
































































































































































































































































































































































































































































































The costs of masculinity 

Chapter 4 showed how masculinities within the school are constituted through discursive 

chains which deploy oppositions of not-virgin-masculine-manlvirgin-feminine_boy. The 

chapter emphasised the intersections of social class and learner identities in pupils' 

constitutions of Bazas and Dir'y 'ippies or Boffins. It also illustrated how these 

constitutions interact with race identities through the sub-cultural discourse of the 

Hierarchy within the Other. The interactions of race, heterosexuality and masculinity 

were demonstrated in Chapter 5 through the Schema of raced hetero-sex. Chapter 5 also 

detailed masculine practices which cite and inscribe oppositional and hierarchical 

relations to femininities. In addition, it showed how practices of masculinities 

constituted through sub-cultural discourses are often incongruous, if not incompatible, 

with official school values. Scenes 2 and 3 of Episode 5 detailed ways in which this 

incongruity is negotiated by some boys. This included an examination of a mundane 

moment in which Steve's bodily practices endeavour tacitly to retain his masculine 

identity while minimising the performative force of the school's constitution of his 

undesirable pupil identity. My analysis of Episode 8 explores the discursive limits of 

Steve's masculinity. I suggest that while particular masculinities are desirable within the 

mainstream pupil sub-culture, within the discursive frame of official school values -­

values cited and inscribed by both teachers and other pupils -- these masculinities 

become traps of excess. 

Episode 8: Excessive Masculinity? 

Scene 1: Man I Boy 

Discussion/Interview with STEVE, LUKE and MARCUS (al/ year 11, boys, White) 

DY: Are there any teachers you don't like? 
LUKE: Mr Mills, he picks on people. 
DY: Who does he pick on? 
LUKE: Steve, and other people. 
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STEVE: (interrupting) And he talks about your sexuality, your sex life, like the other week, he saw me 
out with my girlfriend and then brought it up in class. 

LUKE: Yeah. 

STEVE: He goes "What were you doing with her, it wasn't looking too good" and I just had to sit and 
take it. After the lesson I went and said to him, really pOlitely, "Please don't speak about my 
girlfriend in class" and I got shouted at again. You can't win. 

Scene 2: Little Wanker 

In the staffroom during a teaching period. Mr Mills (teacher, man, White), who I see regularly around the 
school and exchange friendly "hellos" with, approaches me. We talk and it transpires that some content of 
my discussions with pupils has got back to him through a pupil in his tutor group. Mr Mills believes that he 
has been "slagged off' and, while I try to assure him that this is not the case, he conjectures on who it 
might be. He says: "I bet it was Steve. I hate that kid, he's a little wanker, one of those really arrogant kids 
who thinks he doesn't have to do any work. I bet it was him whose been slagging me off'. I deny this (of 
course), reiterating that he has not been "slagged off'. 

Scene 3: Wanker 

Discussionlinterview with RICHARD, ROB, JAMES, SIMON, CHRISTOPHER, DECLAN (al/ year 11, boys, 
White) 

CHRISTOPHER: Steve tries to act bigger than he is. 
ALL: Laugh. 
DY: What? 
RICHARD: (laughing) If you were, if Steve saw that! 

(simultaneously) JAMES: (earnest) I won't tell. 

DY: He's What? 
(simultaneously) SIMON: (laughing) Git! 

ROB: He's a bit of a (hand-mimes the act of masturbation -- hand encircled to meet fingers and thumb 
with hand moved back and forth). 

(simultaneously) ALL: (Laugh) 
DY: I've put in my notes 'wank sign', OK? 
RICHARD: (laughing) Put Declan next to it! 
ALL: Laugh. 
SIMON: We didn't say that either so! 
DY: I saw somebody else do it, do you disagree? 
SIMON: (laughing) I don't want my name right next to it. 

(simultaneously) JAMES: (laughing) Don't worry about it. 
(simultaneously) ROB: It won't get out. 

CHRISTOPHER: He won't touch us. 
DY: This is strange cos, I don't know what I thought, but you don't get on. with hi~, you don't li,ke him? 
CHRISTOPHER: Often he appears without invitation and we just sort of Ignore him or we don t really 

mind but, he gets angry without any reason, or start being mean to us. 
SIMON: He's got a bad attitude. 
CHRISTOPHER: Yeah, he's got a big temper as well. 
RICHARD: He cries a lot. 
ROB: Yeah. 
DY: Does he? Does he cry when people wind him up? 
RICHARD: (laughing) No, not like crying with tears, he whines, kicks things. 

The teacher's comments4 reported to me in Scene 1 of Episode 8 can be seen as a 

challenge and threat to Steve's masculinity as well as his girlfriend's desirable 

femininity. Such comments are more than slurs, they have the potentially to 
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performatively constitute Steve and/or his girlfriend in particular ways. The teacher's 

question suggests that there is something wrong with the girl and/or Steve's bodily 

practices of masculinity5. That is, the question potentially constitutes the girl as (for 

instance and citing an enduring injurious name) dog and Steve as sexually inept and, 

therefore, boy. In the teacher's subsequent statement the "it" is significant. The "it" 

might refer to the girlfriend, potentially constituting her as lacking the desirable 

femininity to merit the designation 'she' -- again she is potentially constituted 'dog'. If 

the "it" is taken to refer to Steve and his girlfriend's practices more generally then it is, 

once again, a challenge to Steve's masculine sexuality and potentially constitutive of 

'boy'. The obliqueness of the teacher's "it" might expose his wariness of mounting a 

more direct challenge to Steve. Yet the "it" also broadens the potential reach of the 

teacher's constituting linguistic practices. Furthermore, that the teacher's comments are 

made in front of the whole class renders this a public humiliation and potentially 

constituting moment. The potentially performative force of the teacher's comments is 

felt by Steve and recognised by Luke. 

Steve's immediate response (sitting and taking it) and his later private, polite request 

provisionally recuperate the teacher's constitution. At the level of conscious awareness 

and intent it is likely that Steve felt injured/humiliated; knew (given the teacher/pupil 

hierarchy which frames the context) that an immediate, aggressive response would only 

lead him to be disciplined and hoped that a polite, private request might make him feel 

better (recuperate the teacher's constitution of himlhis girlfriend) and possibly guard 

against similar comments in the future. Steve's response did both more and less than 

this. His response did not save him from being disciplined -- he was "shouted at again". 

It did not make him feel better -- he felt "you can't win". I would suggest, however, that 

Steve's private, polite request had substantial, if only provisional, performative force. 
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Steve's private polite request cites and inscribes the quiet word, the man-to-man talk -_ it 

is a particularly adult, masculine response. Through these practices Steve recuperates the 

teacher's implicit 'boy' and constitutes himself as man. In turn, this constitution 

destabilises the teacher-adult-manJpupil-child-boy hierarchy which framed the teacher's 

comments. Indeed, Steve's man-to-man talk with the teacher might even momentarily 

transpose their locations within this hierarchy -- it is the teacher who has behaved 

inappropriately, or even childishly, and Steve who offers a gentle but clear correction. 

Steve's tacit performative practices of man have not only been felicitous, they have 

exceeded and even threatened the teacher's own. Steve has acted out of his place in 

discourse and in doing so he has risked the teacher's place. 

While Steve's tacit performatives have some force, they do not enhance his standing in 

the teacher's eyes. Rather, it is the provisional force of these performatives (which are 

undoubtedly tacitly deployed in a multitude of Steve's apparently mundane practices) 

which make it imperative for the teacher (-adult-man) to recuperate these. One such 

recuperating moment is illustrated in Scene 2. It is the very force of Steve's 

performatives which provoke the teacher's potentially constituting tirade seen here. If 

Steve has acted out of his place in discourse (again) and in doing so risked the teacher's 

place in discourse, then he must be constituted (again) in his proper place and thereby 

restore the teacher to his. The teacher's comments to me are not simply vilifications of 

Steve. They are tacit attempts to recuperate Steve's constitution of himself as man and 

the threat which this poses to the teacher-adult-manJpupil-child-boy hierarchy. By 

calling Steve "little wanker" and "arrogant" and suggesting that he "thinks he doesn't 

have to do any work" the teacher provisionally constitutes Steve in particular ways. 
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As an injurious name which is both gendered and sexualised, "little wanker" might _ 

constitute Steve as a child-boy (feminine), as sexually incompetent and, by extension, as 

not-man. While the potentially performative force of "little" is relatively straight 

forward, the embedded meanings of the potential constitution "wanker" is more 

complex. W anker cites and inscribes a discourse of masculinity in which the social and 

the sexual are closely entwined and constitutive of each other. While wanking is literally 

the act of masturbation, to call a man wanker can be seen as a tacit contestation of his 

masculinity as well as a suggestion of a (vilified) masturbatory act. In chapter 5 I 

discussed in detail the way in which sexual experience and activity -- not-virgin -- is 

crucial to the constitution of adult heterosexual masculinity -- man. In this discursive 

frame the true man does not (need to) masturbate because he has plentiful opportunities 

for coitus with (desirably feminine) women. The wanker, on the other hand, is socially 

and sexually inept, incapable of gaining sex with (intrinsically available) desirably 

feminine women and is forced to wanko I am not suggesting here that a given man 

engages in coitus or masturbation to the exclusion of the other. I am suggesting, 

however, that deployed as a injurious name in this discursive frame, coitus and 

masturbation are implicitly positioned as mutually exclusive. The potentially 

performative name wanker, then, simultaneously contests not-virgin, masculinity and 

man. The wanker lacks masculinity, indeed, he may well not be man at all. 

In Scene 3 of the Episode the teacher's "wanker" is echoed by a group of boys who are 

in the same tutor group as Steve. The boys' practices within the Scene are potentially 

constituting of Steve. The boys' practices also potentially constitute their own 

masculinity in opposition to Steve's masculinity as well as femininity. These boys might 

be included in the category of unknown boys alluded to and discarded by the girls in 

Episode 4. They do not seem to fit the definitions of Dir'y 'ippie, Baza or Boffin 
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discussed in Episode 2. These boys are neither strongly positively nor negatively 

educationally orientated. Rather, in Christopher's words, they endeavour to "stay out of 

trouble" with both teachers and peers. They are not notable for either high or low 

attainment. Their mundane bodily practices (postures, gestures) cite and inscribe 

discourses of masculine physical ableness and entitlement but do not reflect the 

aggressiveness of the hyper-masculinities discussed earlier. Their group identity seems 

to reflect traditional working class/lower middle class notions of masculine paternalism, 

group consensus and loyalty. These are ordinary boy-pupils. 

The boys do not call Steve wanker verbally, rather they interpellate him wanker through 

a familiar hand-mime. That they do not say the word neither renders the interpellation 

ambiguous nor negates the potentially performative force of their naming. The bodily 

rather than linguistic interpellation might itself be seen as a practice of masculinity. To 

call names, to "bitch" or "gossip", has been denigrated by these boys as a girls' pass­

time. To hand-mime wanker, itself a masculine doing (not saying), protects against the 

risk of (feminine) bitching/gossiping6. A number of the boys express concern over the 

possibility of Steve discovering that they have called him wanker. While they assure one 

another of confidentiality, they also jokingly suggest that the comment should be 

attributed to a particular member of the group. Despite such joking, this is a group 

interpellation -- all the boys concur through repetitions of the hand mime, nods, laughter 

and assurances of safety. Nevertheless, the explicitness of this concurrence seems to 

vary according, perhaps, to each boy's degree of confidence in me and the rest of the 

group. 

The boys also attempt to challenge Steve's masculinity by suggesting that he cries. An 

accusation of crying is intrinsically feminising within a discursive frame in which 

246 



women/girls cry and menlboys do not. Yet this feminisation is retracted when I query 

their meaning -- while my momentary belief in Steve's crying provides some pleasure to 

the boys (seen in their amusement), the boys' clarification of this (whining and kicking 

things) might act to reinforce Steve's hyper-masculinity. 

The Scene is punctuated by moments of hilarity during which it is difficult to make out 

the boys' verbal contributions to the discussion. This underlines the excitement which 

suffuses the Scene. The boys have taken a risk. As unknown boys they have transgressed 

the boundaries and order of the hierarchical pupil sub-culture by calling Steve wanker __ 

they have acted outside their place in discourse. Popular wisdom within the pupil sub­

culture has it that Steve is a high status man who demands and deserves respect. This 

group of boys have taken the risk, which in their (constituting) understanding of Steve's 

hyper-masculinity might include a real physical risk, of contesting this position and 

potentially constituting Steve as wanker. 

Steve's adult heterosexual masculinity is, in part, constituted through his refusal to defer 

to the authority of the school and his contestation of the givenness of the teacher/pupil 

hierarchy which school authority is constitutive of and constituted by. These boys have 

witnessed Steve's constituting practices (such as those detailed in Scene 3 of Episode 5) 

a multitude of times. Unlike Steve, the boys in this group do defer to school authority, 

including the teacher/pupil hierarchy. This deference seems to be motivated by a 

practical desire for an easy life rather than an active approval of and belief in the 

school's authority. Steve's refusal exposes the boys' own acquiescence and the lack of 

adult masculinity which this implies. The boys' interpellation of Steve might expose a 

tacit recognition of the inferior status of their own masculinity within the pupil sub­

culture and a concomitant envy of Steve's masculinity and the status it cites and 
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inscribes. In calling Steve "wanker" it seems that these boys are differentiating between 

their own and Steve's mode of masculinity. This is a differentiation which implicitly 

suggests that, contra to the discourse of the mainstream pupil sub-culture, their own 

masculinity is not that of the unknown boy but that of the mature, rational man. That is, 

it is more desirable than Steve's. 

Steve's particular masculinity is successful in pupil sub-cultural and street/youth cultural 

discourses of desirable heterosexuality (man). Furthermore, this masculinity may well 

also prove to be an asset as Steve moves out of compulsory schooling and into 

educational, training or work contexts in which adult masculinity is not only valued but 

demanded. It appears possible, however, for such a masculinity to be too successful 

within the school context. It appears that both the teacher's and the boys' potentially 

performative interpellations of Steve are provoked by his excess of adult masculinity in 

the terms of the school's institutional discourses, particularly the teacher-adult­

man/pupil-child-boy hierarchical opposition. In the context of official school values 

Steve's masculinity is a threat or challenge which must be recuperated -- Steve is 

entrapped by the very success of his adult, heterosexual maSCUlinity. 

The chains of ultra-desirable femininity and hyper-masculinity 

In chapter 4 I examined the practices through which desirable working class 

heterosexual femininity is constituted in terms of a virgin/whore binary and working 

class heterosexual masculinity is constituted through a manlboy binary. The Hierarchy 

within the Other (Chapter 4) and the Schema of raced hetero-sex (Chapter 5) showed 

how these intersects with gendered discourse of race. Preceding Chapters also showed 

how pupils' ongoing discursive practices act to constitute an exemplary femininity and a 

hyper-masculinity within the discourse of the pupil sub-culture. These discourses, and 
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the exemplary femininity and hyper-masculinity constituted through them, draw on, 

resonate with and inscribe broader discourses of youth/street culture. The risks and costs 

of these femininities and masculinities have been highlighted throughout these 

discussions. In addition, A vtar' s fatting and greedying of the White girl in the Episode 7 

and the 'excess' of masculinity seen in Episode 8 suggest that desirable femininity and 

hyper-masculinity entail their own discursive traps. 

Episode 9 highlights a powerful and enduring trap intrinsic to discursive constitutions of 

desirable femininity -- the necessary submission to heterosexual masculinity. That is, 

success within sub-cultural and broader discourses of desirable femininity entraps girls 

in a compulsory acquiescence to particular (if not all) masculinities. The implications of 

this trap for men is also evidenced in the Episode. Constituted through the man/woman 

hierarchy as necessarily having authority over the desirably feminine, masculinities --

and aggressive hyper-masculinity in particular-- are risked if this authority is not 

asserted and realised through potentially performative practices. 

Episode 9: Masculine rights, Feminine obligations 

JULIET (year 11, Mixed-race, girl) and SU LIN (year 11, Chinese, girl) are on Work Experience at a 
hairdressing salon in a small, upmarket parade of shops. DY has come to visit JULIET and SU LIN and 
they have told the owner of the salon that we will talk outside. They may have inferred that DY is their 
teacher. We sit on a bench in the pedestrian zone in front of the parade. On the opposite side of the parade 
a large office block is being renovated/decorated and a number of tradesmen are working on the out~ide of 
the building. While we are sitting talking one of these tradesmen (Black, approx. 18 years o~d), looks In our 
direction and makes a beckoning gesture. JULIET looks at the man and then looks away wIthout 
acknowledging him. Later the man comes over stands in front of JULIET. 

