites. Ashermt her descri bed dédalthough Lucy i s
she has stamina, sheb6és noté fastod (Il nter:
Lucyds enthusiasm for running, her stami.i

meaningless to the running club, who were intent ongaeisiced highly in
league standings and churning out local champions. Lucy condemned these

actions as o6unfairé but was powerless to

her school athletics club involved instr.
manytimesag ou cand whil st teachers concentr al
di sciplines such as javelin and |l ong |j um,)

not need to be learned belies the training, technique and hours of practice

that i n fact go i n t operieredkattheguneingdégoodd r ul
club reinforced this view since girls were sorted into echelons of ability that
necessitated a O0base0-eadbrg.lThattlye/clsbp eed as s ul
was unwilling to train girls whose runni |
swggests a limited view of the potential for development. This limited view

of development carries across definitions of sporting, musical and
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intellectual ability. Sloboda, Davidson and Howe (1994) argue that the

seeming i nnat enes siltyasfin faotasesutt @ hours t al ent & o0 |
of practice rather thanSlobglaetdl,ednessd as |
1994b) The increasing emphasis on O6talentéo
around a seeming innateness which suggests that certain individuals are

simply endowed with such gifts at birth, rather than these being developed

over many yearef practice(Sloboda et al., 1994b, Sloboda et al., 1994a,

Wellard, 2007) In this determinist view, one is either talented, or not) wit

little possibility of improvement and seemingly no prospect of individual

devel opment . Dweckds (1986) psychol ogi cal
perniciousness of this view in fixing concepts of ability and thereby

discouraging development and learning througloentation towards

Operformanced goals rather than ol earni ni

Children who believe intelligence is a fixed trait tend to orient towards
gaining favourable judgments of that trait (performance goals),
whereas children whielieve intelligence is a malleable quality tend

to orient towards developing that quality (learning goals).

(Dweck, 1986: 1041)
When applied to sporting ability, this critique suggests limited motivational
potential for young people whose performances are measured according to
outcome rather than process. Contrary to these critiques, governmést spor
strategies and PE culture seem intent on identifying and developing young
talent, as though such talent were simply out there waiting to be discovered
rather than acquired through endless practice and performance. UK Sport
and Sport England arecurregntl f undi ng what i s termed 6t h
talent i1 dentification6, which seeks to t:;
based on scientifically measured perceptions of physical characteristics. The
2008 PE and Sport Strat aetgdyouagi ms t o engag:
peopled in its UK school games as prepar
(DCSF 2008:1). The selection of this group is deemed as readily identifiable
and therefore unproblematic, despite its exclusion of girls like Lucy who
may wish to take part baire restricted from doing so in the pressurised

model of performance set out for her.
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Certainly in the experiences of many gi r|
become the endll, beall of participation and concurrently, of s&brth.
As Lucy pourtes riutb,bidésyhoou you canét. 6 Her exp

tryouts was unfortunately similar.

Lucy: They |l ook at the good people at
on the teamd and then they just con
teamé. and al |l t here apteallypebllgqutehey chose
good.

(Interview, Year 7, 09/2006)

Lucyds experience in netball and her sen:
interested in her than other 6goodd pl ay:
participation, both in terms of opportunity tapland enjoyment whilst

playing. The idea that you had to be good at sports in order to participate

was something the girls often mentioned and also something many school

teams practiced. Many girls believed that ability and even distinction were

prerequiges for both participation and enjoyment. Tragically, the fragile

nature of this identity made it increasingly difficult for girls to hold onto the

belief that they might be 6good at sport:

had previously believed in primy school.

Coakley and Whit€1992: 26)suggest that personal competence plays a key

role in affecting individual sd deci sions
involvement. Both in their research and my owmryg people who felt that

they were 6égoodd at somet hing were more |
central role in their lives, forming part of their sdéfinition. For Danny,

being good at sports meant being picked for teams, thus continuing to

increae both her confidence and skills as she took on different activities

and trained in those she was already i de]l

Danny: Yeah, any sport | like. Like in PE if we have to do like cricket
or something |16l whatititdédasudem |jdc

naturally good at any sport kind of thing.

Sheryl: Mmm, so you feel quite confident about your ability in sports
and things?
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Danny: Yeah, |li ke when wedre picking t
Dannyd and itds a melseeanseethdti ng o6c au
|l dm good as wel . But | donoét | i ke
like take it in my stride. If the teacher picks me to do

something | just say Ookay. 6
(Interview, Year 8, 18/112007)

Widely regarded as the most athletic girlin herglassbanny 6s confi denc:
her sporting ability was seemingly firmly established. She was picked often

for teams and gained a sense of distinction from both her teachers and peers

for this. However, Danny added 61 dondot |
displaying the requisite feminine humility that seemed to accompany most

gi r | esSessneri{§ilark and Paechter, 2007y our earlier research |

noted that unlike their male peers, girls seemed unabled o wn upé t o t hei
accomplishments in either sport or academics. Nirvana had then explained

60itds not nice to talk about yourself, 6 6
Year 6, 06/12/2005).

