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Abstract

This paper is a re-engagement with some ethnographic data, originally analysed 
using a socio-cultural approach. It makes use of a recent proposal that Lacan’s ‘mirror 
stage’ when applied to an analysis of classroom settings and interactions can offer a 
fruitful way of explaining and understanding classroom lives, identities and subjectivities.  
In this re-engagement use is also made of Lacan’s theory of subjectivity.  An account 
is offered of the particular influence of the teacher in two learners’ lives and the 
relationship of this to learner identities, regulation, subjectivity and school achievement.  
The paper demonstrates and argues that psychoanalytic theory has a place in the analysis 
of ethnographic data, taking us beyond the rational, meaning-making teacher and 
learner to include the affective and emotional aspects of classroom life and their 
implication in identity and learning.
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            In this paper I am making use of Bibby’s (2011) recent work that has shown how Lacan’s ‘mirror stage’ (1977) can be utilised by educational researchers in order to examine and theorise about what happens in classrooms in the interactions between teachers and learners.  I will argue that psychoanalytic theory has a place in the analysis of ethnographic observations, taking us beyond the rational, meaning-making teacher and learner to include the affective and emotional aspects of classroom life and their implication in identity and learning (Clarke 2006, 1158).  Others have written about how psychoanalytic theory can contribute to understandings of teaching and learning (eg Britzman 1998; 2003; 2009) here I wish to focus on how a particular use of Lacan’s mirror stage can illuminate an important aspect of classroom lives.
The study on which the research is based was conducted in a ‘mainly White’ city in the east of England between 2000 and 2003.  It involved six case study children: the total population of Bangladeshi-heritage learners in Year Three across the whole, ‘very White’, county in which the study took place.  This  non-metropolitan setting was deliberately chosen as there was a desire to focus on the experiences of Bangladeshi pupils who were not living in areas of high Bangladeshi or minority ethnic settlement (in contrast to other studies eg: Tomlinson 1991; Gregory 1994; Gregory et al. 1996; Blackledge 1999;  Gregory 2001).  My interest in conducting the study arose out of the perceived underachievement of Bangladeshi-heritage learners in the English education system at this time and my overarching research question was ‘What is helping or hindering the learning of these pupils?’
   An ethnographic approach was adopted and data were collected through participant observation and in-depth semi-structured and unstructured interviews throughout one school year in the three schools that the six children attended.  Each pupil was treated as a separate case and the data were analysed and organised to present what was particular about the learning experiences of each pupil.  This was followed by a cross-case analysis.  The children’s siblings were also included in the original study as were their teachers, head teachers and parents.  
Meehan and socio-cultural approaches
A socio-cultural approach informed my observations and analysis using Meehan’s work (1979) and his focus on the interactional aspects of classroom teaching and learning and the turn allocation procedures that facilitate the maintenance of orderly classroom teaching and create opportunities for learning.  These include the now familiar ‘Invitation – Reply – Evaluation’ (IRE) turn taking of much classroom interaction between teacher and pupils (Meehan 1979, 6).  Meehan shows how particular interaction patterns are important in terms of learners’ achievement (Meehan 1979, 18).  
Using Meehan I looked carefully, particularly in relation to the case study children, at IRE interaction patterns and the ways in which the case study children’s identities were continually being constructed in their classroom settings and the manner in which teaching and learning were socially mediated and not simply cognitive  (Hawkins  2004; Norton & Toohey  2001).  Such an approach considers how learners ‘are situated in specific social, historical and cultural contexts’ (Norton & Toohey 2001, 310) and what this positioning means in terms of learning and identity.  This signals a moving away from focusing on ‘personality characteristics, cognitive styles, attitudes, motivations’ (Norton & Toohey 2001, 309) and looking instead at the opportunities to take part and how participants can and do take part in daily classroom life.  
The original findings
The main findings of the investigation were that the way the case study children took part in classroom interactions led to particular understandings or identities being ascribed to the children by their teachers and to particular assessments of their needs and abilities.  These led in turn to particular resources being made available to the children in the classroom, including access to opportunities to develop language and learning and support from adults.  Interactions and opportunities provided by the teachers, the ways in which the classroom was organised, either opened up or closed down opportunities and resources for language development and learning by positioning pupils as potentially successful or unsuccessful learners (see Walters 2003; 2004; 2007 for further analysis).
One of the pupils, Faiza, took an active part in the interactions that took place in the classroom during the whole course of the research year. She raised her hand to answer the teacher’s questions on most occasions and gave good, clear, correct answers when she was chosen to answer, which she often was.  She sometimes shouted out answers to questions and even though she was violating the rules of interaction (Meehan 1979, 100) her answers were accepted.  She chose to sit close to the teacher when a choice was open to the children and joined in activities with enthusiasm.  Faiza as a result received positive public evaluations from the teacher about her answers and contributions and Faiza made good use of the opportunities presented in the classroom to take part and use language, thereby developing her language and cognition.  In my original analysis I found that she was supported by her main classroom teacher in this (her teacher providing many spaces and opportunities for her to use her language and thereby develop it) and that her teacher publicly praised her.  
In contrast to Faiza, Afia became positioned very differently in the same classroom.   Observations at the beginning of the year showed her to be a very social child who joined in everything, a learner who sat close to the teacher when the children were able to choose where to sit, who joined in enthusiastically with all whole class discussions at such times and who tried to join in by raising her hand to answer teacher questions on most occasions.  Unlike Faiza, however, Afia was not always successful in her attempts to join in.  If she was chosen by the teacher to answer a question, Afia nearly always got the answer wrong.  She often called out answers which were ignored by the teacher and she was often told off for doing this.  
Afia’s ‘wrong answers’ were often a result of her lack of knowledge about how English words and phrases were being used in the classroom.  However, being ignored by the teacher meant that Afia’s confusion about English terms was not addressed and her enthusiastic engagement with what the teacher was teaching was not encouraged.  The implications of this were that Afia did not have the opportunity to develop her language, understanding, thinking or engagement and was offered little by the teacher that directed her towards understanding.  Even when she answered correctly this was not acknowledged by the teacher and she was often excluded from discussions.  In the observations recorded Afia often stopped joining in classroom discussions and raising her hand to answer questions. By the end of the school year she was a disaffected learner and received negative comments about her ability and her attitude to school from the teacher.  
The two girls were both seven years old at the beginning of the research year and were pupils in the same classroom.  In their class of twenty-seven there were three other minority ethnic, EAL pupils but they were the only Bangladeshi-heritage learners.  Both girls had older siblings who had attended school in the same city, they shared similar family characteristics in that they were cousins and both had fathers in the restaurant trade.  The families socialised together a great deal, living close to each other, so Afia and Faiza saw a good deal of each other both outside and inside school and had access to an extensive network of family members in the county.  
Using a socio-cultural approach some of the differences in the way the two girls were able to engage with the language of the classroom were revealed. These suggested that whilst Faiza could use the more formal language of the classroom, Afia was still working at the level of using the everyday meaning of English words from the contexts in which she was used to hearing and using them.  This approach showed how the two girls became differently positioned over the course of the year, and the teacher’s role in this, as well as how interactions with their teacher, and other classroom adults, led to different kinds of learner identities and resources being conferred on them.