MAN: (with a strong Caribbean-South London accent) Come over here he wants to talk to you. 
JULIET: (clipped) I'm busy at the moment. 
MAN: (demanding, disbelieving) You're busy and you're sitting down? 
JULIET: (clipped) Yeah, I'm talking to my friends. 
MAN: Well come and talk to him. 
JULIET: I'll come and talk to him tomorrow. 
MAN: (dissatisfied, incredulous) Tomorrow? 
JULIET: Yeah. 
MAN: Who says he'll be here tomorrow? 
JULIET: (more friendly) I'll come and speak to him later then. 
MAN: When will you speak to him later? 
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JULIET: Or, whenever he's there, I'll come over and speak to him. 
MAN: (demanding) What does that mean, "whenever he's there"? 
JULIET: (laughing) Weill won't speak to him then. 
MAN: (accusing) He .wants to speak to you, but you ain't ever going to speak to him. 

. (slmulta~eously) SU LIN: (quiet, aside to DY) Go away. 
JULIET: (placatmg) Yeah, III come over later and have a chat to him. 
MAN: Why not now? 
JULIET: (clipped) No, I'm busy at the moment. 
MAN: (incredulous) You're sitting down! 
JULIET: I'm supposed to be at work but I'm being interviewed. (nods at DY) 
MAN: (looks at DY, to JULIET) Your being interviewed? 
JULIET: Yeah. 

(simultaneously) SU LIN: (nods and pOints to the bench where my cassette recorder is 
sitting in the top of my open bag). 

MAN: (regular South London accent) I'm really sorry, I apologise, no offence. 
DY: (smiling, polite) That's quite all right. 

The man walks back to the building site 

JULIET and SU LIN: (cackle madly and call out after him in sweet tones) Bye! 

Once the man is out of ear shot 

SU LIN: (exclaims) Freak! 
DY: You what? freak?! 
JULIET and SU LIN: (laugh) 
DY: Which one is it that wants to speak to you? 
JULIET: (laughing) I dunno. 
DY: I like the way I got to be the excuse, "I'm being interviewed!" 
JULIET and SU LIN: (laugh) 
JULIET: That was it: "Good Bye!" I don't want to speak to him though, he's ugly. 

Throughout this Episode, Juliet's tone and language is reasonably dismissive of the 

man's demands. She does not simply do as he asks or make firm promises that she will 

do at a given future moment. This dismissiveness is potentially constituting of Juliet's 

desirable, or even ultra-desirable femininity. She is so desirable that, in her words, she is 

"playing hard to get" (a playing which also protects against the risk of "slag"). It seems, 

however, that Juliet is doing more than simply playing hard to get. She does not want to 

talk to this man or go and talk to his friend. Yet in the constituting discourse of 

femininity which frames this street/youth cultural milieu, a direct refusal would exceed 

the bounds of desirable femininity, be unintelligible and carry significant risk for Juliet's 

identity. This is also seen in Su Lin's "go away", a refusal which is necessarily an aside. 
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On the one occasion that Juliet does literally refuse, this is a laughing refusal which 

seems unlikely to be either intended or expected to succeed. 

Rather than refuse directly and risk her ultra-desirable femininity, Juliet deploys 

discursive practices of evasion and deferral. While this does not allow her to refuse it , 

does postpone her submission to the man's demands while continuing to constitute her 

ultra-desirable femininity. Juliet's evasion and deferral does not, however, extricate her 

from the man's demand. Rather, her practices lead only to the repeated iteration of his 

demand. This is not a simple case of masculine force or coercion -- Juliet is entrapped by 

her own ultra-desirable femininity which is constituted as intrinsically available to the 

masculine. The implicit prohibition of her 'no' is cited and inscribed by her own 

practices of desirable femininity -- a femininity which is intrinsically submissive and 

accommodating, which has always already said 'yes'. 

Just as Juliet's practices are constitutive of her ultra-desirable femininity, the man's 

practices are constitutive of his hyper-masculinity. His discursive practices cite and 

inscribe active, entitled and aggressive masculinity. His phenotypic or physiognomic 

race as well as his mode of speech also contribute to his constitution at the pinnacle of 

the sub-cultural Hierarchy within the Other and Schema of raced hetero-sex. Just as 

Juliet's ultra-desirable feminine identity prohibits a direct 'no', the man's hyper­

masculine identity prohibits him accepting, or even acknowledging, her inferred 'no'. As 

access to and authority over the desirable feminine is a constitutive of his masculinity, to 

be refused is to risk the continued felicity of this constitution. The man is trapped by 

hyper -masculini ty . 
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The discursive practices of Juliet and the man do not only contribute to the performative 

constitution of their own identities. They each contribute to the constitution of the 

Other's respective masculinity or femininity as they cite and inscribe their own. The 

man's demands are constitutive of Juliet's ultra-desirable femininity. While she may not 

want to talk to him or his friend, to refuse directly is to interrupt a potentially 

constituting moment and give up the performative force of the men's desire. The men 

desire her and her ultra-desirable femininity desires (requires) their desire. Furthermore, 

to refuse directly would also be to threaten the man's hyper-masculinity, a masculinity 

which this desirable femininity needs for its continued constitution and intelligibility. To 

risk the identity of the Other is also to risk the identity of the self. To say or to hear 'no' 

is beyond the bounds of, and therefore risks, their respective identities. Neither Juliet nor 

the man can practice in ways other than those represented in the Episode if their 

respective femininity and masculinity is to be safeguarded. They are both trapped. 

Ultimately Juliet calls on me to take responsibility for her unspoken refusal. When the 

man first comes over Juliet does not differentiate me from Su Lin, we are all "friends". 

When the trap of her ultra-desirable femininity becomes evident through the man's 

absolute persistence, however, I am redesignated. Juliet is no longer talking to her 

friends, she is "being interviewed". Through Juliet's nod and simple statement and Su 

Lin's concurrence and identification of evidence, I am transformed from the barely 

noticed White girl lacking many of the adornments of desirable femininity into the 

professional (middle class) White woman. Juliet effects a shift from the discursive frame 

of the youth/street sub-culture to that of the broader hegemony as she deploys the 

dominance of Whiteness, middle class professionalism and adultness. In doing this she 

constitutes me as imbued with the necessary authority and status to refuse on her behalf 

and even against her wishes. That is, Juliet's ultra-desirable femininity cannot refuse the 
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man so she trumps his hyper-masculinity by citing and inscribing my race, social class, 

professional status and age. This performative transformation is extremely effective, just 

as Juliet anticipated. Its efficacy can be seen in the man's 'Whitening' of his accent and 

language to deliver his immediate, effusive apology as well as his rapid departure. I do 

not even need to politely ask him to go away. In my acceptance of the man's apology I 

accept and contribute to Juliet's citation and inscription. 

In this way Juliet extricates herself from the trap of her ultra-desirable femininity 

without risking it -- she is able to deflect the refusal onto me. While this deflection 

underlines the limits of and thereby risks the man's hyper-masculinity, it is not Juliet's 

femininity which threatens it but my Whiteness, middle classness, professionalism and 

adultness7
• This is an exceptional extrication. My presence -- the availability of a 

repository for the refusal-- is out of the ordinary. On future occasions I or my equivalent 

will not be on hand to take responsibility for the refusal and protect Juliet's continued 

constitution of ultra-desirable femininity. The submission to hyper-masculinity which 

Juliet is trapped into by her ultra-desirable femininity is only deferred. 

Black sub-cultural identities: (mythical) challenge or discursive entrapment? 

Throughout my preceding analysis pupils' discourses of race have been shown to draw 

heavily on phenotypic and physiognomic 'racial' differences and to cite and inscribe 

notions of race identities as natural, distinct and essential. Within this discursive frame, 

pupils' sub-cultural and broader youth/street cultural practices constitute an implicit 

Hierarchy within the Other and Schema of raced hetero-sex. In an inversion of White 

hegemony which simultaneously subjugates Asian race identities, these discursive 

practices position Black masculinities and femininities (differently) at the pinnacle of 

both the Hierarchy and Schema. 
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The preceding chapters have demonstrated that, within the pupils' sub-cultural milieu of 

the school, Black pupils' identities are constituted as synonymous with considerable 

status and prestige -- in this market these pupils have substantial discursive capital. This 

status and prestige, however, comes at considerable cost. Through my analysis of 

Episode 10 I will show how the apparently mundane bodily practice of leaving a room 

contributes to the constitution of Black pupils as intrinsically at odds with and a 

challenge to school authority8. Furthermore, I will suggest that it is the very success of 

these pupils' Black youth/street-cultural identities which entraps them within 

institutional and broader discourses of the Black challenge to authority (Gillbom 1990). 

Over the course of this and an earlier study in Taylor (see Gillbom & Y oudell 2000) a 

number of (predominantly but not exclusively )Black pupils within the year group 

complained of racism in relation to disciplinary matters. These pupils consider only a 

very small number of teachers to be explicitly racist. Nevertheless, they cite numerous 

examples of inter-pupil conflicts which have resulted in markedly harsher disciplinary 

outcomes for Black pupils than for pupils of other races9
• They also suggest that at a 

day-to-day level, Black pupils are consistently reprimanded for minor infringements of 

school rules (such as lateness, alleged rudeness, inappropriate behaviour), while such 

infringements by non-Black pupils go unnoticed and/or uncommented. That is, they see 

the school's routine processes as racist. The pupils' complaints might be understood, 

therefore, as assertions of institutional racism lO
• 

The notion of institutional racism offers important insights into how Black pupils can 

attend schools which appear to have developed and be implementing equal opportunities 

policies and still be significantly more likely to be excluded and less likely to attain 

benchmark GCSE grades than their counter-parts from other racial groupsll. Research 

254 



suggest that 'teachers play an active (although usually unintentional) role in the 

processes that structure the educational opportunities of minority students.' (Gillbom 

1995:42). In the context of schooling, Gillbom suggests that institutional racism is 'a 

dynamic and complex facet of school life ... in which routine institutional procedures 

and teachers' expectations may be deeply implicated.' (Gillbom 1995:36)12. In order to 

further understand the relationship between the school and Black pupils I build on 

Gillbom's (1995) assertion that (predominantly White) teachers' interactions with 

individual Black pupils are informed by generalised beliefs about Black pupils as a 

group. I also develop Gillbom's (1990) argument that these teachers interpret the sub­

cultural modes of Black pupils as a challenge to authority. I suggest that, in the terms of 

the 'ideal client' (Gillbom 1990, after Becker 1970) of contemporary schooling, Black 

pupils are far from 'ideal'. 

Pupils' sub-cultural constitutions of Blackness and organisational constitutions of 

Blackness are deeply entwined. These constitutions appear somewhat circular, implicitly 

feeding into and contributing to each other. In the moment of practice in which the 

Black pupil constitutes himlherself within the terms of the pupil sub-culture, she/he 

simultaneously contributes to the organisational constitution of himlher as a challenge to 

authority. Likewise, in the moment of practice in which the school organisation 

constitutes the Black pupil as a challenge to authority it simultaneously contributes to 

the constitution of that pupils' sub-cultural identity and the sub-culture as a whole. 

Given this circularity, it is difficult, if not impossible, to separate out the organisational 

and sub-cultural discourses in play here. For clarity, however, I will begin by outlining 

my understanding of the performative potential of the organisational discourse of the 

Black challenge to authority before moving on to consider the performative practices of 

the pupils in Episode 10. 
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Episode 10 : Black bodies walking 

Year 11 Assembly. 
The majority of the year group (predominantl~ W~ite), group tutors (All ~ite, predominantly women), and 
DY are present. The Head of Year (man, WhIte) IS addressing the year group. 

The Head of Year pause~ and looks out to the back o~ the assembled pupils. A few minutes later, looking in 
the s~me part.of the audience, he calls o~t a short stnng of boys names and instructs them to pay 
attentl?n. A minute or ~o later he stops mid-sentence and calls: "OK Daniel, outside my office please". 
There IS a pause. Damel (boy, Black) slowly gets to his feet, shaking his head as he does so. He takes his 
time as he leaves the hall, there is a sway and spring to his gait. The head of year continues his address. 
Through the rest of the address the Head of Year send a further two Black boys from the same group to 
wait outside his office. Each boy exits in a similar manner to Daniel. As the final boy walks towards the 
door, the head of year continues to chastise him. The boy makes a short tutting sound, which is audible to 
those towards the front of the hall, as he walks out of the door. 

The school's discursive relationship with and constitution of Blackness 

Blackness is censured within and through the discursive practices of the school 

organisation. This is not an overt or explicit censure, nor is it a censure of some innate or 

intrinsic Blackness. Rather it is an implicit censure of particular youth/street sub-cultural 

constitutions of Black identity. That is, at the level of the institution, discursive practices 

of Black youth/street culture are tacitly mediated through discourses which constitute 

these practices as inherently challenging to the school's (or individual teacher's) 

authority and, by extension, the broader White hegemony. This is not simply a rejection 

of the sub-cultural meanings of discursive practices of Blackness. It is a mediation 

which in rejecting these sub-cultural meanings constitutes particular (and denigrated) 

Black learner identities. The school's constituting interpretations of Black sub-cultural 

identities as intrinsically anti -school and a challenge to authority are tacit. Furthennore, 

it is unlikely that any racialised or racist intent underpins the school's constitutions of 

these pupils. Rather, the racialised and racist nature of these constitutions can be 

understood in terms of common-sense, everyday and institutional racism. Such racism 

operates through the historicity of unrecognised and unacknowledged organisational and 

common-sense discourses which cite and inscribe the biological and/or cultural 
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deficiency, hyper-sexuality, and aggressiveness of Blackness -- the Black challenge to 

White hegemony. 

At the level of the body, the discourse of phenotypic or physiognomic races contributes 

to the ongoing constitution of Black pupils' learner identities. As an assemblage of 

pupils is subjected to the surrveillent gaze of the teacher, the teacher's body-reflexive 

practices (Connell 1995) -- the mediation which renders gut reaction intelligible -­

designate the Black pupil as 'trouble', a challenge to authority, and insist that he/she 

must be kept under closer surveillance in order to be subjected to greater control. 

Black pupils' practices are mediated in similar ways. In the moment in which Black 

pupils' discursive practices cite and inscribe their Black sub-cultural identities and, 

therefore, their status and prestige within the pupil milieu, these practices are mediated 

through organisational and common-sense discourses of race. The sub-cultural and race 

identities of Black pupils are designated as inherently counter to the school organisation 

and culture. They are at once censured by the school organisation as undesirable and 

simultaneously deployed as 'proof' of this undesirability. In this way, it is the very 

cultural capital within the pupil milieu of Black sub-cultural identities which renders 

these identities undesirable at the level of the institution. Furthermore, in the moment of 

institutional censure and deployment, the school organisation also contributes to the 

ongoing constitution of these sub-cultural identities and the incommesurability of these 

with desirable learner identities. That is, Black pupils' sub-cultural identities interact 

with and contribute to the school's constituting discourses of learner identities. As pupils 

deploy discursive practices of sub-cultural identities and the school deploys discursive 

practices of learner identities, these interact to establish particular bounds of 
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intelligibility -- bounds in which Black sub-cultural identities are incommensurable with 

the desirable pupil. 

The school's constituting mediations of Black learner identities can be seen in Episode 

10. I am not aware that this group of Black boys is being more disruptiveness attentive 

than other pupils. The Head of Year stands looking out over an assembly of pupils 

seated on the hall floor. His position optimises the capacity of his surveillent gaze, this is 

a moment in the deployment of the technologies of disciplinary power (Foucault, 1991). 

These Black boys mayor may not be being more disruptiveness attentive than other 

pupils, but any disturbance is minimal -- it is not apparent to me. Out of a largely White 

pupil population it is a group of Black boys who are subjected to particular and 

continued surveillance and, ultimately, ejected from the hall. This is not because the 

Head of Year is deliberately discriminating against Black boys. It is because those 

sedimented discourses through which the Head of Year classifies the pupil population 

ensure that these boys are identified as being a challenge to authority and, therefore, in 

need of greater surveillance and control. 

This might seem to suggest that if Black pupils were able or prepared to jettison 

practices of Black sub-cultural identities then they would not be subjected to the 

surveillance and control of this tacit racism. Yet my preceding discussion of body­

reflexive practices highlights the enduring performative force of discourses of 

phenotypes or physiognomies. In this discursive frame, these pupils will be recognised 

(constituted) as Black irrespective of their practices and this recognition will continue to 

mediated Black learner identities in the ways I have suggested13
• In addition, my analysis 

of Episode 7 suggested that, in relation to Asianness, such discourses make it all but 

impossible to jettison such race identities. Furthermore, a suggestion that it might be 
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Black pupils who should modify themselves in order to be constituted as desirable 

learners seems to return to the notion of cultural difference and deficit which the 

school's constituting practices cite and inscribe. 