As Dannyés words attest, aigesrgying ments of
for their positioning on the ranking of
be picked last rather than first. The coupling of feminised humility and ever

i ncreasing pools of talent work against
sporting ailities. Within a competitive model of sports it was often difficult

for girls to believe in their abilities, even if they were competing at high

|l evel s since there would always be anot hi
had been one of the fastest gitidar primary school where both her

teacher and classmates encouraged her. Once at secondary school she found

it steadily more difficult to sustain the sélélief she once held.

Sheryl: So whatdés changed?

Lindsay: I 6m not the most athletic gir

SheryikYoudre not? So is it difficult to t
runner still?

Lindsay: I 6m not a good runner anymor e



Sheryl: And has that stopped you from running?

A

Lindsay: Yeah. Cause you know you canbod
6cause t her edrlsin¥ear 8that nay rumso fas r
and you feel |l i ke you canodot do it.

(Interview, Year 8, 18/11/2007)

Lindsaydéds abilities both in football and
her in primary school, contributing to her high status among classmates.

Support from male peers, who had avidly cheered her on during class

competitions, had been particularly encouraging. During our Years 7 and 8

interviews, Lindsay lamented the fact that male classmates no longer paid

attention to her, something she conedatith her wearing of a headscarf.

She was not selected for her class relay team on Sports Day and this seemed

to reinforce her belief that she was O6nol
sometimes mentioned specific moments where a PE teacher yelling at them

had cemented the idea that they were Or ul

Nirvana: It depends on the sport, because | am rubbish at a lot of

sports. Like throwing a ball.
Sheryl: Really?

Nirvana: Yeah, 6cause |i ke, we l | I t ol
allonthef i el d and Mr Sebastian made us,
everyone throw a ball.d& Cause |i ke

athletics thing.
Sheryl: Oh yeah.

Nirvana: Anddé cause | was second, Il th
two centimetres and he kept shouting at me. lddamme do it

three times and it still went nowhere.
(Interview, Year 7, 24/11/ 2006)

Feelings of shame, humiliation and anxiety are not uncommon affective

traces of PE experiences described by adi
performative and corporeal requimments of school lessofgnnis, 1996,

Evans et al., 2007, Wellard, 2006a, Wright and Dewar, 198%ht and
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D e w a(L997% 85)esearch with middiaged women found that these
experiences oféeem fceelat egs 6bfonignadequacy ¢
their sporting participan. Probyn(2000)notes the integral connection

between the bodily experience of shame and sports patiamn. The

competitive nature of sport necessitates
incompleteness, the evercomplete athletic body is a symptom of the

|l ogic, the structure of competingd (Hei ki
2000:20). This lack is premisedtime very nature of sports competition,

which establishes winner and | osers in si
t o | o gPeobyw,000: 80)it is little wonder that being yelled at by

her coach does not instantly transform Ni
Instead it has the opposite effect, lowering her commitment and instilling

the beliefthatke i s bad or Orubbish@l9®t sports.
understanding of physical capital, negative sporting experiences and public

humiliations quickly translate into negative seéliefand decreased

capacity. For most girls, Obeing good at
could be easily interrupted or broken. Yet this was a requirement for much

participation in sports. This presents a cat@hsituation in that girls who

cannot sustin a positive sporting identity are almost compelled to drop out,

thus never getting the opportunity to disprove their believed incapacity. The

experiences of adult women engaging in sport or physical activities later in

life are often marked by a sendesarprise at both their bodily capacities

and the enjoyment that such engagement might @fWeight and Dewar,

1997)

Girls who believe they are good at sports might continue to take part but

still feel pressured to keep up their performances. Persistent training and

rising standards of performance make it ever more difficult for girls trying

out new spoéruas hol aj eTermaAtgldte The Long
Development plan (LTAD), endorsed by Sports Coach UK, assumes a

model of development in which young athletes engage in increasingly
competitive and time&onsuming training phases leading ultimately towards

the bDimgat a Wsparts Cagadh &is, 2004By assuming that all

participation should lead towards elite performance, the model works to



exclude woulebe participants at all ages. The reinforcetredrability by
constraining those o0l ackinga06:i | ityd i s
294)as a form of &édsymbolic violencebd perpe
concern throughout physical education prograsnMoreover, the

reinforcement of ability relies on an understanding of such ability as innate

and predetermined rather than subject to mediating factors affecting

enjoyment and participation such as gender and economic privilege and

even physical disaliies (Wellard, 2006a: 311 Here Gazza reflects on her

experiences of running, which are always constrained by physical

limitations.