The role of the teacher is, however, not really theorised comfortably in this account and I want to argue that the use of psychoanalytic theory, in addition to socio-cultural analysis, offers a way of talking about the role of the teacher and how she has an influence on the girls in very different ways.  The use of psychoanalytic theory when analysing ethnographic data allows us to explain the role of the teacher more clearly and see why she is so powerful in the learning lives of the girls – how the girls take in the identity or the mirroring that the teacher provides them with and how it becomes part of how they see themselves and who they are as a learner.  In what follows I focus on the ideas of ‘mirroring’ or reflection and of ‘taking in’ as outlined in Bibby’s (2011) use of Lacan’s mirror stage in order to explore classroom life.
Using Lacan’s Mirror Stage  
There are certain tenents that are central to psychoanalytical theories and these are centred on the principle of the unconscious.  People are understood as possessing a dynamic unconscious that can never be directly known or accessed but that affects them and those around them and is itself affected by society and culture.  The conscious and unconscious are intertwined, as are the conscious and unconscious with the social world beyond the individual person.  In such a way we can never consider ourselves to be (simply) rational, conscious beings, we, and our actions, are also constituted through the non-rational, unconscious, affective aspects of our being (Bibby 2011, 6 &10). 
Bibby (2011) has suggested that it is possible to use Lacan’s ‘mirror stage’ and the notion of ‘the gaze’ in order to understand many aspects of the relationship between learners and teachers and the identifications that are constituted in an ordinary classroom setting. Lacan’s ‘mirror stage’ derives from Lacan’s theorisation that a new born baby does not distinguish itself as separate from anything in the world that it finds itself in, including its mother.  Instead the baby experiences itself as connected to everything and has no sense of the distinction between itself and its mother, or others.  The process of recognising itself as a separate entity comes about as the baby sees itself reflected in a mirror and recognises itself as separate from its mother and all other others and entities.  This process is what Lacan refers to as the mirror stage (Lacan 1977).  
Bibby points out that we should not think of the mirror as an actual mirror but as a metaphor for the reflection that the baby experiences in, for example, the gaze of the mother and from the wide range of objects and persons that it encounters in the world. The intimate relationship between a mother and baby and the notion of the ‘gaze’ and ‘mirroring’ is extended to others that surround us in our daily worlds. This mirroring, and ‘looking to others’ is an important aspect of how we come to make sense of ourselves, to recognise a notion of self.
In offering the child its expression back to it, the mother mirrors (her 
interpretation of) its internal state, through her smiles, looks of surprise, 
frowns, sounds.  What is important is that the mirror stage suggests a 
mechanism by which we come to recognise and make sense of ourselves 
by looking to others for the mirror functions they provide’ (Bibby 2011, 33)