Black Pupils' constitutions of self and relationships with the school 

The moment represented in Episode 10, like any other moment in the school, is not 

racially neutral. The school context is racialised. Pupils know, at least tacitly, that their 

Blackness renders them undesirable pupils. These Black pupils cannot have both a pro­

school, positively oriented learner identity and a high status Black sub-cultural identity. 

This is not simply because these Black pupils refuse such duel identities. Rather it is 

because these identities are constituted, in part, through their incommensurability and 

opposition. In this context, the Black identities at stake are self-consciously racialised 

and politicised. Irrespective of the fact that these identities trap pupils in discourses of 

authentic races and the incommensurability of Blackness and desirable learners, these 

identities are (at least partially and tacitly) a response to and resistance of White 

hegemony. There is also a sense here that Black pupils' sub-cultural identities, and the 

cost of these within the school context, playa significant role in the maintenance of their 

self-esteem or even their sense of self14. These Black pupils cannot be 'pro' the very 

institution which they understand themselves to be subjugated by, and experience 

themselves to be discriminated against within, without substantial cost. While this does 

not mean they must be anti-school, the historicity embedded in the discourses through 

which these identities are constituted forecloses the viability of the simultaneity of 

Black- 'cool' and pro-school. The 'Uncle Tom' which might be the key alternative 

identity available to these pupils does not promise a markedly better relationship with 

the school and insists on a markedly worse relationship with the self. 
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This analysis suggests that the school organisation and Black pupils are engaged in a 

complex series of performative constitutions of identities which present something of a 

double bind to Black pupils. Namely, if these pupils want the protection (Mac an Ghaill 

1988) afforded by the status of a Black sub-cultural identity (and it is unsurprising that 

they do as the alternatives available appear extremely limited), then the cost of this is the 

concomitant constitution of an inherently challenging learner identity that must be at 

once censured and deployed by the school organisation. 

This is illustrated by my analysis of the practices of the boys as they leave the hall in 

Episode 10. The way that the boys walk is much like the Black boys' walk discussed by 

Gillbom (1990). Gillbom suggests that the walk is a cultural practice which is 

interpreted by the school as a challenge to authority which must be disciplined. As such, 

it becomes a racialised site for institutional disciplinary practices and Black boys' 

contestation of this. The boys in Episode 10 are not disciplined/or walking in this way, 

rather, they walk in this way after having been disciplined. Gillbom suggests that to 

walk in this way might allow Black pupils to 'salvage some dignity' (1990:28) in such 

disciplinary moments. Building on Gillbom's analysis, I suggest that the meaning(s) of 

this walk, and the non-verbal utterance of the final boy, are constituted by and 

constitutive of both Black sub-cultural and learner identities. These bodily practices are 

not intrinsic markers of either Blackness or a Black challenge to school authority. It is 

the congealed institutional meanings designated, but not once and for all fixed, to these 

bodily practices which constitutes these practices as a challenge to school authority. 

These meanings are not inaugurate within the Episode, they are citational. They are 

imbued with an embedded historicity which the Head of Year and these Black boys as 

well as other staff and pupils are well aware of (at least tacitly). The performative force 
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leant to these bodily practices by this historicity as well as the institutional authority of 

the school constrains tightly the possibilities of alternative meanings within this context. 

This is not to suggest that, at the level of the boys' intent, they are simply leaving the 

room with some neutral gait which at once cites and forms their bodily habitus. While 

the boys' gait may well be understood as a disposition of bodily habitus, in this context 

it is unlikely that it exceeds the boys' conscious choice. It is important to consider the 

boys' status within the pupil sub-culture as well as their audience in understanding the 

implications of the way they leave the room. These are "known" boys. They are 

positioned at the pinnacle of the Hierarchy within the Other and the Schema of raced 

hetero-sex. These sub-cultural identities are publicly threatened by their ejection from 

the hall -- high status masculinity is denied as these boys are provisionally constituted as 

pupil-child and forced to submit to the authority of the teacher-adult. The boys' walk, 

and the final boy's non-verbal utterance (constituted here as irreverently 'kissed teeth' 

but equally plausibly an expression of frustration at being ejected from the hall 

(again)?), might be understood as attempts to recuperate this provisional constitution. 

Their bodily practices cite and inscribe their sub-cultural identities, reasserting and 

confirming their status despite its denial by the school. As such, it is a further moment in 

the ongoing constitution of these identities. Yet as I have already shown, within the 

school's institutional discourse these bodily citations and inscriptions of sub-cultural 

identity and status, and their recuperation of the 'pupil-child' which being ejected from 

the hall entails, simultaneously cite and inscribe a Black challenge to authority. 

These boys are trapped in a double bind which is the effect of two realms of constituting 

discourses, that of the pupil and street/youth culture and that of the school organisation. I 

suggest that the boys know that such an exit from the hall will be understood by the 
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Head of Year, other staff and pupils as a challenge to the authority of the Head of Year 

and the school more generally. To walk out of the room in this manner, within the 

discursive frame which permeates and constrains this context, is a clearly recognised 

assertion of a Black sub-cultural identity which is constituted as oppositional to the 

school. That is, it is constitutive of a intolerable learner identity. Yet by walking out of 

the room in this way, and kissing teeth on exit in the case of the final boy, the boys are 

able to acquiesce to the Head of Year's discipline while simultaneously displaying 

contempt for it and reasserting a high status sub-cultural identity. It seems likely that 

these boys are well aware of this double bind and actively choose to prioritise a Black 

sub-cultural identity. To do otherwise in this discursive frame would be to (hopelessly) 

attempt to constitute themselves as desirable learners. Such an attempted constitution 

would be hopeless because this is a learner identity which these boys are barred from 

through the school's organisational discourses as well as their own discursive practices 

through which they challenge this constituting bar. 

Conclusion 

This analysis suggests that identities may well be constrained within mobile discursive 

chains which act to trap particular identities in ways which are counter to or at odds with 

the intent or desire of the individual subject. Constellations of identities are connected in 

and constituted through discursive chains which render some identities accessible and 

some identities inaccessible or even unintelligible. For example, the incommensurability 

of Indiannessl Asianness and desirable femininity or Blackness and desirable learner. 

Identities are also linked within discursive chains of identification, discursive chains 

which are often embedded in hierarchical oppositions. These discursive chains act to 

trap subjects not only into one side of these oppositions but also into the hierarchical 
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opposition itself. For example sub-cultural hyper-masculinity/ultra-desirable femininity 

and teacher-adult-man/pupil-child-boy. 

Of particular significance are the ways in which discursively embedded relationships 

between biographical or sub-cultural identities and learner identities trap pupils within 

particular learner identities which seem almost impossible to escape. For example, 

(particular) adult masculinities and Black sub-cultural identities appear to foreclose the 

possibility of desirable learner identities within institutional discourse. This offers 

further insight into the processes through which institutional racism impacts on the 

educational experiences and outcomes of Black pupils. It is particularly pertinent, 

therefore, for educators and policy makers attempting to enhance the educational 

participation and attainment of groups of pupils identified along biographical or sub­

cultural lines. 
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Endnotes to Chapter 6. Identity Traps 

1 Th.e g.irls at the centre of this ~p.isode, Mridula and A vtar, are Indian, as are the majority of South Asian 
pupIls m the school. However, It IS unclear whether, within the discourse of the pupil 
mai~stream, distinctions ~etwe~n South Asian ra~e ide~tities are made or made consistently. Within the 
specIfic context of the EpIsode It may be that while Mndula and Atvar constitute themselves 'Indian' the 
other pupils constitute them in terms of a generic Asianness. This creates a tension over my use ofte~s 
for discussing the constituting practices within the Episode. In an attempt to navigate this tension I use 
both terms. This is not to assert a general interchangeability between Indian and Asian, but to try and 
reflect the discursive frames which seem to underpin the practices ofMridula and Avtar as well as the 
other pupils who appear in the Episode. 

2 This is not to suggest that the feminine and Asian are mutually exclusive constituting discourse. The 
feminisation of Asian boys and, by extension, their lack of masculine and the impossibility of man within 
such a discursive frame has been documented (see Mac an Ghaill 1988, Gillborn 1990). 

3 My repetition of this demonstrates the success of this unspoken performative and illustrates the potential 
performative force of silences. 

4 It must be stressed that the teacher mayor may not have spoken to Steve as reported. The 'truth' of the 
teacher's words and intent, however, are less significant here than the way in which they are received. It is 
the meaning ascribed to the teachers words, Steve's response to them and their location in a chain of 
signification that I am concerned with here. 

5 Steve told me that he and his girlfriend were sitting on a park bench kissing when the teacher saw them. 

6 The interview context may also be influential here. The boys have consented to have the discussion tape­
recorded. While they trust me enough to practice the hand-mime, they may not trust me (or each other) 
enough to call Steve wanker in a way which can be captured by the tape-recorder. 

7 In the moment in the field I thought she was smart, but having my race and class deployed -- and self­
consciously watching their force -- offered an extremely painful theoretical insight. 

8 The notion of a Black challenge to authority which I draw on throughout this analysis is borrowed from 
Gillborn's (1990) school ethnography which was discussed in Chapter 3. 

9 Analysis of exclusions from schools shows that Black pupils are significantly more likely to be excluded 
from school than pupils from other racial groups (Gillborn & Gipps 1996). This research has received 
substantial publicity and it is possible that these pupils are aware ofthis trend. 

l<Mac an Ghaill' s (1988) definition of institutional racism was given in Chapter 1. Mac an Ghaill does not 

offer this as a definitive definition. Indeed, institutional racism has been defined in a number of ways. 

These definitions tend to share a concern with the effects of actions rather than their intent. Perhaps the 

most influential definition in the UK at present is that accepted by the UK Government and Metropolitan 

Police as a result of the Lawrence Inquiry (see Blair et al 1999). 

llSee Gillborn & Gipps 1996 and Gillborn & Mirza (forthcoming) for a thorough analysis of Black 

pupils' differential experiences and outcomes in UK schools. 

12 See also Chapter 4 and Gillborn 1990 & 1995, Gillborn & Youde1l2000, Lamont 1999, Mac an Ghaill 
1988 & Steinberg 1997 for discussions of institutional racism. 
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13 This has been detailed elsewhere. For instance, Gillbom (1990) shows how Black pupils who distance 
themselves from the sorts of bodily practices discussed here do not avoid this exaggerated teacher 
surveillance and discipline. 

14 It is perhaps useful to understand this in terms of Althusser's sUbjection through the tum to the Law. If 
the school organisation is positioned as the Law which hails these pupils, the pupils tum through their 
desire for subjectivity (albeit also subjection) and through their tacit 'guilt' that they do, indeed, contest 
the subjugating authority of the Law. That the pupils tum at this hail is further explained by the fact that 
the subjectivity which proves their guilt in the school context is also the sUbjectivity which proves their 
value in other (sub-cultural) contexts. It may also be helpful to examine this in terms of Hegal's discussion 
of lordship and bondage. Here the' self enslavement' (Butler 1997b:31) of the servant is an effect of 
hislher recognition ofhislher own 'formative capacities' and 'passage from bondage to unhappy 
consciousness' (Butler 1997b:42). 
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7. Resisting Identities 

'The word that wounds becomes an instrument of resistance in the 
redeployment that destroys the prior territory of its operation' 
(Judith Butler, Excitable Speech, 1997a: 163). 

Introduction 

In the preceding chapters I have considered the potential performative force of pupils' 

discursive practices. I have highlighted the ways in which mUltiple discourses interact 

within particular contexts or discursive markets to: confer varying degrees of status and 

prestige to identities; render some identities intelligible and others unintelligible; and 

trap subjects within the terms of particular identities. 

Yet as I discussed in chapter 2, identities bounded by such discursive chains are not fully 

determined. The historicity of discourse and the citationality of performative 

constitutions means that some discourses and the identities constituted through them 

appear to be imbued with particular dominance and endurance. This dominance and 

endurance, however, is a discursive effect and it is this very citationality which insists 

that performatively constituted identities are provisional; risk infelicity; and might be 

resisted and resignified. A given identity is not either trapped or capable of resistance. 

Rather, the possibility of both entrapment and resistance is intrinsic to performative 

constitutions. Indeed, a discursive moment of entrapment may simultaneously open up 

particular possibilities for resistance. Such resistances have been evident throughout my 

analysis and will form the focus of this Chapter. I will examine the discursive practices 

which pupils deploy in order to resist performatively constituted identities and 

(potentially) reconstitute themselves again differently. I will seek to identify how 

particular constellations of biographical, sub-cultural and learner identities might act to 
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open up possibilities for such resistances. In doing this I will explore the possibilities 

and limits for a politics of perforrnative resignification (Butler 1997a) within the 

practices of pupils. 

Resisting marginality, reinscribing raced masculinity 

Episode 11. Quoe Trinh's Doll 

Science lesson, mixed ability. Vici (girl, White), Suzi (girl, White) and I are sitting together at a table which 
seats four. Vici points to the other side of the room where Quoc Trinh (boy, Vietnamese) is sitting on a stool 
next to a radiator. A small doll, approximately 6 centimetres tall, is lying on top of the radiator. Quoc Trinh 
appears to be drying the doll's hair. While the doll lies on the radiator, Quoc Trinh brushes its hair with 
miniature, pink plastic hairbrush. Vici calls to Quoc Trinh. Quoc Trinh looks over, smiles, picks up the doll 
and comes over to our table. Vici introduces me to Quoc Trinh saying "This is our friend Deb, she wanted 
to see your doll". Quoc Trinh smiles and hands the doll to me. The doll is made of moulded plastic and is 
the standard orange-pink of caucasian dolls. The doll has silver-white hair which is longer than the doll is 
tall. Pink and purple streaks have been drawn on the dolls hair with felt-tip pen. The doll has large blue 
eyes and a plump but narrow pink mouth formed in a pouting smile. The doll is wearing a short pink dress 
with a cheerleader style skirt. I hold the doll and inspect it saying "she's gorgeous". Quoc Trinh smiles and 
nods. Suzi laughingly suggests to Quoc Trinh that "you should give her plaits!". Again, Quoc Trinh smiles 
and nods and, putting the miniature hair brush down on the table, goes back to his seat on the other side of 
the room. Vici, Suzi and I laugh as we experiment with the doll's hair. We plait it and then coil the plait into 
a cone around the doll's head. Vici laughs and shakes her head as she points out that glitter make-up has 
been put on the doll's face. We stand the doll on the desk. 
[ ... ] 
The teacher comes over to our table to check on progress and offer assistance. She notices the doll and 
says "Can you put her away?" before moving on to the next table. 
[ ... ] 
Hieu (boy, Vietnamese), who has been sitting with Quoc Trinh comes over to our table. As he approaches 
he announces that "I've come for a visit!". He asks me "What year are you in?". Vici and Suzi laugh and, 
before I can respond, Vici introduces me. Quoc Trinh and Greg (boy, White) follow Hieu over to our table. 
Quoc Trinh picks up the doll and admires the hairstyle we have given her. He smiles and tells me "her 
name is Chelsea Page". The teacher approaches and the boys go back to their desk leaving Chelsea Page 
behind. Vici takes Chelsea Page and her hairbrush over to Quoc Trinh and speaks briefly with him. Vici 
returns and, in mock earnestness, assures Suzi and I that Quoc Trinh is very pleased with the hairstyle we 
have given to Chelsea Page. 
[ ... ] 
Quoc Trinh picks up Chelsea page. Holding her horizontally above his head he moves her around in a 
flying motion and makes a "Chhhh" rocket/aeroplane sound. Vici and Suzi observe this and exchange 
glances, chuckling and shaking their heads. 

Episode 11 represents the moment in which I was introduced to Quae Trinh's constant 

companion -- the miniature doll Chelsea Page. Within authorised discourses of 
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masculinity, it is inappropriate, if not unintelligible, for a 16 year old boy to own a doll, 

keep it constantly with him, and regularly display and even celebrate this inside school. 

Yet this is exactly what Quoc Trinh does. In this discursive frame, the 'abnonnalness', 

the 'madness', of Quoc Trinh's practices are striking. Yet Quoc Trinh is not simply 

'abnormal' or 'mad', rather, his practices act to simultaneously trouble the gendered and 

raced discourses which frame the pupil milieu and potentially reconstitute his identity. 