Sheryl: So | wasyst wondering how it feels for you when you do

sports?

Gazza: Um, well, | 6ve got asthma so it
sl ow at running but 1 6m not fast. I
but | candét run for ages. Cause | |

(Interview, Year 818/11/2007 )

Despite physical variations and (dis)abilities, the competitive nature of

sporting events often meant that different abilities and needs could

not/would not be taken into account since school and team victories were at

stake. Wellarq2006a: 117y e mar ks t hat &éschools (albeit

discriminate against many young people on the grounds of their bodily

performances at her t han take into account the i
take part. 6 Comments from PE teachers su
aware of ability as a discriminatory sorting mechanism yet felt compelled to

perpetuate such cycles due to the ongoing@&agiens of parents, boards,

head teachers and other regulatory mechanisms.

Competitive models of sporting participation can make it very difficult for
girls to feel confident about their physical abilities and to believe that they
are 06good ichthendbgrconres asreqdirenveht for participation.
The emphasis on adult models of sporting participation at the secondary

level meant that girls felt they had to make immediate decisions about
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whet her they were &6sportybohcor not, thus

physical activities they continued to participate in.

Despite these overarching frameworks and the limited ways in which girls
might justify and/or feel confident about their continuing sports
participation, girls were likely to see their discontitioia in sport as a

matter of individual responsibility and even personal failure. Despite a
number of structural/ideological factors that made it virtually impossible for
Gazza to continue with her sports participation into secondary school, she

was keend emphasise her own role in this decision.

Gazza: But I woul dnot |l i ke to bl ame it

or all on my coach that I quit football.

Sheryl: No.

A

Gazza: Cause it ainot his fault. |t w a

went on my own.
(Interview, Year 7, 11/2006)

As Cooky an 2009)xebearchaéntrissates, the liberal model

of participation makes it difficult for girls to critically deconstruct rules of

participaton that form increasingly sophisticated modes of discrimination.

Within a neoliberal framework, the el evai
accomplishments positions young people as individually responsible for

their decisions, as masters of their own destio@ntinually forging

ongoing Oproj ect s-devélopmenteandgemnvehntion. ai med at
While for many girls, it remains difficult to enjoy these accomplishments, it

seems that concurrently it is easy to affix g¢@#fme when expectations no

longercontinue to be met.

Girls were often aware of common perceptions about their physical activity
participation as it is stressed within governmental incentives to keep young

people active and fit. When | conducted the questionnaire at Adlington

Schooldumg a PE | esson, one of the girls ask
happens i f you find out that girls arenoit
anxiety is marked by wider suggestions t|

keeping active, and thus healthy.
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Similarly, the expectation that is placed upon Spirit to continue to run is

upheld by this knowledge and when her co:
this is backed by the unspoken subtext that most girls do not continue with

their sports involvement, thereby uppindre i ncenti ve for her to
trend. 8 What Spirités teachers did not s
steadily up her commitment and training would be subject to increasing

scrutiny over her performancefiten Yet girl
thwarted in secondary school, particularly in the forms of activity that had

been most engaging in primary school, namely playful/pleasurable activities

supported in encouraging relationships.

Conclusion

Girl sé under st andiimspostwesefmarked bByishiftng ar t i ci p a
discourses around ability, health and fun, thus making it more or less likely

for them to feel invested in sport and to see sport as part of their self

identity. This chapter is therefore directly related to my fourtharese

guestion by suggesting that discourses of health and ability in particular

were significant in framing girlsoé parti
The chapter further relates to my second research question by arguing that

processes of differgiation and selection were particularly important for

girl sé participation by setting up hieral

exclusionary barriers of participation.

The transition to secondary school marked a significant point where girls

who had onceidéni f i ed/ been i dentified as dédgood a
PE found it increasingly difficult to sustain this belifhile constructions

of talent and ability had operated to sustain or motivate girls at earlier points

of participation, these became radlifficult to uphold once they entered

secondary school. This might be termed t|
designations. Ability/talent pools comprise eshrinking categories of
participation since being identified as
more advanced pool of candidates where this distinction is no longer

noteworthy. This was certainly the case for Spirit when she moved to

Champions Running Club having been ident|
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her school. Amongst a new pool of similarlymdiéied girls, her running

abilities were no longer seen as outstanding and Spirit worked to shift her
motivations towards O0i mprovemento6 and O6f |
maintain the standards her coaches demanded. This demonstrates a further

paradoxof ability designations in that even those who have been identified

as Otalentedd remain under pressure to m;

achieve Opersonal bests. 6 But potentiall:
tendency for ability to form a prerequisitefap t i ci pati on, when 0be
good at sportodéd is both a motivation to c