Bibby suggests that by using these psychoanalytic theories we can look at how teachers function as mirrors in relation to learners and begin to appreciate why the mirroring that children receive and experience in their classrooms from their teachers can be so powerful (Bibby 2011, 31-32).  The taking on, or taking in, of what we see out there in the mirror of people’s responses to us is a process called identification; how the ‘out there’ comes to be ‘in here’, to be taken in to our sense of self.   We can begin to consider how a learner might come to ‘see’ themselves in such a situation (in these reflections) and what gets ‘taken in’ by the learner, how this is made sense of and accommodated by the learner.  It is this that I am hoping to elucidate in this paper in relation to the two girls. However, there is one further aspect of Lacan’s theorisation that we need to make use of in our exploration of classrooms and learners.  
When the baby recognizes itself in the mirror, or in the gaze of another, it faces the dilemma of which is the real me.  Lacan refers to this as ‘alienation’ as the baby is never really sure if the image of itself is the ‘real me’.  At the same time the baby experiences ‘misrecognition’ as it sees a whole image in the metaphorical mirror/gaze of another and thus misrecognizes itself as whole.  According to psychoanalytic theory we never attain a wholeness like the one we see, we remain fragmented and split, always (nostalgically) seeking out a sense of wholeness (even though this state never existed) in what we see reflected back.  Thus we have a desire for experiencing and seeing ourselves as complete and whole in the gaze and mirroring of others.  We look to the reaction of others to see if we are ‘recognised’ and valued, particularly those who are important to us, and to whether we are seen in ways that fit with how we would like to believe we are seen (Bibby 2011, 35).
Using the theory to analyse ethnographic data:  Afia and Faiza

In trying to make use of this theorisation in relation to Faiza and Afia my aim is to try to understand, in a more nuanced and productive way, how they both become particular kinds of learner with particular identities and the role and influence of the teacher in this.  I begin by looking at two classroom observations I recorded and consider them using Bibby’s approach in addition to the socio-cultural analysis I began with.  In what follows it can be seen how the teacher ‘mirrors’ and how the girls ‘take in’:  Faiza is mirrored back positively and she takes in and ‘glows’ in the light of this reflection whilst Afia is mirrored negatively becoming diminished as she takes in her image. 
To set the context for the observations: most classroom sessions started with the children sitting on the carpet in front of the teacher’s chair and white board that she used in her teaching, listening to what the teacher had to say (and show) and responding to the teacher’s questions.  This part of any session would last approximately twenty-five minutes and was usually followed by the children moving to their desks where they sat in groups working on some task set by the teacher, either independently or in their group.  
The first observation focuses on Faiza:

Literacy Hour.  The class are recapping together the plot of a book ....  
Faiza is raising her hand to answer the teacher’s questions.  She is very 
focused during the session.  She answers a question correctly and then raises 
her hand again to answer the next question.  Later Faiza answers by ‘shouting 
out’.   On this occasion what she shouts out is accepted by the teacher.   In the 
recap by the teacher of what a description is, Faiza shouts out again, again 
giving the correct answer which is accepted by the teacher.  Faiza has remembered 
what the teacher has said during an earlier occasion about what a description is.  
The teacher says to the class, ‘Faiza is a good listener.  What makes it easier for a 
child to learn more than others?  Listening’.  Faiza smiles and looks pleased.  
(Fieldnotes  21/9/00)

Here we can see an example of how Faiza took an active, enthusiastic part in classroom life and received very positive ‘evaluations’ and public encouragement that can be understood as a form of mirroring by the teacher.  Faiza, as a learner, is reflected back in a very particular way and it is not only Faiza who sees herself as a learner reflected back in this positive way but also the other learners in the classroom.  The teacher directs the other learners to note her particular, positive, reflection of Faiza.  
We can see this in how the teacher responded to one of Faiza’s answers (which Faiza had shouted out, she had not waited for the teacher to ask her to answer) by praising her for being a good listener – a social practice that is highly valued in the classroom and a highly valued learner identity.  Faiza shouted out her answer on two occasions rather than waiting for the teacher to chose her to answer and she actually breaks with the accepted and expected interactional patterns of teacher-learner talk. 

Children who ‘took the floor’ in this way were usually chastised or ignored by the teacher (see below).  However, what Faiza shouts out is accepted, and praised. Faiza receives a positive image of herself mirrored by her teacher and she ‘smiles and looks pleased’ when taking in this image.

For me as an observer there was a sense throughout the year of Faiza ‘basking’ in the warmth of her teacher’s comments during these interactions. We can also see that the teacher’s teaching (her explanation) is being reflected back to the teacher very positively by Faiza.  In this respect the teacher is positively mirrored and pleased and this feeds into her public and positive reflection of Faiza as a learner. 
In contrast, Afia became positioned very differently in the same classroom and had a very different kind of mirroring offered to her.  

Literacy Hour.  Afia is sitting on the carpet next to the teacher (who is 
sitting in her chair).  Afia contributes answers to the teacher’s questions 
but she confuses adjectives with verbs and her answers are not correct.  
Later, during Numeracy Hour, Afia is joining in a lot.  She shouts out at 
one point, when the teacher draws a shape on the board, ‘She’s done a square’ 
and then tries to show what she means by drawing the shape on her own 
individual white board that she has in front of her.  She is ignored by the 
teacher.  Later still, when Afia is working on her own, the teacher tells her, 
‘Afia, make the corners straight’.  Afia comments to me that the angles the 
teacher has drawn on the rectangle ‘are like wheels’ (which is correct in the 
sense that the outer angles drawn in on the rectangle could be seen as wheels 
and the rectangle a vehicle).  Whilst the teacher is drawing and explaining 
an angle on the board, Afia calls out, ‘It makes an A!’ (Which again is correct 
in the sense that when the teacher draws in the angles they do make the 
shape of an A).  This is ignored by the teacher.  Later, when the teacher 
is using number cards, Afia calls out, ‘That’s an angle!’ pointing at one 
of the number cards.  The teacher replies, ‘You will be spotting angles 
everywhere’ to the class, not to Afia.  Later in the lesson, Afia is catching 
dust and is not focused on the teacher or the lesson anymore.  She suddenly 
looks up at the board and shouts out, ‘There’s a number missing’.  This is 
ignored by the teacher.  Afia starts to speak again but the teacher cuts across 
her’.  (Fieldnotes 1/11/00)

In the above observation we can see that when Afia shouted out an answer it was ignored, and not positively received as were Faiza’s shouted out answers.  On five occasions above Afia’s answers and contributions are ignored by the teacher.  This provided a very different experience of classroom life to that given to Faiza. Afia received a very different kind of mirroring from the same teacher.  