Within the discourse of discrete and natural races which frames the pupil sub-culture, a 

Vietnamese race identity potentially constitutes, and is constituted through, Quoc 

Trinh's lack of status within the Hierarchy within the Other as well as his lack of 

desirability within the Schema of raced hetero-sex. Similarly, the implicit exclusion of 

Asian pupils from both sides of the Dir'y 'ippie / Shaza and Baza binary suggests that 

Quoc Trinh might be constituted as Other-Other within this minority pupil discourse of 

alternative marginality. Yet Quoc Trinh's discursive practices appear to effect some 

degree of recuperation of these multiple marginalisations. Indeed, it seems that his 

practices may effect at least a partial and provisional reinscription of these 

marginalisations and, therefore, reconstitute him again differently. 

Quoc Trinh's practices seem to parody discursive constitutions both of the feminine and 

the feminised Asian man. His practices simultaneously transgress the bounds of 

appropriate and intelligible masculinity, itself constituted through the discursive 

opposition of masculine/feminine. Such parody and transgression might appear to pose 

significant (identity and physical) risk to Quoc Trinh. Yet if the masculinity of 

hegemonic discourse is understood to be denied Quoc Trinh through a discourse of the 

feminised Asian man, then transgressing the bounds of this does not risk Quoc Trinh's 

masculinity -- it is a masculinity from which he is debarred. Furthermore, his parody of 
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the feminised Asian man can be seen to expose the perforrnatively constituted nature of 

this raced (un)masculinity and, therefore, masculinities more broadly. Understood in this 

way, it seems that through his practices in relation to Chelsea Page, Quoc Trinh revels 

(at least tacitly) in breaching the taboos and exposing the constitutedness of a 

masculinity which was never available to him. In this sense, Quoc Trinh might be 

understood to mimic the marginalised race and gender identity ascribed to him by and 

through authorised pupil discourses and simultaneously redeploy these in order to 

reinscibe himself otherwise. 

It is noteworthy that Quoc Trinh is one of the few non-White pupils in the year group 

who appears to align himself with the marginal group of pupils who name themselves 

Dir'y 'ippies. While Chapter 4 showed that a Dir'y 'ippie identity was synonymous with 

and masked a White middle class identity, it seems that the emphasis placed on 

alternaeity, particularly in respect to gender/sexuality, by these pupils renders Quoc 

Trinh's practices potentially constitutive of a Dir'y 'ippie identity. While Quoc Trinh is 

most closely aligned with Dir'y 'ippies, he is also popular with many known girls. On 

subsequent occasions I saw a number of girls ask to play with Chelsea Page and, while 

Quoc Trinh did not always consent, the doll was frequently passed between groups of 

girls during lessons. In this way Quoc Trinh's practices can be seen to offer him a degree 

of social access to girls which might not usually be open to him. 

This does not mean, however, that his practices somehow create a fissure within the 

Schema of raced hetero-sex. While Quoc Trinh's practices seems to facilitate his 

friendships with girls, they do not appear to constitute him as a legitimate sexual object. 

Indeed, it is possible to suggest that while his parody of the feminised Asian (not-)man 

is troubling, it is also open to a recuperation which would insist that Quoc Trinh (and 
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Chelsea Page) is confirmation of the femininity with which Asian (un)masculinity is 

inscribed within discourses of White hegemony. That is, in this discursive frame Quoc 

Trinh practices -- playing with a doll -- are explained by and constitutive of his lack of 

masculinity, a lack which is constituted as a prior and natural fact of Asianness and 

which positions Quoc Trinh as a legitimate friend but an impossible sexual object. 

While Quoc Trinh's practices transgress gender, sexual and racial boundaries and clearly 

trouble heterosexual masculinity and femininity, he does not appear to be explicitly 

censured for this. In exploring possible reasons for this apparent absence of censure it is 

useful to consider the ways in which Quoc Trinh's practices might be recuperated 

through the authorised discourses of the mainstream pupil sub-culture. 

Quoc Trinh is not (could not be) a known boy. Nor is he like the White unknown boys 

who called Steve 'wanker' in Episode 8 and, in doing so, asserted the superior value of 

their own masculinity. While Quoc Trinh appears to be almost universally popular 

amongst girls, this is not the case with boys. It seems that a small number of boys -­

Vietnamese and Dir'y 'ippie -- are friends with Quoc Trinh and, as seen in the Episode, 

ride on the wave of his access to girls. These boys' practices in the Episode seem to 

deploy a strategy of proximity to, approval of and difference from Quoc Trinh. As such, 

these boys benefit from Quoc Trinh's practices without risking their own identities. 

Given the destabilising potential of Quoc Trinh's practices, it might be reasonable to 

expect those boys with the greatest investment in masculinity -- the known boys -- to 

explicitly censure Quoc Trinh. Yet known boys simply ignore Quoc Trinh. While such 

silence can, as argued in earlier chapters, act to performatively interpellate the subject in 
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particular ways, the question of why Quoc Trinh is not explicitly censured for this 

behaviour seems to press on this analysis. 

Within popular discourse, dolls are for children and, therefore, playing with dolls is 

childish. As such, Quoc Trinh potentially and inadvertently constitutes himself as 

infantile and, simultaneously, runs the risk of his potential reinscription being 

recuperated through discourses which cite and inscribe the adult-masculine/child­

feminine binary. If Quoc Trinh's practices are recuperable through discourses which cite 

the feminine child, the intrinsic adultness of man and, therefore, the man/boy binary, it 

may be possible that his practices are not explicitly challenged, censured or punished 

because he is constituted within this discursive frame as so feminine as to pose no threat 

to masculinity. It may be possible that by being 'proof that Quoc Trinh is a child (boy), 

his practices are simultaneously 'proof that the known boys are adult (man). Such an 

infantilising and feminising recuperation may also insist that the known boys' 

masculinities would be risked if they were to censure, through verbal or physical 

violence, Quoc Trinh's practices. That is, the recuperation of Quoc Trinh's practices 

involves an implicit citation and inscription of a discourse of paternal masculinity in 

which the 'real' man is risked if he hits the woman, child or 'sissy'. This would suggest 

that the known boys do not explicitly censure Quoc Trinh's practices in a tacit effort to 

protect against the potential threat to masculinity. Furthermore, it may be that Quoc 

Trinh's practices are so unintelligible within the discursive frames which bound identity 

constitutions within this context that Quoc Trinh is inaccessible to the known boys. That 

is, Quoc Trinh may constitute his place in this discourse as no place. He may refuse to 

respond to/be subjected by the constituting hail of masculinity and, in so doing, sacrifice 

his subjecthood within this discursive frame. 
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It is interesting to compare Quoc Trinh's practices with those of Manny, another boy in 

the year group. While cooking alone during a Food Technology lesson, Manny 

wandered/danced around his kitchen area singing "I'm a Barbie girl, in a Barbie 

world ... " -- the chorus to the Aqua pop song which was in the charts during 1998. As he 

sang he imitated the accent, pitch and intonation of the woman singer in the group. 

Manny's practices, Like Quoc Trinh's, breech the boundaries of the masculine/feminine 

binary and might be expected to be met with ridicule and censure. Yet while known 

boys firmly ignore Quoc Trinh, they laughingly encourage Manny's song and dance. 

This reception might be explained in part through Manny's formal educational 

classification of special educational needs (SEN) or emotional and behavioural 

difficulties (EBD). Manny often behaves 'unusually', he appears to have particular 

difficulties with social interaction and, while not actively excluded by pupils, he is 

socially isolated within the year group. It seems that as the disciplinary technologies of 

the school formally categorise Manny as SENIEBD and the pupils designate him the 

'fool' , the potentially disruptive performative force of his practices is minimised. If 

Manny is constituted as having no practical sense of appropriate bodily dispositions 

within the masculine/feminine binary then his practices can be disregarded -- Manny 

'doesn't know any better'. In this discursive frame Manny cites and inscribes his own 

SENIEBD or 'fool' designation and in doing so his practices are rendered so 

unintelligible that they pose no threat and have no broader implications. 

Despite the various possible recuperations of Quoc Trinh's practices, these retain the 

potential to trouble mainstream discourses of race, gender and sexuality and reconstitute 

Quoc Trinh's marginalised identity. Indeed, these practices may well be simultaneously 

recuperable and reconstituting. Quoc Trinh undoubtedly has a practical sense of the 
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implications and potential impact of his practices. Conversely, Manny seems to sing 

because he wants to and anticipates that he will be encouraged to do so. Nevertheless, 

Manny's song is an eruption within masculinity. While his SENIEBD or 'fool' 

designation means that this masculinity is unavailable to him and constrains the 

performative reach of his practices, this does not completely negate the effect of this 

performative eruption. A shadow of these practices' gender troubling remains. 

Resisting femininity, reinscribing 'Geeza-girl' 

In a number of the preceding Episodes, Molly has been involved in performatively 

constituting practices. She was involved in the policing of 'Coolie' (Episode 3); the 

designation of hierarchically organised masculinities (Episode 4); and the ongoing 

constitution of the virgin/whore binary of heterosexual femininity (Episode 4). At a 

number of points in these Episodes Molly appeared to deviate from the authorised 

discourses of the pupil milieu. She sought to explain Rachel's desire for a Coolie race 

identity; she was reluctant to concur with the other girls' approval of the "rude" boys, 

suggesting instead that all boys are "filth"; and sought to 'warn' Nicola of the hazards 

inherent in attempting to constitute an acceptable not-virgin femininity. It seems from 

these Episodes that Molly may not accept, cite and inscribe in a straight forward way the 

discourses of the mainstream pupil sub-culture. 

Episode 12: Geeza-girl 

Scene 1: Geeza, Sylvester Stallone, Brick Shit House 

During a disGussionlinterview with RICHARD, ROB, JAMES, SIMON,CHRISTOPHER, DECLAN (year 11 
boys, White). 

JAMES: Molly is like a ... 
RICHARD: (interrupting) Geeza! 
ALL: (laugh). 
DY: Molly's what? 
JAMES: (laughing) A geeza! 
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SIMON: (laughing and curving his hands out over the front of his chest) she's built like a brick shit house! 
ALL: (laugh hysterically). 
RICHARD: (laughing) She's built like Sylvester Stallone! 
ALL: (laugh). 

DY: When you said "she's built like a brick shit house", the actions were like you were talking about 
breasts. 

ALL: (laugh). 
JAMES: (laughing) She has got so much breast. 

(simultaneously) CHRISTOPHER: I would never argue with her if she want something 
done I'd do it. ' 
(simultaneously) ALL: (laughing uncontrollably). 

DY: Sorry, was I not suppose to point that out? 
SIMON: (laughing) No, I mean she's like, big like Uuts elbows out to the side, clenches fists in classic 

'muscle-man' pose). 
ALL: (interrupting, laugh hysterically). 
DY: You said she's built like a brick shit house and went... 
SIMON: (Interrupting and laughing so hard that he can barely speak) No, I meant, I meant to go like ... 

(repeats 'muscle-man' pose). 
ROB: She's a footballer, her legs are just like ... (laughing so hard that he can barely speak) 

ginormous, they make us look puny! 
CHRISTOPHER: She plays football a lot, and when she takes a shoot everyone just like jumps out of t 

he way, dives for cover! 
DY: Does she play football with you lot? 
JAMES: Used to. 
RICHARD: She used to. 
CHRISTOPHER: When she does, she was such a great player. 
DY: Why doesn't she play football with you anymore? 
CHRISTOPHER: She's hanging around with the girls more. 
SIMON: She's realised she's not a boy. 
RICHARD: She's turned more feminine. 
[ ... J 
CHRISTOPHER: As long as your not in goal when she shoots. 
ALL: (laugh). 
CHRISTOPHER: (laughing) Feel sorry for whoever is. 
RICHARD: She is a bit dangerous. 
ROB: Yeah I know, I used to get... 
RICHARD: (interrupted) Jump out the way. 
CHRISTOPHER: Just kick the ball for your life. 
ROB: Yeah Molly, oh dear, 'cos I got booted by the ball in the groin area once, it really hurt. 
DY: Off Molly's shot? 
ROB: Molly's shot. 

Scene 2: Geeza Girl 

During a discussionlinterview with MOLLY and NICOLA (Year 11 girls, White), MOLLY takes her school 
diary out of her bag and offers it to DY to look at. DY flicks through to the 'Commendations'section at the 
back. 

DY: (reading aloud from MOLLY'S school diary) Commendations: "For being very masculine and for being 
a dedicated geeza, well done". 
MOLLY: (indicating NICOLA) That was her. She calls me that all the time, look: (indicating several other 

instances in her school diary and reading aloud) "geeza". 
(simultaneously) Nicola: (laughs) 

DY: How do you feel about that? 
MOLLY: (still reading) "for being a school bod and for being the biggest and best geeza-girl". 
DY: How do you feel about being called that? 
MOLLY: It doesn't really bother me, it doesn't really bother me. 
DY: Do they think you should be more girlie? 
MOLLY: But then I wouldn't be me would I? They do say stuff about wearing girls clothes, I do out of 

school, but not in school. 
NICOLA: (shrieking) I've seen her wearing her bridesmaid's dress! 
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MOLLY: See, it's a big thing. 
(simultaneously) NICOLA: (laughs) 

NICOLA: It depends on if she likes the attention or not. Even what Molly wears, she don't care what anyone 
else says. 

MOLLY: Just cos I play football and, OK, I'm kinda big, but I don't get it, they've been doing it for years 
now, 5 years now, all the boys used to do it really bad. 

NICOLA: (laughing) But you shut em up! 
MOLLY: No, but they just don't give a toss anymore. But I don't care. She still calls me it. 

Scene 3: Restraining, embracing 

Sta~dingJn a ragged line in the corridor outside the tutor room before a PHSE lesson. Molly walks up 
behind Nicola and wraps her arms around her upper torso restraining her arms. Without looking around to 
see the face of her assailant, Nicola giggles and exclaims: "Molly!". Molly laughs and loosens her hold, 
allowing Nicola to almost wriggle free. Nicola turns so that she is sideways on to Molly and tries to take 
hold of Molly's wrists. Nicola giggles, squeals and exclaims: "Molly!" and Molly chuckles. They continue to 
grapple in this way until Molly again takes hold of Nicola from behind and laughs. Nicola lets her arms drop 
to her sides. They stand in this restraining embrace for a few moments. As Molly lets go they both smile 
and laugh. 

The Scenes within Episode 12 represent three moments in the constitution of Molly's 

own identity. My analysis suggests that there is considerable ambiguity amongst pupils 

over the viability and legitimacy of Molly's (un)femininity and that this identity is 

subject to ongoing inscription, contestation, and reinscription. Within the Episode, it 

seems that Molly's constituting practices of her own identity trouble authorised and 

enduring constitutions of masculinity and femininity as well as their complementary 

opposition and natural discreteness. Through these practices it appears that Molly is able 

to reinscribe the subjugated identity which is (tentatively and potentially) assigned to her 

by the unknown boys. In so doing, her practices appear to render legitimate (at least 

partially and provisionally) a gender identity which is implicitly proscribed against 

within the authorised pupil discourse. 

In Scene 1 the boys deploy a series names which are potentially constitutive of Molly. 

The boys name Molly "Geeza" and "Sylvester Stallone", she is "built like a brick shit 

house", her legs are "ginormous" and make these boys "look puny". These are not 
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neutral namings. Within authorised discourse, biological sex -- male/female -- is 

constituted as a natural opposition which exists in a linear and causal relationship with 

gender -- masculinity/femininity. In the discursive frame of sex-gender1, masculinity is 

active and physically powerful while femininity is passive and physically delicate. The 

boys' linguistic and bodily practices appear to constitute Molly's physical masculinity. 

Yet within the discursive frame of sex-gender Molly -- a girl-- cannot be masculine. 

These namings of Molly are impossible constitutions. 

Reflecting the commendation seen in Episode 4, the boys also assert Molly's physical 

sex -- her breasts, her realisation that she "isn't a boy" -- a sex which forecloses her 

masculinity and demands her femininity. The boys hilarity throughout the Scene 

suggests that they have a practical sense of the impossibility of Molly's masculinity. 

Rather than being constitutive of Molly's masculinity, the boys practices appear as 

injurious namings which potentially constitute Molly's lack of, unacceptable, or 

illegitimate femininity. Molly cannot be man or boy, but she is not appropriately girl or 

woman either and she is subject to censure for this. 