Girls who decided to not even try out for sports teams on the assumption
that they would not be selected were strongly swayed by these ability
designatns. The experiences of girls who did try out for sports teams but
were subsequently not included further attested to this. These expectations
create processes of either ssdtected or imposed exclusion based on
perceptions of ability across sporting texts, andhus a lack of

opportunity to develop and improve fgirls who have been convinced at

some point that they are O6rubbish at spol

Concurrently, concerns around obesity ani
have increasedrpe ssur e t o maintain a Ohealthyo6 |1
participating in physical activity and e;:
such expectations form increasingly imperative moral frameworks around

young peopl e d sEvans and Davidéd04:6)naectitei c e s .

disjunction of health being cast as an individual responsibility whilst

athleticism is treated as fixeshd unevenly distributed. In this equation,

girls who tried out for teams but were n

enough6é, an assessment that could | ater |
responsible for their | aclkeguliwhoact i vity,
signs her questionnaire 6Miss Fatty, aka

a seemingly impossible contradiction of discourses and processes that
render her the stigmatised, i rresponsi bl «
While health and abily designations often formed contradictory/impossible

situations for individual girls, decisions to opt out of sports were more likely
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to be seen as personal failings rather than as a result of structural barriers

and/or discursive inconsistencies.

It wasdisappointing but not surprising that four of the six girls decided to

opt out of PE or extracurricular sports once they reached secondary school.

For those who did continue, their activities continued to be monitored,

assessed and physically restrict®ften girls seemed to regret the loss of

activity in secondary school but were unsure about how to remedy this.

Their collective | ament for the forms of
participation at the primary school level was not something thegdeld

readily be replicated at the secondary level and more likely they were

compelled to shift towards performance or fitresgnted goals if they

wished to continue.

Accor di ng (1986)pdyehaogikabrasearch into motivational
factors, an emphasis on performaiocented goals does not bode well for
girl sé ongoi ng p a mphysicaliagiaty. The emphasis sport an

on performative targets such as speed, constructions of ability and

wei ght/ body size as O6émeasurabl ed outcome:

possibility of other learningriented goals such as bodily pleasure, social

experierces and even personal development. Welfmdhcaming 2010)
emphasises the importance of O6fundé in su
physical activities, as memories that can be drawn on in anticipatory
expectations of future experiences. Whil
experiences in primary schooletfe seemed to be less possible as they

engaged in more performativedyiented models of participation at the

secondary school level, thus decreasing their motivation to take part. It

seems both individually lamentable and generally tragic that the sijose o

and abandon many children experience through play and bodily engagement

is made ever more inaccessible within the regimented context of secondary

school and selective team sports.

At the same time, girlsod6 abdbyity to pl ay

constructions of danger and vulnerability, as is explored in the next chapter.
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Chapter Nine Running into Trouble: Constructions of
danger and risk in girlsd access
activity

Introduction

Thi s chapt e rorientatiorsandlaecess to gutdoor space in
relation to their experiences of physical activity. | begin with an account

from my own running experiences.

| often go out running in Lewisham, SE London, where | have lived for four
years. The area seems to hehe news frequently in association with crime
and violence, though | myself have never felt threatened or unsafe. On this
particular occasion it is daylight and there are plenty of people about.
Running is something | enjoy and the sense of moving yaickl breathing

hard frees my mind from my usual everyday anxieties. | am a few blocks
from my house when the pavement narrows and runs under a bridge, next to
a busy road. There are two young men ahead of me, blocking the path.
Rather than move asides amight have expected, one of the young men

grins widely and stretches out his arms in a mock gesture of openness. It is
the kind of gesture you might make to a friend in order to receive a hug. But
this 1isndét a friendly tygaadsphysicae and t he

approach causes my heart to race.

Being heckled/harassed/mocked while out on a run is something | have

come to expect over the years. Sometimes it is children who decide to run
alongside me for a distance, sometimes people tell me td spew ask

how far | have run. But the heckles from men feel different, immediate. They

make kissing noises at me, comment on my legs, call me baby. | ignore them

and try to overcome the twisted feeling in my stomach as | run on. | often

spend the rest dhe day angrily rehearsing in my head something clever to

retort, always too late. The worst part is that where | had felt strong and in
contr ol I am so quickly reduced to an

amusement and sexualised gaze.

Onthisoccason | am faced with a particul ar

man in front of me; | will run straight into him. If | step aside, | will be on
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the road, my back to fast moving traffic under a narrow bridge. My heart

rate speeds up and | have a split secanddcide. Without thinking it

through my left arm moves out quickly and | shove the man aside. | have
just enough space to squeeze by without stepping onto the road. His friend
laughs and the young man is surprised or amused enough that he carries on
and des not reciprocate in any way. Did | really just push him to the side?

| keep running, both incredulous and pleased with what | have just done.

| chose to recount this story because it picks up on some of the themes that |
explore throughout the chapté@ihese revolve around the links between
embodied physicality, gender, power, geography and space. My experiences
are of course mediated by my age and social positioning. | am in my early
thirties, in a stable relationship and equipped with a wisenedusit{

sexual harassment developed through my engagement with feminist theory.
This experience (or perhaps maturity) mutes somewhat the fear and
confusion that arises out of harassmehbugh it certainly does not remove

it for me.