In my original analysis it was clear that because her answers were ignored, there little was being offered to Afia by the teacher that directed her towards understanding the more abstract, formal, subject specific concepts and English vocabulary that were being introduced and taught and that she was therefore not being given the opportunity to use and develop this kind of language.  What was also noticeable in the analysis is that when Afia did make an observation which was correct and which the teacher chose to accept (Afia’s comment, ‘That’s an angle!’) the teacher’s positive response was to the whole class and not Afia.  Afia did not receive any positive mirroring from the teacher in this episode.  The ‘mirror’ offered to her is one in which she is either negatively portrayed or invisible.  The teacher’s mirroring is negative rather than positive.  At the same time, Afia’s wrong answers and reflections back to her teacher about her diagrams on the board were not positive reflections of her as a teacher and that this may underlie her negative mirroring of Afia and the poor learner image that she reflects back.
The other noticeable thing in the above observation, is that towards the end of the Numeracy Hour Afia ceases to take part in the lesson and ‘catches dust’ whilst the lesson goes on.  Her one final contribution is cut cleanly off by the teacher who may not wish to accept and take in any (more) negative reflections of her teaching with regard to Afia’s ‘There’s a number missing’.  Although Afia began the school year joining in all classroom interactions enthusiastically and sitting close to the teacher after March of the research year I did not observe Afia joining in as enthusiastically as she had in the first part of the year, nor raising her hand to answer questions.  
Originally my analysis focused on the interaction patterns and how Afia was ignored, how this meant that she did not receive any support for her language development, how she withdrew thereby compounding this and leaving fewer and fewer opportunities to develop her language and learning as well as how she did not receive any support.  By bringing an understanding of the Lacanian mirror stage to an analysis and looking more deeply for instances of ‘reflection’, ‘mirroring’ and ‘taking in’ it is possible to understand more, and in a different way, how and why the teacher is responding to Afia (she does not like the reflection that Afia offers her) and how Afia only has a negative image of herself as a learner (a learner who is not worth noticing, not able to make valued contributions, who is worth ignoring, not clever enough, not getting it right) and so withdraws from learning and from the teacher’s negative gaze.

Positive and negative reflections

I want to continue this analysis by looking at field-notes from the same lesson as that discussed above that include references to both of the girls and their participation in the lesson alongside their teacher’s reaction.  We can see several things in this observation: more evidence of the way in which Afia is ignored and the negative mirroring that she receives from her teacher, whilst Faiza receives a positive reflection; the manner in which Afia can be seen to be threatening the teacher’s image of herself as a teacher and in this case as a person/woman; an indication of the EAL needs of Afia as a learner and how these have become invisible because the teacher is responding to the negative reflection that Afia provides her with and cannot ‘see’ beyond this.  
Later, towards the end of the lesson, the children are back on the carpet 
and the teacher is showing them a 3D shape and talking about what a 3D 
shape is.  She asks the class, ‘What is a 3D shape?’  She follows this with, 
‘It fills a space’.  Afia replies without raising her hand, ‘It’s a thin face’.  
Faiza speaks next, without raising her hand, ‘It’s round and flat’.  The 
teacher repeats Faiza’s offering (ie accepting it), ‘It’s round and flat’.  
Afia is ignored even though she used the word ‘face’ in her reply.  The 
teacher says next, ‘If I said it had two faces would anyone know what we 
mean?’  She does not acknowledge that Afia had introduced the word 
‘face’ in relation to 3D objects in maths.  Afia now stops joining in for 
about five minutes.  Then the teacher asks the class, ‘Do I have a triangular 
face?’ (Referring to the faces on the shape she is holding).  Afia calls out, 
‘When you grow up like an old lady you’ll have one’.  The teacher ignores 
Afia.  Later Afia knows that a shape is a cuboid.  The teacher asks Afia how 
many edges the cuboid has.  Afia says eight which is the number of faces.  
(Fieldnotes 1/11/00)