Yet there is a degree of ambiguity within the boys' constituting censure of Molly. She is 

introduced into the discussion through being identified as a girl with whom the boys 

have a preferred friendship. Furthermore, and citing the discourse of the tomboy, the 

boys are respectful of Molly's footballing skills. Yet these concessions are not straight 

forward. Molly is identified as a friend but is accused of inconsistency within this 

friendship. While her football skills are praised, it seems that she is denigrated for being 

too good -- a denigration which seems unlikely to be applied to a boy. Her football 

skills deserve respect but are simultaneously deployed in the ongoing constitution of her 

unacceptable femininity. Molly's masculinity is also a potential threat to the boys' own -
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- on the football field and in thigh circumferences Molly's masculinity exceeds the boys 

own
2

• This is a threat which appears to be protected against by simultaneously asserting 

Molly's masculinity, the impossibility of this and, therefore, transforming this into an 

unacceptable lack of femininity. In short, Molly has acted outside her place in discourse 

and implicitly threatened the boys' place. The boys' discursive practices tacitly attempt 

to recuperate this and return Molly to her 'proper' place. 

However, the recuperating effect of the boys' discursive practices are by no means 

guaranteed. Indeed, it seems that the boys are in something of a quandary concerning 

Molly. Within the boys' discourse Molly is potentially constituted as at once masculine 

and feminine -- an identity which the authorised discourse suggests is an impossibility 

and which the boys' tacitly attempt to disavow. Is it possible that Molly's discursive 

practices effect an intelligible identity which is somewhere between, straddling or 

outside the man-masculine/woman-feminine binary? I will consider this possibility as I 

examine Scenes 2 and 3 of Episode 12. 

In Scene 2 the 'commendations' that pupils have written in Molly's school diary-- their 

textual performative interpellations -- are repeated and discussed. Molly has been called 

-- "masculine", "geeza", "school bod", "geeza-girl". The boys' namings in Scene 1, 

then, are not isolated potential constitutions. Rather, Molly's (un)femininity-Imasculinity 

is constituted through citational chains which suffuse the pupil milieu and which are 

reported to have endured throughout her time in the school. Within the Scene it appears 

that these are names which have injured Molly in the past and, despite her assertion that 

she is "not bothered", continue to at least confuse her. Yet Molly is not interpellated in 

these ways by pupils with whom she has conflictual relationships. The boys identify 
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Molly as a friend and Nicola, who is the author of many of the 'commendations' being 

discussed in Scene 2, has a close friendship with Molly. 

In Scene 1 the boys offer Molly's body -- her stature, strength and physical skill-- as 

'evidence' of her (un)femininity-/masculinity. In Scene 2 it appears that Molly is well 

aware that playing football and being "kinda big,,3 are deployed by other pupils as 

'evidence' of her (un)femininity-/masculinity. Within popular discourse football is 

constituted as a pursuit of boys and men. This is a constitution which cites and inscribes 

discourses of physical strength and mastery and is, in tum, constitutive of masculinity. 

In this discursive frame physical size is also sexed and gendered. Constituted by and 

constitutive of the man/woman binary, man is physically big (and strong) while woman 

is physically small ( and delicate). 

In Scene 2 the way that Molly dresses is added to the bodily 'evidence' of her 

(un)femininity-/masculinity. Molly suggests that other pupils think she should wear 

"girls' clothes", a suggestion which cites and inscribes clothing as intrinsically 

differentiated by gender and which infers that, in the context of this intrinsic 

differentiation, Molly wears 'boys" clothes4
• Molly seems to be in a double bind here. 

Her usual clothes are deployed as (constituting) evidence of her (un)femininity­

Imasculinity. Yet when these clothes are contrasted with that most feminine of garments 

-- the bridesmaid dress -- this is worthy of comment and a source of hilarity for Nicola. 

Molly's assertion that she "wouldn't be me" if she dressed otherwise infers that she and 

other pupils have a practical sense of the potential performative force of such bodily 

practices. Even as Molly is pressurised to wear "girls' clothes", then, the comment and 

hilarity when she does so highlights the endurance of Molly's bodily performatives and 

the unintelligibility of doing/being otherwise. In turn, this suggests that girls' clothes 
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might not be appropriate attire for Molly -- femininity might not be her 'proper' place 

after all. Indeed, the contradiction and ambiguity around how Molly 'should' dress 

might suggest that her identity is constituted through and constitutive of a possible 

fissure within the discourse of the sex-gender binary. 

Molly does not concede these potentially performative constitutions of her 

(un)femininity-/masculinity, asserting "I don't get it". Throughout my analysis in this 

and preceding chapters I have demonstrated the sedimentation and endurance of sex­

gender discourses within the pupil milieu. While Molly might not adhere to these 

discursive imperatives, it is almost certain that she is well aware of them. Indeed, the 

discussion represented in Scene 2 is itself illustrative of Molly's awareness. It is 

possible, however, that Molly does not "get" quite how she transgresses these 

imperatives. I have noted that her body and mode or dress are not markedly different 

from those of many other girls. Indeed, apart from her exceptional footballing skill, 

Molly's 'difference' seems almost intangible. Perhaps it is subtle and almost inscrutable 

'differences' in the dispositions of her discursively formed and formative bodily habitus, 

in her body-reflexive practices, which underpin this (un)femininity-/masculinity but 

which are made accessible and intelligible by being attributed to her footballing, her 

stature and her clothes. 

When Nicola claims that Molly "don't care" what she is called by the boys and asserts 

that Molly has "shut them up" (inferring actual or threatened physical violence) she 

(gleefully) contributes to the ongoing constitution of Molly's (un)femininity­

/masculinity. Nicola implicitly cites and inscribes authorised discourses of binary sex­

gender in which the absence of emotional sensitivity to name calling and the capacity for 

physical violence are positioned as masculine. But as I discussed earlier, the discourse of 
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sex-gender proscribes the possibility of Molly being masculine. Nevertheless, Nicola is 

identified here as the author (but not the originator) of the name "Geeza-girl" -- a name 

which appears to have some enduring perfonnative force. Geeza-girl is only one of a 

number of names deployed to interpellate Molly. I will consider this name in some detail 

here as.it seems to offer particular insight into the potential reconstitution of Molly. 

Geeza-girl is potentially constitutive of Molly's (un)femininity-/masculinity. At the 

same time, however, geeza and girl are incommensurable within the authorised 

discourse which positions geeza of one side of the sex -gender binary and girl on the 

other side. Yet geeza does not supersede girl here. Rather Nicola hyphenates these terms 

and deploys this sutured geeza and girl to interpellate a single identity (rather than duel, 

oppositional identities). This suggests that these terms might not be as mutually 

exclusive as they appear within authorised discourse. Through the interpellation of 

Molly as "Geeza-girl" a fissure within the sex-gender binary becomes evident. If Molly 

can be (is) Geeza-girl, then perhaps the relationship between sex and gender is not quite 

as linear and causal as it appears, and perhaps female sex and masculine gender are not 

as incommensurable as authorised discourse constitutes them as being. Furthermore, if 

Molly can be (is) Geeza-Girl then perhaps the identities of other pupils, and subjects 

more broadly, can transgress the sex-gender binary too. 

In Scene 2, as in Scene 1, Molly is perfonnatively interpellated in ways which are 

injurious and constitute her as (un)feminine-/masculine. But in doing so these 

perfonnative names simultaneously problematise the givenness of the binary oppositions 

which Molly's identity is constituted as having transgressed, exceeded or troubled. 

Geeza-girl is constituted through and constitutive of a fissure in the authorised discourse 

of binary sex-gender. 
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Scene 3 represents a sequence of bodily practices which contribute to the constitution of 

Molly as Geeza-girl. These practices also trouble the sex-gender binary while 

simultaneously contributing to the constitution of masculinity and femininity as discreet, 

oppositional and complementary. My analysis of Episode 5, Scene 5 suggested that 

physical contact between girls is commonplace within the pupil sub-culture. Yet the 

physical contact between Molly and Nicola represented in Scene 3 seems to diverge 

from the everyday bodily practices of girls within the school. Physical contact between 

girls tends to cite and inscribe discourses of the cohesive and consensual nature of girls' 

friendships as well as feminine bodily practices of caring, comforting and nurturing. 

Molly and Nicola's bodily practices in Scene 3, however, are reminiscent of the bodily 

practices of William and Pipa in Episode 5, Scene 6 and Owen and Lucy in Episode 5, 

Scene 7. In Chapter 6 I suggested that these bodily practices are suffused with (hetero-) 

sexual content and constitutive of (heterosexual) masculinity and femininity. 

The bodily practices of Molly and Nicola in Scene 3 can be understood in similar ways. 

It seems that Molly's bodily practices cite and inscribe her physical strength and mastery 

-- her masculinity. On the other hand, Nicola's bodily practices cite and inscribe her 

physical weakness and passivity as well as her (half-hearted/feigned) resistance to this 

masculine strength and mastery -- her desirable (virgin) femininity. As such, Molly and 

Nicola's bodily practices cite and inscribe heterosexual masculinity and femininity and 

the oppositional relationship between these at the same time as they trouble the 

givenness of masculinity and femininity and their correspondence to male and females. 

My analysis of Episode 12 suggests that Molly is constituted in a way which authorised 

discourse suggests 'should' be unintelligible but which, nevertheless, appears viable 

within this context. Through censure and attempted recuperations, pupils attempt tacitly 
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to return Molly to her 'proper' place in discourse -- femininity. Yet, these practices often 

seem to misfire and contribute to, rather than disavow, the ongoing constitution of Molly 

as intelligibly (un)feminine-/masculine. Indeed, in this specific context and in relation to 

this specific pupil, this (un)femininity-/masculinity appears to have such enduring 

performative force that it appears to have become Molly's 'proper' place. Molly's 

identity exceeds authorised femininity, so much so that it seems that it is within these 

terms that Molly might be rendered an unintelligible subject. The discursive practices 

represented within the Episode appear to expropriate masculinity and constitute an 

intelligible unfemininity. In doing this, the constitutedness of masculinity and 

femininity; binary sex; binary gender; and the linear and causal relationships between 

sex and gender are exposed. In the discursive frame of the pupil milieu Molly causes 

sex-gender trouble. 

Performative performances: Leaving Day and National Record of Achievement 

Day 

A number of practices which might be understood as resistant, or even moments in a 

politics of performative resignification/reinscription, were found within the contexts of 

two events which mark the end of compulsory schooling for year 11 pupils in Taylor 

Comprehensive. These events are 'Leaving Day' and 'National Record of Achievement 

Day' (NRA Day). It is perhaps unsurprising that events (rituals) which mark formally the 

end of compulsory schooling become contexts in which schooled identities are resisted. 

Indeed, it might seem that by their very nature these events will mark a rupture with or 

end to schooled identities. Yet it must not be assumed that pupils moving out of 

compulsory schooling will have either the desire or discursive capital to jettison 

schooled identities. While in some instances these events seem to be taken up as arena in 

which (particular) hegemonic identities can be resisted and reinscribed, in other 
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instances they appeared as moments of further citation and elaboration of (particular) 

schooled identities. As I have argued in the preceding chapters, identities, and the 

discourses through which they are inscribed, cannot be simply discarded and/or 

reinscribed. Rather, there are likely to be significant continuities between the many 

identities constituted within the school and those constituted across broader contexts and 

beyond compulsory schooling. 

Episode 13 and Scene 2 of Episode 14 draw on pupils' practices in the context of 

Leaving Day and NRA Day. In order to make sense of these identity practices it is 

necessary to understand the contexts in which they were situated. For this reason I will 

sketch an outline of the nature, purposes and activities involved in Leaving Day and 

NRADay. 

Leaving Day 

Leaving Day is the day on which year 11 pupils attend their final timetabled lessons of 

compulsory schooling prior to the 'study break' which precedes the return of most pupils 

to sit at least some GCSE examinations. That is, it is their final day as fully fledged 

pupils. 

On the morning of 'Leaving Day' pupils are expected to attend lessons as usual. During 

the period which would usually cover the lunch break and part of the afternoon teaching 

session, pupils, form tutors and the head of year gather for a series of activities. First, 

there is a show in the Drama Studio where a number of pupils and staff entertain the 

assembled group with songs, dances, poems, and skits. The group then moves to a sports 

field. A photograph of the year group is taken and then the tutor groups have a mini 

inter-tutor group sports contest. The mood is informal and celebratory, pupils gather in 
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groups hugging, crying, joking, taking photos, and writing on school t-shirts and 

sweatshirts (as mentioned in Chapter 5). There is a sense of this being the pupils' time, 

of the event being captured by/surrendered to the pupils. It also seems that the 

teacher/pupil hierarchy is blurred -- while not equalised, the distance between the status 

of teacher and (almost) ex-pupil seems to be narrowed. 

NRADay 

NRA Day is the formal ceremony at which pupils are presented with their 'National 

Record of Achievement'. Over the course of Years 10 and 11 pupils in Taylor, and their 

peers in schools across the UK, spent time preparing an individual National Record of 

Achievement (NRA). These comprise a personal statement from the pupil, examples of 

work from each subject area; statements from subject teachers; certificates of 

commendation for effort, behaviour and attainment; details of extra curricular activities 

and attainments; and a formal statement of the pupil's predicted GCSE grades (see 

Gillborn and You dell 2000 for a discussion of the implications of such predictions). 

Taylor Comprehensive provides each pupil with a presentation folder, the front of which 

carries the school crest embossed in gold, in which their NRA is displayed6
. 

The NRA Day ceremony takes place late in the Summer Term, shortly after the final 

GCSE examinations have been taken but prior to the publication of GCSE results. 

Parents, teachers and year 11 (ex -)pupils assemble in the school's main hall. Speeches 

are made, prizes in each subject are announced, each pupil is presented with their NRA 

folder and some teachers and pupils provide musical entertainmene. After the event 

pupils are invited to join their form teacher for a glass of 'champagne' (reduced alcohol 

sparkling wine). A cold buffet is also provided for all those who attend. The event 

begins late in the morning and runs through to mid afternoon. 
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Resisting the Black challenge to White Hegemony, reinscribing Blackness 

In chapters 4 and 5 I detailed the ways in which pupils' discursive practices contribute to 

the ongoing constitution of raced identities. I showed how a Hierarchy within the Other 

and Schema of raced hetero-sex, with Black pupils at the pinnacle of both, are implicitly 

cited and inscribed through these practices. In Chapter 6 I demonstrated the interaction 

between constitutions of Black sub-cultural identities and institutional constitutions of a 

Black challenge to White hegemony. I suggested that the interaction between these 

discursive frames constitutes Black pupils in particular ways. Specifically, the Black 

sub-cultural identities which imbue Black pupils with particular status and prestige 

within the pupil milieu are the very identities which are deployed within institutional 

discourse as 'evidence' of the Black challenge to authority. In this discursive frame 

Black sub-cultural identities are constituted as incommensurable with the ideal, or even 

tolerable, client of schooling. 

This does not mean, however, that all Black pupils are inevitably banished to an 

educational wasteland. As I have stressed throughout my analysis, the risk of failure and 

misfire as well as the possibility of recuperation or reinscription are intrinsic to such 

constitutions. My analysis of Episode 13 examines these possibilities. Drawing on the 

notion of resistance within accommodation (Mac an Ghailll988) I suggest that through 

their practices within Leaving Day and NRA day a group of Black girls can be seen to 

assert the legitimacy of Black sub-cultural identities; resist the constitution of these 

identities as synonymous with a challenge to authority; and (potentially and 

provisionally) reinscribe a Black identity which simultaneously incorporates sub-cultural 

and school values. 
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Episode 13: Bitches and Bibles 

Scene 1: Bitches 

Venue: 
Performers: 

Audience: 

Drama Studio, Leaving Day 
MARCELLA (year 11 pupil, girl, Black) 
JASMINE (year 11 pupil, girl, Mixed-race) 
NAOM I (year 11 pupil, girl, Black) 
MARCIA (year 11 pupil, girl, Black) 
NATASHA (year 11 pupil, girl, Mixed-race) 
Year 11 pupils, form tutors, members of the SMT, DY. 

The ~uditorium ha~ tiered seating on three sides arranged around a large empty floor space. The forth side 
of this floor space IS flanked by a low-level stage. The seating capacity of the Drama Studio is barely 
adequate to accommodate the entire year group. FORM TUTORS, members of the SENIOR 
MANAGEMENT TEAM and PUPILS are squashed together in their seats, with an over-spill of PUPILS 
seated on the floor at the edges of the central floor space. The HEAD OF YEAR, who is hosting the event, 
is on the stage. He also provides some musical interludes along with the school MUSIC TEACHER and a 
FORM TUTOR. The room is illuminated only by stage lighting on the stage and, when in use for 
performances, the central floor space. 

The head of year announces that the next entertainment will be a dance performed by MARCELLA, 
JASMINE, NAOMI, MARCIA, and NATASHA. The girls enter the auditorium and assemble in the large 
performance space in the centre of the room. 