However, | continuea be puzzled and angry about the frequency of

comments and heckles from male onlookers on my various runs. Both my

own experiences (especially the one above), along with the experiences of

the girls in my research have caused me to think more carefully tim

ways in which bodies are constituted through space and movement, and the

authority of sexual harassment in (momentarily) disempowering women in

what might be an otherwise satisfying endeavour. At the transition to

secondary school, my observatiotsoarecorded the rising intensity and

frequency of sexualised taunts, gazes an:
both in mixed PE lessons and outdoor activities, such as running, where

gi rl séinnfdbbtoidored wer-anrdabkpbdbagbdoddi es

The significane of both of these factors (access to space and heightened

sexualised meanings around the body) came to take on increasing relevance

for girlsé participation in physical act i
play outside was often restricted on theibaf a perceived sexual threat or

danger.
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| use the term sexual harassment to refer to particularly intimidating actions

or words set within a range of sexualised and objectifying discourses around

girl sé6 bodies that actdsanwtimeor ms of t hreat

validation in ways that might be deemed I

expression and development. This definition hopes to open up the

possibility that sexualised discourses c:

unpredictable ways and perpdtuad i n seemi-hgmiynbanal ,
contexts by friends, male peers and even-welaning teachers or coaches.
Although some comments are obviously much more threatening than others,
the combined effect of these discourses and their grounding witlointext

of compulsory heterosexuality serves both to mystify their seriousness and

to sometimes blur the lines between pleasure and danger fdfTgirsan,

2002) The significance of sexual harassment and perceived sexual threats to
adult womends experiences of outdoor
explored in studies such as that of Wesely and Gagz@e4d) Gill (2007)

and Stank@1993) However, less has been written about the impact of these

di scourses on young womendés physical
adolescence, where the meanings around their bbaiescome to take on

a growing and shifting significan¢®cSharry, 2009, Oliver and Lalik,

2000)

In both primary and secondary schoe§ues of power and control are
highlighted in numerous studies that document the extent and forms of
sexual harassment among young pe@plaper, 1993, Epstein and
Johnson, 1998, O'Flynn and Epst&l@05, Kenway and Fitzclarence, 1997,
Kenway et al., 1998, Lees, 1986, Renold, 2002, Youdell, 2&&$)ools can

Opo

Spa

exp

be seen as O6site[s] for the production ali

practi ces (®Rendld, 2002e416)i Rereclddds research

children in two English primary school classes noted the significance of
homophobic and heterosexist bullying as a means of marking out,
constructing and valuing (hetero)giemed identitie$Renold, 2005, Renold,
2002) Us i n g(1989a)eldberatidnof sexuality and gender as

mutually constructed, sexual harassment can be thought of as a persuasive

andpowerful system of discourse(s) in which dominant gender meanings
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and identities are constituted within broader institutions of compulsory
heterosexuality. Such institutions
within the terms of cultural intelligiil t (Budler, 1999a: 994.00). In this

way, discourses of gender/sexuality (often enforced through harassment)
form powerful frameworks whereby both culturally intelligible identities
and 06s af ackscandarhappid ositpThis has specific implications

for girlsd engagement in physical

Throughout this chapter | seek to
embodied physicalities and their locatedness in both physical and discursive
space. This perspective seeks to connect notions of space and place with
wider social relations, including gender. As Doreen Ma¢s894:2)
writes: o6éparticular ways of thinki
particular social constructions of
space in the production and reproduction of power relations. At the same
time, the dynamic intecdion between gender, discourse and space seems to
offer up the possibility of shifting meanings and potentialities around the
body. | explore what it might mean
out into and occupy space in an engaged and purposeful as

interested in how this engagement might affect the gendered configuration
of that space, particularly the parks and fields that are often filled with the

active bodies of boys and men playing football, rugby and other team sports.

For the girls ilfmy research, their bodily experiences and access to physical
activities were intimately bound up in the spatial geographies framing their

involvement.