As in the earlier observation, Afia is excluded and ignored by the teacher even though she proffers the very useful word ‘face’ to talk about the shape because she has not followed the interaction patterns expected.  The teacher goes on to positively accept Faiza’s contribution, providing a positive image to Faiza, and then to use Afia’s word without giving any acknowledgement to Afia, despite her valid contribution.  Afia stops joining in at this moment and only rejoins the discussion much later to respond to the teacher’s question about a triangular face.  
Afia’s answer this time not only reflects back what the teacher might feel to be a negative picture of her ability to teach or to control her learners, it reflects back a negative personal image of the teacher ‘as an old lady’.  This is a very powerful image to reflect back to the teacher that may help us to better unpick why the teacher may be so ‘blind’ to the language issues that Afia faces and why she responds to her in a much more negative way than she does to Faiza.  The reflections that are shared between Afia and her teacher ‘blind’ the teacher to other images and understandings of Afia as a learner.  These images are taken in. They are also images and reflections that the two selves (both teacher and pupil) want to defend and protect themselves against.
Identifications

To return to Bibby’s suggestions about how we might utilize Lacanian theory in order to more profoundly understand the relationship between learners and teachers and the powerful role of the pedagogic gaze, the above account reveals a great deal about the manner in which identifications are constructed in an ordinary classroom setting.  We can see how Afia ‘took in’ the  mirroring that she received throughout the year and how these reflections provided by her teacher, and read by Afia, became part of how she saw and understood herself as a learner.  Not only did Afia withdraw from interacting with the teacher (and therefore from learning opportunities) during whole class teaching sessions, at the end of the research year Afia revealed that she had a poor image of herself as a learner. Whilst completing her own assessment of her year for her school report, Afia said to me ‘I’m not good at anything’ (6/6/01) and compared herself unfavourably with Faiza, ‘She’s good at everything’ (7/6/01).  
In this we can see the powerful mirroring function of her teacher and how Afia has accommodated ‘the small judgements made of her’ (Bibby 2011, 31-32).  In looking to her teacher for the mirror function she provided, Afia came to make sense of herself as a learner in a particular way.  She had, in effect, accepted her teacher’s mirroring of her, the reflection she received back from the teacher was taken in and became part of how she saw herself as a learner.  In this we can see an aspect of the process of identification:  how the ‘out there’ came to be the ‘in here’.
The powerful role of the pedagogic gaze can also be seen in relation to Faiza.  In looking to her teacher for the mirror function that she provided, Faiza also came to make sense of herself as a particular kind of learner.  However, in contrast to Afia, Faiza received a very positive mirroring of herself throughout the year, including positive images where she was presented favourably in relation to other learners.  We can also see in this observation an example of how the teacher took time (and this occurred throughout the research year) to guide and develop Faiza’s answers, thereby supporting her language development (something that Afia did not receive):  

In Numeracy, after break, Faiza raises her hand for every question.  She 
gets chosen and gives an answer which the teacher helps her with by 
repeating her answer and changing it slightly so that the language is used 
more appropriately, ‘It has got four straight lines that are the same length’.  
The teacher smiles at Faiza after this interchange.... The teacher says to 
the class, ‘Faiza jolly nearly got there, she was a lot further ahead than 
anyone else’.        (Fieldnotes 1/11/00)

‘The teacher smiles at Faiza’ is very potent here in terms of the positioning offered in relation to other learners. Faiza was presented with positive images not only of herself as a learner in this classroom but also of a future self. These images were often also publically reinforced by other learners:

The classroom at the beginning of the afternoon.  The children are 
replying to their names in the register.... Faiza says, ‘Good afternoon 
Mrs Winter.  I am really looking forward to art’.  The teacher replies, 
‘Yes, you really like art don’t you’.  When another child in the class 
answers her name she says, ‘Faiza wants to be an artist when she 
grows up’.  The teacher replies, ‘Yes I know and I think she might 
well be an artist when she grows up.  She’s good at art and enjoys it.  
It’s good to do something that you enjoy’    (Fieldnotes 13/6/01)