The girls are wearing tight fitting micro or circular cheerleader skirts or cycling shorts. These are paired with 
cropped vests and bra-tops; some sports style, others beach style with fabric ends dangling from where 
they have been knotted between uplifted breasts. Skirts and shorts are in shinning, Iycra-mix synthetics, 
tops are in cotton-Iycra mix. These outfits combine black and white with bright blues, reds and greens. All 
the girls have bare legs and wear trainers with well known brand labels. Hair is perfect. The Mixed-race 
girls have long hair worn slicked back from the face into a tall bun. This bun is worn high on the top of the 
head and given added elevation by fabric accessories bound up from the base. The Black girls have 
shorter hair worn in straightened jaw length graduated bobs, with slicked side-parted fringes and kiss-curls. 
The outfits not matching but their shared sub-cultural source is evident. 

The performers receive an uproarious welcome as they enter the room. There is loud applause; cheering; 
wolf whistling; bent elbows circling clenched fists above heads and in front of bodies accompanied by "boo 
boo boo"; some boys call out to the girls by name and make sexual propositions. The girls are smiling to 
one another and to friends they see or hear in the audience, including some of the propositioning boys. 
They look to one another: "ready?" "ready". They stand in two staggered lines of 3 and 2, feet apart, arms 
held out diagonally, heads turned to one side. Naomi, on the front row, bends, hits the play button on a 
tape recorder and gets back into position. A moment of silence then the music starts. 

The watching pupils repeat their welcoming noises and gestures when the music starts - a well known 
song that has recently been successful in the mainstream music charts. While it's hip-hop roots are clear, it 
has a R 'n 'B feel which undoubtedly contributes to its mainstream success. The lyrics are overtly sexual 
but the extremely explicit lyrics of some hip-hop is absent. The girls begin to dance. They perform a 
synchronised dance routine of the sort commonly seen in promotional videos for music of this genre. Its 
execution is proficient but is not outstanding. Included in the dance routine are moves where the girls bend 
over forwards, rocking their upper torsos from side to side accentuating the display of plunging cleavages. 
It also includes moves which involve the girls thrusting their hips back and forth while standing with feet 
apart and knees bent. At times they do this while straddling one another's thighs. These moves are greeted 
by more appreciative noises and gestures from pupils in the audience. 

When the music ends the pupil audience gives a similar display to that which welcomed the girls. The girls 
laugh and smile and take repeated bow before leaving the auditorium. Once they have gone, it takes the 
head of year some time to quiet the pupil audience ready for the next act. 
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Scene 2: Bibles 

Venue: 
Participants: 
Audience: 

The main hall, National Record of Achievement (NRA) Day 
Year 11 pupils, form tutors, head of year, headteacher. 
Parents/carers, family members, guests (including DY) 

A low level platform is against the centre of one wall. Above it hangs a painted banner which read aAII the 
Best for the ~uture, Class of 98". The HEADTEACHER, who is the keynote speaker, is seated on the 
platform behmd a cloth draped table. The MUSIC TEACHER is seated at a piano. The HEAD OF YEAR 
who is hosting, sits on a stool in the middle of the platform. At his side are JASMINE and NATASHA wh~ 
are assi~ting the HEAD OF YEAR/n hosting the event: Flanking each side of the platform and facing in 
towards It, each TUTOR GROUP IS seated together wIth their FORM TUTOR. The AUDIENCE of 
parents/carers, family members and other guests are seated facing the platform and rows of pupils. 

The main event is the presentation of NRA folders. Each form tutor goes up on the platform in tum to 
present the folders to their tutor group members. The head of year calls out the name of each individual 
pupil. As their names are called, pupils rise from their seats and walk up onto the platform. They shake 
hands with their form tutor and are handed their NRA folders. Some pupils plant a hesitant kiss on the 
cheek of their tutor. Women teachers are kissed by both girls and boys. Men are kissed only by girls. 
Having been handed their NRA folder, pupils return to their seats. In sum, pupils are required to sit, walk, 
shake, accept, walk, sit. This process is repeated for almost every member of the year group which 
includes more than 200 pupils. There is persistent polite applause throughout this process. 

Outfits: 

1. Bridget, Pipa, Suzi, Vici (White, middle-class, Dir'y 'ippieslBoffins) 
Evening dresses. To the floor (occasionally mid-knee) contour skimming bit not skin tight. Bootlace 
shoulder straps and cleavage. Metallics, negligee synthetics and lace, velour. Black, inky blue, sliver. Tyre­
soled or high heeled platform sandals. Chokers, leather corded pendants, and a feather boa. Expensive 
and high quality fabric and manufacture -- top end of the high street or small label designer/boutique. 

2. Annie, Diane, Molly, Mridula, Lucy, Su Lin (White, Indian, Chinese, working-class, 
known and unknown girlslShazas) 

Mix and match separates. Fitted jacket over skinny rib vest worn with bootleg pants or mid thigh straight, or 
kick pleat skirt. Variations on high heeled strappy sandals (except Molly in boots). Gold hoop earrings, fine 
or chunky twist/link gold chains, gold pendants especially initials and names in script, gold rings often 
sovereigns. White, grey and pastel blue, pink, lemon. Inexpensive and low quality fabric and manufacture -
bottom end of the high street or mass produced for the market. 

3. Juliet, Nicola, Sarah (Mixed-race, White, working-class, known girlS/Shazas) 
Mix and match separates and one pieces. Tight fitting mini dresses or skirts. Stretch and/or see-through 
fabric. Skinny rib tops or uppers with cleavage. Black, white and brights. Variations on high heeled strappy 
sandals. Gold hoop earrings, fine or chunky twist/link gold chains, gold pendants especially initials and 
names in script, gold rings often sovereigns. Inexpensive and low quality fabric and manufacture - bottom 
end of the high street or mass produced for the market. 

4. Marcella, Naomi, Marcia (Black, working-class, known girls) 
Two and three piece tailored suits. Long line jackets with skirt to top of knee. Mid chest square or diagonal 
neckline. Ivory or cream. Alternatively, tailored separates long line jacket and trousers .. Brights. Fla~ heeled 
black leather fashion court shoes. Quality heavy cottonllinen/silk. Department store, bndal, hand tailored. 

The group whose practices are represented in Scene 1 of the Episode includes both 

Black and Mixed-race girls. The three Black girls -- Marcella, Naomi and Marcia -- have 

had ongoing disciplinary problems with the school organisation throughout their school 
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careers. Marcella was originally in the same tutor group as Naomi but was moved during 

year 9. Marcella suggested to me that the school perceived her and Naomi as "trouble 

makers" and removed her from this tutor group in an effort to "separate" them. Inside 

her new tutor group Marcella had ongoing conflicts, of varying degrees of severity, with 

the Tutor. Both Marcella and Naomi were centrally involved in the conflict over the 

contested 'Coolie' identity discussed in Episode 3. Marcella received a fixed-term 

exclusion in relation to this conflict only weeks before Leaving Day -- her sixth fixed­

term exclusion from the school. Naomi and Marcia both reported having received 

multiple "threats" of exclusion and being warned that they were on their "last chance". 

Unlike Marcella, Naomi and Marcia, Jasmine (Mixed-race)8 does not have a history of 

disciplinary conflict with the school. Indeed, she appears to be immensely popular with 

teachers despite her close alliance with Marcella, Naomi and Marcia. On a day-to-day 

basis it seems that Jasmine sustains a desirable learner identity and a (moderately) high 

status sub-cultural identity9. 

This group of girls is highly critical of the school organisation and made significant 

contributions to the discussions of institutional racism which were outlined in my 

analysis of Episode 10. However, all of these girls recognise the 'A-to-C Economy' 

(Gillbom & Y oudell 2000) which frames GCSEs and seek to attain the benchmark of at 

least 5 higher grade passes. Within subjects which are set by ability and/or tiered the 

girls are positioned towards the middle of the set/tier hierarchy. Such placements are not 

always satisfactory to the girls. The girls, most notably Marcella and Naomi, suggest 

that within certain subjects their set/tier placement is too low and see this as a result of 

having an unjustified "bad reputation" amongst staff. This co-existing criticism of the 

school organisation and regard for educational qualifications suggests that the girls are 
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anti-school and pro-education, a relationship to schooling detailed by Fuller (1984), Mac 

an Ghaill (1988) Mirza (1992)10. 

My analysis here and my earlier analysis of Episode 10 suggests that the girls' 

relationships with education, the school and individual teachers are entwined with and 

underscored by their identities as Black girls. A provisional identification of the girls as 

pro-education and anti-school suggests that their identity practices might involve 

intentional and/or tacit resistance within accommodation. At the same time, however, 

the school organisation disavows Black sub-cultural identities and simultaneously 

deploys these in the constitution of a Black challenge to authority -- discursive 

manoeuvres which render Black sub-cultural identities and desirable learner identities 

incommensurable. These institutional practices are likely to interact with the girls' 

resistances and constrain the felicity of their accommodations. In this context it is 

interesting to examine both the fact and mode of the girls' participation in the Leaving 

Day show and NRA Day ceremony. 

Bitches 

Scene 1 is a moment in the citation, inscription and reinscription of the girls sub-cultural 

and learner identities. My analysis suggests that while it may appear on the surface to be 

an acquiescence to school values, it is also a moment of resistance to school values and 

particular schooled identities -- a moment of resistance which cites a multitude of minor 

skirmishes throughout the girls' educational histories. At the same time, it has the 

potential to provisionally reinscribe these schooled identities and reconstitute them 

again differently. Furthermore, in my outline of Leaving Day I noted that the event 

appears to have been captured by the pupils and/or surrendered by the school. The girls 

performance might be seen as moment which contributes to this capture/surrender. 
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In the discursive frame of the mainstream pupil milieu, it is the girls who are constituted 

within the terms of a coveted Black sub-cultural identity who are the key figures in this 

group. While Jasmine and N atasha' s race identity is less prestigious (but still substantial) 

in these terms, they have both studied GCSE drama and are (relatively) experienced 

performers. It is possible to conjecture, therefore, that Marcella, Naomi and Marcia 

might not put on such a public performance without the performance skills of Jasmine 

and Natasha. Conversely, it is possible to conjecture that Jasmine and Natasha's sub­

cultural status might not be high enough to put on such a performance without the other 

girls. Furthermore, given the specificities of the race identities cited and inscribed 

through the Hierarchy within the Other, it seems unlikely that these Mixed-race girls 

would put on this performance without the sanctioning participation of the Black girls. 

That is, the dance is racialised -- it cites and inscribes (gendered) Black sub-cultural 

identities. In the discursive frame of discreet and authentic races which frames the 

mainstream pupil milieu, such a performance by Mixed-race girls alone might be 

received as an expropriation of Blackness. As was seen in relation to 'Coolie' in Episode 

3, expropriations of race bring considerable censure. 

The Black girls' sub-cultural identities seem to assure a positive reception from peers. 

Yet this very identity is constituted, in part, through its oppositional relationship with the 

school organisation. This suggests that these girls might be unlikely to (ask or be 

allowed to) participate in such an event and that to do so would undermine the very 

identity that secures peer support, that is, it could be construed as pro-school. It may be 

that Jasmine's apparent (almostipartiaVsometimes) pro-school identity deflects the risk 

posed to the Black girls' sub-cultural identity by their participation. I would suggest, 

therefore, that the performance itself is made possible through a particular constellation 

of multiple biographical, sub-cultural and learner identities. 
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The dance can be understood as being performed for two overarching audiences __ 

teachers and pupils. As the preceding chapters have shown, the pupil audience is by no 

means homogeneous. Rather, it is self-consciously categorised along biographical and 

sub-cultural lines. Likewise, the teacher audience will also be differentiated, for 

instance, along biographical, cultural and professional axes. 

The girls have discursive agency -- their citational bodily practices have the potential to 

performatively constitute, whether intentionally or otherwise, themselves and others in 

particular ways. Their mUltiple audiences, however, also have discursive agency -- the 

meanings made and identities potentially and provisionally constituted through the girls' 

dance are mediated through the discourses which frame the (multiple) audiences' 

reception of it. Understanding these audiences as discursive markets suggests that the 

cultural capitals citation ally displayed and inscribed through the girls' bodily practices 

are likely be imbued with values which vary across these markets. The meanings cited 

and inscribed through the girls dance, therefore, are multiple, multi-directional and 

always at risk. 

In terms of the (multiple) pupil audiences the girls' discursive practices -- their dress, 

bodily movements and the music to which they dance -- cite and inscribe a Black hyper­

sexual heterosexual femininity. This is a femininity which contrasts with Marcella and 

Jasmine's sexual conservatism and policing of the moral scale seen in chapter 5. The 

girls' practices also display a version of the Black heterosexual femininity which the 

Schema of raced hetero-sex suggests is legitimately available only to Black boys. 

Simultaneously, these practices lay claim to, demonstrate and constitute the girls' 

location at the pinnacle of the Hierarchy within the Other. As such, the dance is a 

dramatic flaunting and inscription of the (almost indisputably) high value of the girls' 
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cultural capital within the discursive market of the mainstream pupil sub-culture. It also 

alludes to the existing (or potential) value of this within youth/street cultural markets 

which exceeds the bounds of the school. The value of this cultural capital has been 

accrued and constituted over time through the ongoing citation of the status of Black 

heterosexual femininities within the Hierarchy within the Other; the Schema of raced 

hetero-sex; the known/unknown binary; and youth/street culture more broadly. The 

dance (silently and provisionally) 'says' to the pupil audience 'this is how cool, high­

status and desirable we are, and how cool, high-status and desirable you (through 

multiple, varied but intersecting identities) are also/nearly/not'. 

In terms of the teacher audience(s) the girls' practices also constitute a Black sub­

cultural identity which cites and inscribes particular genres of music, dance, bodily 

gestures and adornments as well as particular urban experiences, lifestyles and 

relationships to the State. In the person of Black R 'n' B and hip-hop artists within the 

music industry, these sub-cultural identities have had notable professional and financial 

success. They have also had a significant influence on mainstream youth cultures 

globally. By citing these Black identities the dance 'says' to the school 'this is what you 

have refused to allow me to be and punished me for being. This is what you have forced 

me to deny/compensate for/retain at high cost. Now we are leaving school and you can 

no longer make any intervention. And there are places where thislI am sought after and 

valued -- you know that just from listening to the radio, watching TV and looking 

around at what everyone wears (including your own trainers),. 

However, as Connell (1995) has noted in relation to Black sports men, these R 'n' Band 

hip-hop artists are exemplars -- their success in the entertainment industry does not 

elevate the social status of Black identities in general. These exemplary Black identities 
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are restricted to this sub-cultural milieu without being generalised to other discursive 

markets. That is, just because some Black artists are professionally successful, ha\'e 

massive global record sales and are emulated by young people from across di\'erse 

biographical backgrounds, this does not mean that these girls (Black young people in 

general) become more desirable as pupils, potential employees, citizens. Indeed, the 

success of the girls' emulation of these exemplary figures may well contribute to their 

undesirability beyond this specific sub-cultural milieu. The teachers undoubtedly 

recognise this citation and the exemplary status of successful Black R 'n' B and hip-hop 

artists. Furthermore, the sub-culturally status-laden and exemplary Black identities the 

girls are flaunting, citing, and constituting are the very identities which the school has 

simultaneously disavowed as being intrinsically beyond the bounds of the tolerable (let 

alone ideal) client and deployed in constituting these identities as anti-school and a 

challenge to authority. 

The citations and inscriptions of the girls' dance, then, can be understood as a moment in 

which the Black sub-cultural identity which is institutionally disavowed is provisionally 

reinscribed as the most desirable and prestigious identity through the citation of popular 

sub-cultural discourses. In this sense it might be understood as a moment of a politics of 

performative resignification. Yet in doing this, the dance also confirms (cites) the 

school's discourse of the Black challenge to authority and this confirmation (citation) 

means that the resignification is highly tenuous and open to rapid recuperation. 

Bibles 

Scene 2 is also a moment in the citation, inscription and reinscription of sub-cultural and 

learner identities. Like their participation in the Leaving Day show in Scene 1, the dress 

of Marcella, Naomi and Marcia in Scene 2 might suggest that they have finally 
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acquiesced to the school values and are attempting to constitute themselves, at this last 

moment, as the ideal client of schooling. While this might be the case, it is also a 

moment of resistance to the constitution the Black challenge to authority in general and 

the girls' undesirable learner identities in particular. As such, it is moment in which 

these schooled learner identities are reinscribed again differently. 