Youth Studies and Space

Recent interest in young peopl eds
emphaised both the geographic constraints imposed on young people and
their creative use of space in contesting and shaping their local
environmentgHall et al., 1999, Kdlloway and Valentine, 2000b, Valentine

et al., 1998, McGrellis, 2005, Laurie et al., 1999, Christiansen and O'Brien,

6mar k

act

i nv

ng
ge

r el

2003, Nespor,1997) Such work seeks to connect

and constructed identities with their sense of place in the wasldHall et
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al.(1999:506wr i t e: O6young people need space to
emer gent sense of igklightsthe pgbtenfidiimmortapcer spect i v
of multiple, overlapping spaces as sites in which young people might

negotiate their emergent identities in complex and sometimes contradictory

ways. Spaces such as school, the home, leisure sites, youth clubs, parks and

local streets have been acknowledged as particularly salient to young

peopl eds negot i @ollendyandcMValengne,d00aj dent i ty
Holroyd, 2002, Cullen, 2005 hese spaces provide sites where young

people can perform different aspects of their identities in their mutual

engagement with the shifting meanings and poss#siltied to different

spaces.

And yet the paradox of this engagement is that young people are often either

confined to certain spaces (such as schools and home) that are highly

regulated, or restricted from access to others (such as pubs and castty leis

sites) where adults might socialise and enjoy their free time. This particular

relationship to space has often meant that young people are cajoled or

enticed to congregate in marginal spaces such as the street corner, park or

bus stop where they aresdg moved on, ejected or complained about

(Skelton, 2000, Valentine, 1996) Fi n (2003)RhB research

describes teenage girl erQrasseplppacepr i ati on o0

where they could drink and smoke away from adult surveillance.

I n the twentieth century, anxieties aroul
relationships with adults have led to increasing fears about the safety of

children in public spaces(Wak er di ne 1999). Young peopl et
public space can position them as vul nner:
there; 8 or conversely as comprising thre:
spaces such as the street in ways that are deemed to bepiablecand

intimidating (Nayakand Kehily, 2008, Matthews et al., 2008)recent

report from Play Engl and, part of the Nat
that this dual characterisation of young people is doubly damaging both in

its wvilification of ¢opanoriybudgpaopldini n t he r
keeping them indoors and apparently O0saf



(Beunderman et al., 20Q7/indings from the Countryside Commission

(1995)suggest that girls are particularly affected by these restrictions.

Il nvestigations into young peoplebs occup:
the physical, embodied nature of thatdtedness and in how such bodies

are both affected by and in turn affect the social spaces they occupy

(McDowell, 1999) Within this chapter | explore the embodied experiences

of girls as they O6moved outodé into space |
participation, and in particular to running, which is very much geared

around an exploration and movement through space including loca$stree

and parks.

Feminist accounts have described the importance of spaces such as the

bedroom and youth cl ub f o(Griffin,A985, cr eat i on
McRobbie, 1991a, Leand, 1998) During their photo projects, where the

girls were asked to take pictures of places they liked to be, bedrooms were a

popular choice. Gazza took this photo of her bedroom and reported that she

was Oal ways in my r oo mlévisienhlistendgo she | i ked 1
music, do homewor k. |l do |l oads of stuff.
my family. o

Figurel. 61 ' m al ways in my room.6&6 Gazzab6s bedr oom.
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Girlsé attachments to thei reacikomtbr ooms mi gl
the spatial restrictions often I mposed o]
activities have demonstrated their limited mobility in comparison with male

peers who are often allowed more outdoor freed@espor, 1997, Griffin,

1985, Matthews et al., 20Q0)he locating of youth subcultures in bedrooms

or streets respectively, and the gendered implications of these locations,

relate to broader dualities of Western culture such as male/female,

public/private and even child/adfkelton, 200Q)Tracey Skeltor§2000:
84)describes teenage girlsd oO6out of placen
ambiguity bet ween cia-lbebvgeoness didatedlsyhe wr i t es
their age impacts on their everynight choices of where they can go and what

they can do. 06 Girls are also |l ocated acc:t
their embodied physicality.

Recent studies i nt o hgvedrawg attpnéonm fpkhe 6 s use o
particular salience of c¢class, gender and
use of space. (M@Bjrdseammlabks ttthe waysoimwinish

aeas of a town in SE England were deemed
people occupying varying ethnic and class positions. Local knowledge and

social networks mediated Asian and Afriec@rar i bbean youthoés anxi
around areas t hat thewv®hite, miidleeclamsd O6r i skydé by
counterpartgWatt and Stenson, 1998 lack feminist accounts have also

pointed out the different meanings of the home within Western culture,
suggesting thatthe homemayct as a O6site of refuge fro
racially marginalised womegtaurie et al., 1999: 13)

I n contrast to recent concerns over youn
space, research ic@nomically deprived areas within England and Wales

suggests that both boys and girls use the street as an important site where

they can form social bonds and enact aspects of their ongoing identities

(Matthews et al., 2000, Skelton, 2000, Dwyer, 1998)D w ¥{1898)6 s

research with young Muslim women in London emphasises their agency in

negotiatirg aspects of their identities through the shifting spaces of home,

school and their local neighbourhoods. This perspective emphasises the

i mportance of space in youth identities.
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differently in different places andeaconstructed and contested within

par t i cul(Dwyer, 4998 B0¥AB dmphasis on spatiality can thus

highlight the shifting fluidity of youth identities as they are performed,

reworked and contested in multiple sites. For the girls in my research, local

knowledge semed to do little to allay fears about the surrounding area and

negative experiences in their deprived neighbourhoods had often convinced

girls of the O6danger6 of certain spaces

without male or adult supervision.