 
Faiza was able to recognise and make sense of herself through the mirror function that her teacher, and other learners, provided.  It was clear during the research year that Faiza ‘took in’ these reflections of herself both as a learner and as a future self.  It was also clear how she took in her teacher’s words and reflections of her as a learner.  Faiza often spoke about school using the ‘voice’, and  words and phrases, that came from her teacher, words like ‘wobbly’ and ‘non-wobbly’ to describe her understanding of a subject.  She would also echo her teacher’s explanations of her ability. For instance when I asked Faiza why she was good at maths she replied, ‘Cos I love numbers’ (18/1/01), which was a phrase that her teacher had used on a number of occasions in class to praise Faiza and her answers.  
Thus, revisiting the data has offered an opportunity to develop insights into the way in which identifications are constituted in ordinary classroom settings, how the ‘out there’ comes to be taken into a sense of self .  There was an element of Faiza glowing in the light of her teacher’s gaze throughout the year.  In contrast to Afia, at the end of the research year, when asked to reflect back on her year as a learner, Faiza told me, ‘I’m good at everything’ (7/6/01).
Another important aspect of Lacanian theory directs us to consider how we ‘nostalgically... seek out past symbolic completeness even if such a state never existed... and to seek an anticipatory or desired (ideal or future) identity in the coherence of the totalised specular image’ (Grosz 1990, 39).  In Faiza we can see clearly how the teacher’s mirroring function offers her a glimpse of ‘symbolic completeness’ and of a ‘desired’ ideal and future identity.  Faiza is likely to find evidence in the gaze of her teacher and her fellow learners of being seen in a way that she would like to think she is seen, and to feel valued and acknowledged, as well as belonging (Bibby 2011, 35), while Afia faces a larger gap between what she might wish to see reflected and how she would like to be seen.
Subjectivity