On NRA Day parents and families are added to the mUltiple pupil and teacher audiences 

of Leaving Day. As I noted in my outline of NRA Day, this is a formal occasion which 

cites the Speech Day of the prestigious grammar school. As such, it is an event 

dominated by the school organisation which is not open to capture by/surrender to the 

pupils. Nevertheless, NRA Day does take on an unofficial, secondary functions for many 

(if not all) girls. Through clothing and adornments (which have been much discussed in 

the preceding weeks and even months) the event becomes a fashion gala. The outfits 

represented in Scene 2 indicate both the differences between and continuities across 

girls' bodily practices of femininities. 

When exploring clothing as potentially performative bodily practices, it is important to 

bear in mind a number of practicalities which may have some influence on them. For 

instance, when shopping for an NRA Day outfit girls are likely to have been constrained 

(to varying degrees) by the cost, durability and transferability of a particular outfit or 

garment. Parental consent/permission for particular clothing to be bought and/or worn 

for the event may also have been an issue for some girls. In addition, girls' personal 

'taste' and 'style', as well as that of their friends/family, is undoubtedly a key influence 

on these outfits. While this may seem a banal point, understanding such 'taste' and 

'style' as citational and constitutive of dispositions of a performative bodily habitus 

suggests that these NRA Day outfits are potentially constitutive of identities. 
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My representations of girls' NRA Day outfits within Scene 2 and the analysis which 

follows runs the risk of appearing judgmental; citing and deploying caricatures and 

stereotypes; and inscribing these girls' identities through its own performative force. Yet 

these are judgements, citations, deployments and inscriptions which are made, often 

unintentionally and tacitly, on an ongoing basis. Without them the subject is inaccessible 

(not a subject). These practices contribute to 'who' and 'what' the subject is and are an 

integral part of the discursive practices through which identities are constituted. 

Clothes, are not neutral surfaces which are imbued with meaning only when they 

enclose the body of a wearer (Barthes 1967). The observer sees the cut and quality of the 

cloth, the style of the garment, the material and design of the jewellery. In a glance 

gender, class, race, sexuality is 'known'. This is the mundane, routine, everyday practice 

of the ongoing constitution of identities. The subject who clothes hislher body has at 

least a tacit, practical sense of the potential performative force of the observer's 

mediations. The girls in Scene 2 know that their clothes and bodily adornments are seen 

and are potentially constitutive of their identities. Yet these constitutions are not simply 

imposed. The performative bodily habitus and body-reflexive practices of the wearer 

also mediate and bring meaning to clothes. In addition, the wearer has intent, albeit 

discursively constrained, and can seek to constitute himlherself in particular ways 

through his/her bodily adornments. My representation and analysis here, then, attempts 

to access and convey a layer of identity practices that is often taken to be so obvious or 

impolite that it goes unexamined. 

The outfits of the first group of girls can be understood as costumes; an ironic 

masquerade of the ultra-feminine prom queen. As such these costumes are a moment in 

the constitution of Dir'y 'ippie as an alternative, marginal and anti-school identity and 



exposure of the constitutedness of femininityll. As in Episode 2, however, the relative 

privilege of the girls' social class is also evident. The cultural capital and practical sense 

of the discursive markets of NRA Day which enables this masquerade; the obvious high 
'-

quality and cost of the outfits; and the confident and entitled chasse' with which these 

girls mount the stage to collect their "best in subject" awards as well as their NRA 

folders, are made possible by, cite and inscribe these girls' middle class status and 

concomitant positively orientated learner identities. While the masquerade constitutes 

Dir'y 'ippie and troubles the naturalness of femininity, it simultaneously exposes these 

girls as the "bods" and "boffins" which the Shazas and Bazas always said they were. 

The outfits of the second and third group of girls cite and inscribe the heterosexual 

femininities constituted through the discourse of the virgin/whore binary discussed in 

Episode 4. The attire of the second group cites the office job interview, the registry 

office wedding, the family function. These clothed bodies (potentially and provisionally) 

performatively constitute a conservative, passive, subdued, oblique heterosexual 

femininity -- the virgin, and even the unknown girl 12
• The attire of the third group cites 

the pub, the nightclub, the rave, the party. These clothed bodies (potentially and 

provisionally) performatively constitute an overtly (hetero-)sexualised desirable 

femininity -- the known girl, and even the whore. It seems that the Group 3 girls might 

want to constitute themselves as the prom queen which the Dir'y 'ippies masquerade so 

effortlessly. Yet if these girls were given the money that the middle class girls spent on 

their NRA Day costumes, it is unlikely that they would come up with the same outfits. 

These girls lack the bodily dispositions and discursive capitals to choose them. If they 

were handed Bridget, Pipa, Suzi and Vici' s dresses to wear it is unlikely that they would 

wear them in the same way. These girls lack the bodily dispositions and discursive 

capitals to sashay onto the stage in this formal, school dominated and public context. 
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The obvious (relatively) low quality and cost of the clothes worn by the girls in the 

second and third groups exposes their working class status, or even poverty. This 

contrasts with the ample and often copious amounts of gold jewellery which these girls 

wear every day -- a persistent assertion (infelicitous (?) performative constitution) of 

their (relative) affluence within this working class milieu. While these outfits potentially 

constitute these girls as women, they also expose them as the Shazas that the Dir'y 

'ippies always said they were. 

The outfits of the fourth group of girls -- Marcella, Naomi and Marcia -- might be 

expected to explicitly reflect their identity practices seen on Leaving Day. That this is 

not the case underlines the contextual specificity of identity practices. It also underlines 

the ongoing nature of identity constitutions; the multiplicity of the subject's bodily 

dispositions; and the subject's deployment of hislher practical sense of mUltiple markets 

and the relative values of capitals within them. On NRA Day the girls are not the 

'bitches' they were on Leaving Day, and this being otherwise exposes the 

constitutedness of these identities and identities in general. 

In contrast with Scene 1, these girls' bodily practices in Scene 2 seem to assert their 

overt respect for the event (a respect perhaps not shown by the first and third groups of 

girls) and their willingness to go to considerable expense and effort for it. The styling 

and obvious high quality and cost of their attire cites and inscribes conservatism and 

affluence. It might also be understood as a citation of well dressed Black women 

gathered for Protestant worship and, therefore, an inscription of Black Christianity and 

concomitant respectability. In this way the girls' clothing seems to be imbued with the 

history of colonialism and slavery, the historicity of colonial discourses of Blackness 

and Black communities' responses to and resistances of these. The girls' attire, then. is 
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potentially performative of Black affluence, conservatism, religiosity and resistance. 

That is, it might be understood as a final attempt (whether tacit or conscious) to 

simultaneously resist the school's constitution of the Black challenge to authority (to 

convince the school that it has misjudged them) and to potentially reconstitute 

themselves again differently as Black and the ideal client. At the same time, the girls 

bodily practice here might be understood as a display of the group's solidarity and a 

celebration of their collective and individual literal survival of the school institution and 

its embedded racism. 

Discourses of phenotypic or physiognomic races and the Black challenge to White 

hegemony endure across contexts within the school and beyond. In this discursive 

frame, Marcella's, Naomi's and Marcia's 'bitches' of Leaving Day and 'ideal clients' of 

NRA Day are incommensurable. Despite this incommensurability, the girls' practices in 

Scene 2 resist institutional constitutions of the Black challenge to White hegemony and 

reinscribe their learner identities in terms of the ideal client of schooling. 

Yet the necessity of jettisoning the Black sub-cultural identity of Scene 1 in order to 

enhance the likely performative force of the reinscription of Scene 2 displays the costs 

of this reinscription. Furthermore, the enduring historicity of the authorised and 

institutional discourses which frame this context mean that, at the level of body-reflexive 

practices at least, the felicity of such a performative reinscription cannot be guaranteed 

and is likely to be fleeting. 

Resisting subjugated homosexuality, reinscribing gay masculinity 

Throughout the preceding chapters I have shown how particular modes of heterosexual 

masculinity and femininity are constituted as intelligible identities within the 

mainstream pupil milieu. Masculinities and femininities constituted through the 
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heterosexual matrix; discourses of compulsory heterosexuality; and the concomitant 

(explicit and/or implicit) disavowal and sUbjugation of homosexualities pervade the 

mainstream pupil milieu. My analysis of Episode 2 suggested that the Dir'y 'ippie pupil 

sub-culture sought to (potentially and provisionally) recuperate its marginalisation. This 

was seen in particular through the rejection of compulsory heterosexuality and the 

valorisation of non-heterosexual identities. I suggested, however, that these pupils' 

attempts to reinscribe both Dir'y 'ippie and non-heterosexual sexualities were unlikely 

to be felicitous in discursive markets dominated by the mainstream pupil sub-culture. 

This does not mean, however, that these discourses cannot be resisted. The Scenes 

within Episode 14 represent moments of resistance to compulsory heterosexuality and 

the disavowal and/or SUbjugation of homosexuality as well as the (potential and 

provisional) reinscription of intelligible gay masculinity. That is, the Scenes can be 

understood as moments in the politics of performative resignification. 

Episode 14: Bent as a ballet dancer 

Scene 1. 

Science Lesson, mixed ability. OY is sitting at a table with VICI and SUZI (girls, White). At the next table, 
SCOTT (boy, White) is sitting with three girls (al/ white). The class is noisy and inattentive and the teacher 
seems unable to counter this. There is a relatively high level of movement around the room. 

Scott comes and stands next to the table where Vici, Suzi and I are sitting. He leans down over the table, 
bending at the waist, and rests his elbows on the table top. He takes Vici's hands and enthusiastically tells 
her about a dance performance that he took part in the previous weekend. Daniel (boy, Black) walks past 
the table and, while passing, says in a derisory tone but to no one in particular: "He's getting ready" .. Scott 
and Vici exchange a momentary look but do not acknowledge Daniel's comment verbally. Scott continues 
to recount his story and a minute or so later he returns to his seat at the next table. 

Later in the lesson. Scott is in conversation with the girls sitting at his table. He takes a pair of pink ballet 
shoes, with hard toes, out of his bag. He holds the shoes in his hands and examines them while listening 
and contributing to conversation. Vici, Suzi and I notice Scott examining his ballet shoes. 

Vici: (calls out) Scott, are they your en pointe shoes? 
Scott: (looks over with a (feigned) surprised smile) No, they're for footwork. 
Vici: They're beautiful. 
Suzi: (chuckling) Your feet must be so scummy! 
Scott: (nods and laughs) They are. (replying to VICI) These are my practice ones, you should see my 

good ones, they're satin!. 
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Vici smiles at Scott and the conversation ends. Scott returns to his previous conversation and while 
cha~t!ng, puts his b~".et sh.oes on. He stands u~ and runs through a short sequence of classic~1 ballet 
posltl~ns, ?~fore raising hlms~lf up onto the POints of his toes, his arms outstretched to the front and side. 
T~e girls. sitting at the table. with S~ott wa~c~ and smile .. Vici calls: "Beautiful, Scott2 and begins a round of 
brief, delJcate.applau~e which SUZI and I Jo~n. Scott smiles and bows before sitting back down. He rejoins 
the conv~rsatlon ~t his table. After a f~w minutes he takes off his ballet shoes off and puts them on table in 
front of him. A while later he returns his ballet shoes to his bag. 

Scene 2. 

Drama Studio, the Leaving Day show. The head of year announces that the next entertainment will be a 
dance by SCOTT. He introduces Scott as an "incredibly talented young man", reporting that Scott has 
recently been accepted into one of the UK's most prestigious dance schools. The head of year says that 
Scott was reluctant to perform in the Leaving Day show, concerned over how his dance -- which he 
performed for his successful audition -- would be received. 

The lights in the Drama Studio go out. A spotlight goes on and follows Scott as he enters and stands 
stationary in the middle of the central floor space. He is wearing a pair of white cotton-jersey track suit 
trousers. The trousers sit just below his waist, the hems are turned up exposing his ankles. This is the only 
garment that Scott wears. He is bare foot. His torso and arms are lean and well toned. His muscular and 
skeletal structure are extremely well defined. He has a small, black Egyptian-style tattoo on one shoulder­
blade. The audience is momentarily silent, then gives light applause. 

The spotlight goes out and contemporary classical music begins. Low level lighting illuminates the central 
floor space and Scott begins to perform. The dance is extremely well choreographed and professionally 
executed; Scott's skill is indisputable. The fast-paced dance and music convey a sense of peril, pursuit and 
conflict. Scott's bodily movements are arresting. He sweeps around the entirety of the central performance 
space, sometimes lowering himself to the floor, sometimes leaping high into the air, sometimes lunging 
forwards and imposing into the space of those seated in the front rows. The first time that Scott lunges in 
this way there is an audible gasp from the audience. As the dance ends Scott is spotlighted in a frozen 
pose on the ground. There is a moments silence before the applause begins. The applause is loud but 
does not include the cheering, "boo boo boo"s or whistling of Episode 13, Scene 1. Scott rises and exits the 
Drama Studio. The applause dies and there is silence punctuated by whispered conversation. 

Scene 1 represents a collection of discursive practices within the everyday context of a 

classroom. Leaning over a desk and resting elbows/forearms on the tabletop while 

talking to someone seated there is by no means exceptional. Indeed, this is a bodily 

practice which pupils and teachers engage in all the time. Yet when Scott engages in this 

bodily practice it seems to contribute to the ongoing constitution of his gayness and 

precipitate a series of further practices through which intelligible sexualities are 

constituted and contested. 
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Scott is 'out' within the school. As discussed in relation to Episode 2, a number of pupils 

in the year group identify as gay, lesbian, bisexual and/or queer. Of these pupils. 

however, Scott is the only one who appears to attempt actively to ensure that his non­

heterosexual identity is known across the school. Scott, it seems, is engaged in ongoing. 

intentional constitutions of himself as gay. For instance, his school diary is decorated by 

images which cite and inscribe this gay identity and a gay aesthetic: a large rainbow flag 

sticker; red ribbon and World Aids Day stickers; magazine clippings of monochrome 

images of semi-clothed young men and dramatic landscapes. Inside the school Scott is 

never seen in the company of other boys and he is dismissive of Tom, the other boy in 

the year group known to identify as gay. However, he has a number of close friendships 

with Dir'y 'ippie and known girls. These friendships are tactile, affectionate and include 

much verbal mutual admiration -- citing and inscribing the gay man and straight woman 

(injuriously 'fag-hag') relationship of popular and gay discourse. As indicated by 

Episode 14, Scott is a highly accomplished ballet dancer. This is an activity which he is 

well known for within the year group. Ballet dancing is itself intimately linked with 

Scott's gayness both through his own practices and popular discourse which cites and 

inscribes the synonymy of homosexuality and ballet dancing -- the male ballet dancer is 

homosexual. 

In a context dominated by compulsory heterosexuality but in which Scott is 'out', when 

he leans over the table, takes Vici' s hands and effusively recounts his recent ballet 

performance it seems that his bodily and linguistic practices cite and inscribe his identity 

as the gay ballet dancer. This raises the two related questions. First, are Scott's practices 

here any different to the multitude of leanings over tables and chattings that go on across 

the school every day? And second, how does Scott come to practice in the ways that he 

does? In answer to my first question it seems that Scott's practices differ in small but 
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significant ways from those of the boys around him. Chatting about a ballet performance 

and holding the hands of the girl being spoken to (without this contact being sexually 

charged) are practices which are unintelligible within the terms of those masculinities 

which dominate this context. The precise way in which Scott leans over the table -- the 

placement of his feet, the bend of his knee, the angle of his back -- is more difficult to 

differentiate from the ways in which other boys might lean, yet it does seem that he does 

this with a (gay-ballet dancer's?) grace and elegance not seem amongst the other boys. 

This begins to indicate a possible answer to my second question. Scott's bodily practices 

here might be understood, in part, as the dispositions of a particular bodily habitus 13. In 

positing this, I am not suggesting that these are the dispositions of a habitus inculcated 

primarily within the home during early childhood as Bourdieu's (1990 & 1991) work 

might suggest. Rather, I am suggesting that the dispositions of this performative habitus 

are constituted and constituting on an ongoing basis (Butler 1997a). Such dispositions 

might be unknowingly inculcated through images and representations of gay icons and a 

gay aesthetic; the gay scene; and the ballet school. The constituting and constitutive 

dispositions of such a performative habitus might be unintentionally cited and 

intentionally mimicked. Scott's bodily practices here, then, can be understood at once as 

the disposition of a particular performative habitus and the intentional mimicry of a 

particular modality of gayness. 

As Scott leans over and talks to Vici, his practices cite and inscribe his gay identity -- he 

displays publicly an identity which is disavowed by the discourse of compulsory 

heterosexuality. By being 'out' and displaying this 'outness', Scott potentially 

reinscribes homosexuality as intelligible and legitimate. In turn, this potential 

reinscription of the disavowed Other exposes the inextricable link between the Same and 
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the Other of the heterosexuallhomosexual hierarchical binary. It also exposes the 

constitutedness of the binary; the terms within it; and its concomitant masculinities and 

femininities (Butler 1991). It is this reinscription of the disavowed homosexual Other 

and the exposures which it effects that inspires, or even compels, Daniel's censure and 

attempted recuperation. 