Vulnerable Girls and Aggressive Boys

Val eri e Wd99% ¢)wokides@ilies contemporary popular

di scourses that O6make up the social worl
subjects. Walkerdine describes the prevalence of dominant discourses such

as oO6vulnerable oyd & 6t maatd dargye eadssiowel t ur
both create dominant meanings and provide social scripts through which

subjectivities might be enacted.

Girlsé soci al positioning as 6otherd has
active chil daeedos$outdoorismage inwhiah toiexercisen

his playfulness and creativity (Walkerdine 1999: 13). Walkerdine argues

that such discursive processes come to regulate childhood. Girls and boys

are therefore subjectified through discourses that imply certadtesnof

behaviour such as working on your homework or playing outside as the

actions of normative subjects. Walkerdine also emphasises the spatiality of

these discourses since historical and geographical characteristics affect the

particular configuratiomf discursive constructions at particular times and

pl aces. Gendered discourses therefore pr:
speci fi c(Walkerdireet1D99:18)s 6

Gendered theories of embodi ment have sou:
experiences with the gendered social oraer meanings in which they

interact(Young, 2005a: 5)This means that how women expade their

bodies is intimately connected to the discursively constituted landscape

surrounding the female body at a particular time and place. Spatial

orientation ties in strongly with movement and the ways in which young
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women are expectedtotakeupspaci n di f ferent contexts. Y
essay on Othrowing |like a girl o describe:
i ntentionalitydé and |inks this restrictet
position in a malelominated societf{Y oung, 2005b [orig.1980]More

reent research such as that of Evaldq2@93)suggests that such bodily

restrictions or inhibitions are in fact context and activity specific.

As Evaldssonds research all udaps, many yol
their bodily orientations in open and unrestrained ways, and participation in

sport might be one vehicle through which learned incapacity could be

challenged and controvertéshilling, 2004) Chris Shilling(2004: 483

484)descri bes a process of O6pragmatic acti
habitus mightbe itr r upt ed t hrough O6revelatorydo | i\
the body is discovered to lb@orecapable than was previously supposed.

Versions of physical feminism have suggested that involvement in sport

holds out the potential for women to experience theirdsods powerful,

capable and agentic, thus challenging previous assumptions of passivity and

fragility (Roth and Basow, 2004, Theberge, 1986, McCaughey, 1987)

athough womends participation in sport mi
possibilities, these continue to be constrained by dominant discourses of

gender, health and ability.

The body and space are both implicated in these processes. Gendered

theories of embodimentgug e st t hat girl sdé& participatio
activity might &édconstitute their experiel
movement that is more open and assertive than other learned modes of

being(Young, 2005a: 9)Conversely this implies that physicality and

movement can also reconstitute social spaces in ways that might challenge

the donmnant social order. McDowe{lL999: 56)describes social relations

and spatialupualklegsesi mfsodami ngbdé, suggest.i
area may lead to a shift in the other. This does not entail a direct causal

relationship but rather the opening up of possibilities and meanings through

mutual fissures that might be exploited, nudgeahnak otherwise explored.

This is directly relevant to the ways in which gendered subjects might be

expected to stay home and help with the chores or run off to football
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practice after a meal carefully prepared by their mother. The gendering of

certain spaes is open to both contestation and reproduction.

Assumptions about the correct place for embodied women are drawn
on [both] to justify and to challenge systems of patriarchal domination
in which women are excluded from particular spatial arenas and
restrcted to others.

(McDowell, 1999: 56)
I n this way, active girls might be seen
trarsgressive of dominant social norms, which mark their rightful place as
otherwise than the streets and parks, their physical activities require. This
seems to suggest several questions: First, how do discourses of female
vul nerabil ity diwtnasdemiodied capacitiek™Whats ub j e
does it mean for girlsd bodies to move o0
engaged, purposeful way? Finally, how might this affect the particular
gendered configuration of that space?

Throughout this chapter | exploretetes questi ons by | ooking at
experiences of running and other physical activities within the context of

discursive constructions of vulnerability and sexual threats. | begin by

looking at space as it was marked out at school.