In addition to a consideration of the processes of identification discussed above, it is also possible to utilize Lacan’s theorising of subjectivity as constituted through the Symbolic, Imaginary and the Real to think about classrooms and learner identities.  Brown et al. (2006) take up such a Lancanian approach to understanding teaching and learning in relation to teacher education, in this way utilizing alongside Lacan the work of Zizek, Butler and Foucault.  This approach allows us to push the above analysis forward towards an understanding of how particular (regulatory) subjectivities are formed and to consider the two girls in relation to ‘subjection’ and the construction of learner identities. 
The Imaginary, in Lacan, is the place of images and can be thought of as how we imagine ourselves to be; the imagined self that we see in the metaphorical mirror; the images of what we desire to become.  It is where we see ourselves as autonomous and whole.  We are reminded, however, that there is always some misrecognition – we only see, and know, our image in the metaphorical mirror or in the gaze of an Other (it is not ourselves that we see but an image).  The Symbolic refers to the particular discourses and social practices that we must engage with and becomes subject to in order to have existence as subjects and beings in the world.   
We can understand the Symbolic as the presence of particular social practices and discourses of the classroom and the manner in which the two girls need to behave and present themselves, according the spaces and opportunities provided in these discourses and practices, in order to be understood and accepted as learners and a part of this classroom.  The teacher ‘calls out’ to them and offers them a place in her classroom as particular kinds of learners.   
The social practices and discourses of classrooms thus include notions of what constitutes an ‘ideal learner’, or a ‘poor learner’, and these notions are classed, gendered and raced.  However, in attaining such an identity, ‘the subject loses part of him/herself’ and a ‘lack’ is created (Brown et al. 2006, 98-99).  Lacan theorises that we can only fantasise, or guess at, or imagine what another person desires or wants or expects.  When the two girls respond to their teacher they can only respond to their image of the teacher that is formed for them: their fantasy of the teacher.  
For Lacan the Real can disturb the Symbolic and bring about a changed orientation to understanding.  The real of classroom life, and its inter-subjective relations, for instance, Afia’s difficulty in acquiring the skills and knowledge that will ‘fit’ her classroom practices and allow her to be seen in a positive light as an ‘ideal girl learner’, can lead to feelings of anxiety (Brown et al. 2006, 100).  The Real can then precipitate resistance  –  elements of resistance appear in Afia’s behaviour in her classroom as evidenced above.  
Perhaps there are ‘feelings of anxiety’ for both Afia and Faiza in their classroom as they both try to meet the demands of their teacher (their fantasy) regarding what they should know and how they should be (as girls and as learners) in their classroom?  In interactions with her they are both faced with providing what they think their teacher wants and they can never directly know this.  We can say that they are both ‘attempting to identify with their teacher’s pedagogic gaze and to satisfy it, in this case as an ‘ideal learner’, ‘and so their existence takes the form of being-for-the-other’ (Brown et al.  2006,100).
Another way of considering this is to work with the notion that Faiza and Afia are both trying to make their way as learners in a particular classroom at a particular time.  Their desire to be a learner here (to fit in and belong, to find their place here in this place at this time) means that they must become subject(s) to the particular discourses, practices and ways of organising that flow through this space. (These include ways of being girls as well as being ideal learners and ways of being ideal girl learners).  Such subjection in order to have an identity requires them to accept terms of existence from outside, from the symbolic order.  
Thus, following Lacan, we can see that the subject is formed ‘as the subject of a particular gaze that it can never control, that is the gaze of the symbolic order’ (Brown et al. 2006, 127).  Faiza and Afia, in their desire to be considered (ideal girl)learners, and to belong to this classroom, need to present themselves as such learners and the way of doing this is to conform to what being such a learner means, when being such a learner is becoming subject to a set of practices, discourses and ways of organising oneself and ‘being’ that are conferred from outside - from the Symbolic order, from the Other including the teacher (and the sets of practices and discourses that flow through her).  Becoming a learner means ‘becoming subject to specific forms of knowledge and practices’ that learners absorb and emulate (Brown et al. 2006, 94).  The learner becomes constituted in this way as a subject.  ‘Teacher desires for particular forms of identification of learners produce specific pedagogised subjects’ (Brown et al. 2006, 141).  
We can see clearly in Faiza’s portrait presented above her ‘desire’ to be included and to be considered a good learner, an ‘ideal girl learner’, and the way in which this subjectivity becomes constituted.  In Afia we can clearly see the gap between Afia’s desire and what happens in her classroom, the gap between her practice and the expectations held by her teacher (and other pupils) of an ‘ideal girl learner’ and something of how Afia responds in her comments to her teacher and in her withdrawal.  Faiza is left with the burden of always wanting to be the ‘ideal girl learner’ to fulfil her desire for this identity and subjectivity, always conferred by the Other (in this case her teacher and the other learners in the room), the burden of always wanting to close the gap between her desire and what Lacan refers to as ‘the Real’ of her classroom life in order to continue her sense of belonging.
Conclusions
I began my engagement with Bibby’s suggested use of a Lacanian approach to understanding teaching and learning in order to find a way of explaining what I felt to be the influence of the teacher in the lives of these two young learners.  The  approach adopted has allowed me to explore and evidence the mirroring function of the teacher and how important learner identifications for the two learners becomes constituted through this, how what is ‘out there’ comes to be ‘in here’ for the two learners. It has allowed me to see how desire and fantasy have a part to play in these identifications and how the learners are produced as particular subjects in their classroom.  The teacher’s influential role lies in her mirroring function and in the manner in which the two learners make a sense of themselves in relation to this and in how they attempt to identify with and satisfy this gaze thus taking on the form of ‘being-for-the-other’ (Brown et al. 2006,100).

Such an approach has also opened up many interesting and potentially rich seams of analysis in relation to the ethnographic data I collected – and will collect in the future.  Some of the possibilities have not been touched on here, for instance, how the theories utilised can open up important insights regarding ‘race’, ethnicity and gender in relation to these learner identifications and subjectivities.  This is for future work.  What has been presented here clearly demonstrates that psychoanalytic theory can contribute methodologically in analysing ethnographic data with its focus on meaning making in every day social relations and practices.  It allows us to move beyond the rational and to understand and explore the powerful emotional, affective aspects of classroom lives.
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Notes


 The case study pupils were all born in England and all had one parent who had been born in the Sylhet region of Bangladesh.  At home the children spoke Sylheti, Bengali and English.   The children’s fathers were all employed in the restaurant trade either as waiters, chefs or owners, their mothers all worked in the home. Pseudonyms are used throughout this paper.
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