0That 6s f or detethspackhamd/ptay) : gen

At both primary schools the girls attended, football dominated the space
available during playtime, although at Holly Bank the large expanse of
fields meant that this did not pose as much of a problem as it did at
Benjamin Laurence. lay and her friends could still play catching games
elsewhere and had sufficient space to run around. When she went on to
attend Wellington Gardens, Lucy expected that there would be fewer

running games because of gendered expect:

agparently youdre not allowed to run in Y
people just donét want to and youodll feel
el se is talkingd (I nterview with Lucy, Y

discovered upon attending Wellington Gamd was that although her
friends were keen on doing so, they were not allowed to run around their

school grounds outside of PE. Lucy and her friends were scolded for
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chasing each other and for being too loud during their break and before and
afterschoolThe school was | ocated opposi
where many of the boys they had known in primary now attended. In
contrast, boys at this school could be seen playing football and generally
running around at playtime on the space allocatethdiy $chool. This
perceived lack of freedom was one of the disadvantages girls cited in

attending an all girl sé school

t e

Sheryl: And what do you girls think

school?

Rhiannon: Um, | probably prefer primary school where therbays.

Because here you donodét have any

on at lunch, |like you canodot pl ay

to

ab

pr o
fo

Sheryl: Il noticed thereds big fields o

them?

Rhi annon: No, thatds for the boys.

Lucy: The boys can plagut there.

Sheryl: Do you not have a field you can play on?
All: No.

(Group Interview, Year 7, 06/2007)

Although an active boys discourse justified (and even demanded) space for
boys to play in, this was not the

Within this discourse, boys are understood to be naturally brimming with

energy and thus more in need of space

be able to concentrate in school
quickly deemed out of boundfter litter was not taken care of. Lucy
described her frustration (which is more strongly voiced elsewhere) with
watching boys, including many former classmates and her twin and older
brothers, running around on fields directly next to her school whilgitlse
could not do the same. Meanwhile Lucy and her friends were expected to
conform to a feminised passivity deemed appropriate forlvetlaved

female students. This vivid contrast in gendered space was not as evident at
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the inner city schools and magpresent a particularly middle class

sensibility. Although girls were technic:
space allocated to football at Adlington mixed school, neither Gazza or

Lindsay felt comfortable in joining and | only ever observed boys pdayi

there over break. Schools and their gendered organisation of space represent

one facet of girlsdé access and orientati
space. However, Nesp(997: xiii) suggests we see schools as existing

within 6intersections of multiple networ]
time, fluid in form and conteestd set as |
and neighbourhoods. I n the foll owing sec!
space more broadly within their local areas where similarly gendered

restrictions around space were both echoed and resisted.

Spatial restrictions and access to physical actiwit

It was clear when the girls were still in primary school that access (or lack

of access) to the local area was a significant issue in their ability to engage

in outdoor physical activities. This was the case both for girls living in inner

city London andhose in affluent suburban neighbourhoods that might be
considered statistically o6safer. & Parent
daughters being outside unsupervised, and therefore girls were either held

back from doing activities or did these untlex guardianship of a parent,

coach or teacher.

In consequence, play or other physical activities were contained, supervised
or restricted in their scope. Sites of leisure and play that the girls noted were
often close to home, such as this photo Nirvao& of the trampoline in her

back garden.
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Figure 2. Nirvana's back garden.

Lucy, whose mother was <critical of pareni
to go outside, was rare in being allowed to go out unsupervised.

Nonetheéss, Lucy found it difficult to find girls her age to accompany her

on bike rides and swims at the local pool since they were required to have

parental supervision. Gazzabs mother was
safety of their neighbourhoood. Thisais excerpt from an interview with

Gazzads mother, Paula, where we discusse:

neighbourhood. Gazza was in Year 6 at the time.
Paul a: But they stay at home, theyodve
Sheryl: Really?
Paula: We live on a street,sm.
Sheryl: Are there any parks nearby?
Paula: No. Not safe ones, no.
(Interview with Paula, 23/11/2005)

Paul adbs conceptualisation of their neighl
being O0not safed and thereforThei nappropr |
family |lived in a block of flats in cent.



Since she was not allowed outside on her own Gazza resorted to practicing

her football skills in the front corridor by kicking the ball against the wall.

During the photo mject, Gazza took this picture of the park near her house

where she was all owed to play only inter.

supervision.

Figure 3. Park near Gazza's home.

Similar to Gazza, Spietycatsédherputdooe nt sd6 f ear :
activities to be highly guarded. She was not permitted to run outside on her

own and was accompanied each morning by her father on her daily run. As

she entered Year 7, Spiritds increased i
demanded loger distances and more space and her father could no longer

keep up with her. As a solution, Spirito:
they could stand as Spirit ran around t h
therefore confined to these superviseds and to the track sessions she

took up with Champions Running Club nearby. Similarly, these sessions

involved Spirit and the other girls running around the track in quick pursuit

of one another while their coach critically surveilled their progress by

calling out their lap times and commenting on their positioning within the

group, Sshouting 6come ond and Okeep upo6
deemed to be lacking.
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