When Daniel announces "He's getting ready" he does not address Scott directly, nor 

does his comment make any explicit reference to homosexuality. Indeed the comment 

does not make explicit what Scott might be getting ready for. 

The comment can be understood as a (verbally incomplete) citation of the homophobic 

insult which insists that if a man or boy who is known or even suspected to be 

homosexual bends over, then he is preparing for/inviting anal penetration -- "He's 

getting ready" 'to take it up the arse'. This understanding is reinforced by the derisory 

tone in which the comment is delivered. The obliquelincomplete nature of the comment 

does not negate its potential to performatively constitute Scott in particular ways. 

Indeed, that it is unnecessary to utter the entire assertion highlights the enduring 

historicity of authorised (hetero-nonnative/homophobic) discourses of homosexuality. 

This comment cites the obsession within authorised discourse with the homosexual man 

who receives anal penetration and inscribes receptive anal penetration as synonymous 

with male homosexuality (the mystery of who might penetrate remains unresolved with 

this discourse). In this way, Daniel's comment also cites and inscribes the heterosexual 

constitution of homosexuality as a poor imitation of the (illusory) heterosexual original 

(Butler 1991). 
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In an apparently more benign reading of the comment "He's getting ready", Daniel 

might be taken to have observed Scott's interaction with the girls and anticipated the 

ballet performance to come. Scott might, therefore, be "getting ready" 'to perform 

ballet'. Understanding Daniel's comment as an anticipation of Scott's later dance might 

seem to lessen its homophobic force/intent. Yet, that the male ballet dancer is 

synonymous with the male homosexual in authorised discourse suggests that. understood 

in this way, Daniel's comment remains at least implicitly homophobic and threatens to 

constitute Scott's homosexuality in particular ways. Furthermore, the comment might 

simultaneously suggest the (imagined) sexual practice and the ballet performance. 

Within the hetero-normative discursive frame which Daniel cites these are both key 

markers of the subjugated homosexual whose lack of masculinity is exposed through the 

constellation of his bodily practices, whether these practices are sexual or otherwise. 

Daniel's comment then is a potential and provisional performative constitution of Scott 

as (a particular) homosexual. 

Daniel is not potentially interpellating the denigrated homosexuality of a boy whose 

bodily dispositions have somehow unwittingly failed to cite heterosexual masculinity. 

Scott himself performatively constitutes himself as (a particular) homosexual, but this is 

by no means the same identity which Daniel's comment cites and inscribes. Scott's 

bodily practices cite, inscribe and celebrate the sexual identity which he seeks to 

constitute. Scott may not have sought Daniel's comment, but this comment confirms 

Scott's self-constitution. This is not to suggest that Daniel's comment is welcome. It is 

an injurious interpellation which potentially constitutes Scott as the disavowed and 

subjugated homosexual. In this sense, the mundane moment of leaning over a desk and a 

comment being passed can be seen as skirmish over the limits of intelligible masculinity, 

homosexuality and gay identity. 
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Later in the Scene Scott takes out and examines his ballet shoes; engages (across the 

space between two tables) in a (mildly) camp discussion of his good satin ballet shoes 

and the state of his feet; and offers the girls an unbidden impromptu performance. 

Scott's practices here can be understood as a hyperbolic masquerade (Butler 1990) of the 

subjugated homosexual which Daniel (provisionally) constituted him as and an 

intentional potentially constituting mimicry of a particular gay identity. As such. these 

practices expose the constitutedness of this subjugated homosexuality; have the potential 

to recuperate Daniel's constitution; and reinscribe gay. The participation of the girls is 

significant. Vici and Suzi' s questions, and the appreciative audience which they and the 

other girls form, guarantee Scott a positive reception which contributes to his 

reinscription of the legitimacy, intelligibility and desirability of his gay identity. 

Daniel does not appear to acknowledge or respond to Scott's performative performance. 

The homophobia of Daniel's comment which I have outlined might lead to the 

expectation that Daniel will retaliate, perhaps aggressively or even with physical 

violence, to Scott's ballet performance. I suggest however, that a number of factors 

mitigate against any such retaliation. 

First, the specific context of the classroom in which the dance takes place appears 

significant. This is a classroom in which the teacher consistently lacks control and the 

pupils appear to have a tacit agreement to regularly challenge the teacher's authority and 

disrupt the lesson. In this specific context it may be that Scott's performance gains 

acceptability, and even kudos, by contributing to this ongoing challenge and disruption. 

Second, Scott has many friends and allies amongst the known girls and a number of 

these make up Scott's audience within this classroom. The Schema of raced hetero-sex 
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suggests that these are the very girls with whom Daniel and other known boys pursue 

relationships. The continued approval of these girls is highly important. By drawing 

attention to and denigrating Scott's homosexuality Daniel asserts his own heterosexual 

masculinity. In this sense the comment may have served it purpose in the moment of its 

utterance. Indeed, Scott's subsequent performance is performative in its constitution of 

Scott's gay identity and Daniel's heterosexual masculinity. In these terms, Daniel need 

take no further action and to do so may well be counter productive. This resonates with 

my analysis of the boys' responses to Quoc Trinh and Manny in Episode 11. 

Third, despite his homosexuality, Scott has significant capital within the institutional 

discourse of the school -- he is White, middle-class, high attaining, even "talented". 

Daniel, on the other hand, is Black and has a history of disciplinary conflict with the 

school. Like the Black girls discussed in the previous Episode, Daniel may well be on 

his "last chance". In such a context, even if Daniel wanted to censure Scott more 

strongly (which I suggest is not the case anyway) to do so would be to guarantee the full 

weight of institutional retaliation. 

Fourth, the 'wisdoms' of pop-psychology/sexology (themselves appropriated within gay 

discourse) -- which suggest that those individuals who are most ardent in their criticisms 

of homosexuality are, in fact, the 'closet' homosexuals -- may well have percolated 

through into the discourses of the mainstream pupil sub-culture. If this is the case, it may 

render it possible to protest against homosexuality, but not too much. 

Finally, the broader pop-cultural context may debar Daniel from denigrating Scott's 

homosexuality through any more explicit practices than his partially expressed 

comment. In recent years gay culture has attained a new degree of exemplary 'chic' 
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within pop-culture. This can be seen through discourses of the 'pink pound' and 'lesbian 

chic'; exemplary gay and transsexual celebrities (think the Pet Shop Boys and Lilly 

Savage); the endorsement by heterosexual icons of ultra-fashionable gay exemplars 

(think Madonna and Jean Paul Gaultier); and the prominent role of gay culture in 

popularising the dance and rave scene (think ultra-camp singer turned ultra-cool 

Ministry of Sound DJ Boy George). It is arguable that within this broader pop-cultural 

context, Year 11 students attending a large, London comprehensive school in the late 

1990s may well have recognised, at least partially and tacitly, the 'cache of queer', the 

'cosmopolitan' requirement to be unfazed by and accepting of difference. In this 

discursive frame gay bashers are uncool and may well be hiding their own 

homosexuality. The 'cool man' must constitute himself as absolutely heterosexual and 

dismissive of but unthreatened by the homosexual man. 

If Daniel had not made his potentially constituting comment, Scott mayor may not have 

engaged in these practices. The elapsed time between the comment and the exchange 

which leads up to the impromptu performance obscures any explicit intent to 

retaliate/recuperate which Scott might have. This elapsed time also protects Scott from 

becoming involved in a direct confrontation with Daniel. Irrespective of intent, these 

practices potentially recuperate the denigrated homosexual which Daniel's comment 

cited and inscribed as well as provisionally reinscribing gay again differently. 

Scene 2 represents an exceptional moment in this performatively reinscribing mimicry 

of gayness. Scott's foremost intention in performing in the Leaving Day show may well 

be the display of his dancing accomplishment. As my analysis of Scene 1 demonstrates, 

however, Scott's identity as ballet dancer and gay interact both within the popular 

discourses which dominate this context and his own practices. 
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In understanding this Scene it is useful to consider how Scott comes to be dancing in the 

show. Scott is a White, middle class, high attaining pupil. His interacting biographical 

and learner identities are potentially constitutive of the marginalised Dir'y 'ippie or 

boffin. These identities combine with his disavowed and subjugated sexual identify to 

constitute him outside the mainstream pupil sub-culture. In my analysis of Episode 13 I 

discussed the multiple audiences of the Leaving Day show. These are the audiences for 

whom Scott dances. Yet the implications of the mediations of these various audiences 

differ markedly here. 

Although the reasons for Scott's reluctance to perfonn are not specified, it seems 

reasonable to conjecture that this is due to his awareness of the explicit and implicit 

homophobia within the mainstream pupil sub-culture. Scott is guaranteed a positive 

reception by the Dir'y 'ippie pupil minority as well as those known girls with whom he 

is close friends. The teachers' professional identities demand their support. Furthermore, 

that the head of year has persuaded Scott to participate suggests that there is genuine 

support for him amongst the staff. In addition, if pupil attainment is understood to be a 

central concern, then any implicit homophobia amongst staff is likely to be outweighed 

or neutralised by Scott's exceptional success. This is not to suggest that the acceptability 

of Scott's gayness amongst teachers is necessarily generalis able. Indeed, as a White, 

middle class, high attaining pupil, Scott's gayness might simply be overlooked and/or 

understood (constituted) as exemplary (Connell 1995). 

Yet by dancing in this public arena which has, at least in part, been captured 

by/surrendered to the pupils, Scott risks the possibility of vigorous and aggressive 

censure by the pupil majority. It seems, however, that it is the potential constitutions of 

this audience which Scott may be concerned, tacitly or intentionally, to recuperate and 
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reinscribe. The majority of these pupils have never been and never will be his friends or 

allies. He is already exiled. It seems that Scott may have little or nothing to lose by 

performing. Furthermore, in the formal market of the Leaving Day show and broader 

hegemonic markets, the high value of the cultural capital cited and inscribed through 

Scott's biographical and leaner identities is likely to mitigate any enduring performative 

force which the constitutions of the pupil majority might have. That is, it may be Scott's 

interacting Whiteness, middle classness and ableness which allow him to constitute as 

intelligible and legitimate the 'out' gay ballet dancer. 

Within authorised discourses of compulsory heterosexuality and oppositional man­

masculine/woman-feminine, the homosexual man is (although impossibly within this 

discourse) not man. In this discursive frame, the homosexual man is constituted as 

(un)masculine-/feminine, physically (and psychologically) weak, a poor imitation of the 

(illusory) heterosexual man whom he (fails) to imitate (Butler 1991). Scott's bodily 

practices and his body itself within his Leaving Day performance resist these 

constitutions of the homosexual man. Scott's body is strong, muscular, controlled -- he 

is indisputably masculine. Yet his dance is also that of a classically trained ballet dancer 

and the dominant discourse which frames this context insists that the male ballet dancer 

is homosexual. As such, the dance recuperates the incomensurability of masculinity and 

male homosexuality and reinscribes again differently a gay identity which is at once 

masculine and homosexual. 

The dance is a moment of defiant, triumphant and celebratory homosexual masculinity. 

It insists that this is legitimate and, arguably, superior to the hegemonic masculinities 

which it is accused of failing to approximate and by which it has been disavowed and 

subjugated. Scott's resistances and reinscriptions may well be at once intentional and 
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tacit. The dance does not reinscribe once and for all those authorised discourses which 

constitute the homosexual man as (un)masculine-/feminine; the male ballet dancer as 

homosexual; and the homosexual as disavowed and subjugated. But his dance does 

trouble these constituting discourses. The audience's silence as he enters; audible gasp 

during moments of the dance; silence as he finishes; loud but polite and fonnal applause: 

silence and whispered conversation after his exit, all infer this trouble. Scott's 

performance is at once intelligible and unintelligible. It at once confirms what the 

audience 'knows' about the gay ballet dancer and unsettles this 'knowledge'. 

These discursive practices might be understood as moments in a politics of perfonnative 

resignification. They have the potential to reinscribe disavowed and subjugated non­

heterosexual identities, even if these reinscriptions are provisional and open to 

recuperation. 

Conclusion 

The episodes explored within this chapter demonstrate the ways in which identities can 

be resisted and reinscribed. That is, the episodes evidence the performative 

resignification posited by Butler (1997a). Yet my analysis here also highlights the 

fragility of such reinscriptions. Reinscribing identities that are constituted through the 

citation of enduring discourses, themselves steeped in historicity, is not straight forward. 

With multiple discourses in play within single moments of practice, the possibility for 

such reinscriptions to be recuperated, or rendered unintelligible is ever present. 

Performative resignification offers strategies through which identities can be constituted 

again differently. However, the limits of these strategies as a 'politics' appear to be 

tightly circumscribed, particularly within the context of schooling. I will discuss these 

issues in detail in the following chapter. 



Notes to Chapter 7. Resisting Identities 

I I concur with Butler's (1991) argument in which she outlines the problems I'nvol . d' t" h . . . \ e m re ammg t e 
notIOn of sex as dIstmct from gender. However in this section I am concerned to e I th d' . . . " '. . xp ore e ISCUrSl\e 
relatIOnship between sex and .gender wlth~n a~thon.sed discourse. For this reason I will use the hyphenated 
term sex-gender to refer specifically to thIS discursIve relationship. 

2 It is noteworthy that it is a group orunk~own b~ys ~ho censure Molly's (un)femininity while many 
known boys app.e?r to have a r.espectful fnendshlp with her. It is possible that while Molly's masculinity 
exceeds the traditIOnal masculInIty of these unknown boys, it does not threaten the masculinity of the . 
known boys. 

3 At one level Molly's refusal seems reasonable -- her footballing skills are exceptional but her physique is 
unremarkable in comparison to the other girls in the year group. • 

4 As in the case of Molly's body, her school clothes are unremarkable in comparison to those worn by 
other girls. Indeed, her usual attire of school sweatshirt; black boot-leg trousers; Reebok classics; several 
gold rings, including one ornamented with the word 'sister'; several gold chains; and gold hoop earrings 
fits the definition of Shaza offered by the pupils in Episode 2. The key difference in Molly's appearance 
seems to be that she invariably wears trousers, does not wear make-up and wears her shoulder length hair 
in a pony tail without sculpting hair products or ornamenting accessories. 

5 It would be possible to read this Scene as a moment of homo-erotic bodily practice. Yet as my analysis 
has shown, discourses of compulsory heterosexuality frame the mainstream pupil sub-culture to such an 
extent that the possibility of any alternative is silenced. I am concerned here with pupils' constitutions of 
identities and not with the (impossible) task of rooting out some (illusory) truth of pupils' identities. For 
this reason I have chosen not to deploy the very disciplinary technologies which I aim to expose. 

~RAs are as variable as the predicted GCSE grades they contain. NRAs are identified as being in the 
interest of and, therefore, the responsibility of each individual pupil. Their content, however, is a product 
of the combined efforts of individual pupils and teachers. In terms of pupils' personal statements and 
examples of work, the content of each NRA varies according to, among other things, the time a pupil has 
dedicated to its production. Statements from teachers, awards and commendations and predicted GCSE 
grades are arguably the central feature ofNRAs. In relation to these aspects, the content of each NRA 
varies according to a pupil's prior attainment and organisational assessments of their abilities and 
educational orientation. Given this, the NRA can also be understood as textual monument which records 
prior constitutions of pupils' identities as learners and continues to cite and inscribe these constitutions. 

7 The event itself is citational, appearing to reference the British grammar school Speech Day and the high 
school Graduation of the US. Yet NRA Day appears somewhat incongruous alongside such events. Taylor 
Comprehensive, while a 'succeeding' comprehensive school is not, and has never been, a selective 
grammar school with significant social status or inherited public school traditions. Likewise, situated in a 
demographically mixed Outer London borough, Taylor is not participating in a practice that commonly 
marks pupils' passage through compulsory schooling as is the case in the US. That such an event is usual 
within the state comprehensive system does not negate the functions served by NRA Day; its implicit 
inference, and potential appropriation of, the status associated with the old grammar school not being the 

least of these. 

8 I had only limited contact with Natasha (Mixed-race) during the research. For this reason it is not 
possible to comment specifically on her disciplinary record, relationship with the school or learner 

identity. 
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9 Jasmine is not Black, she is Mixed-race. In mainstream and pupil discourses these race identities are not 
the same. Rather, while located together in terms of a WhitelBlack binary, the Hierarchy within the Other 
and the po~ular discourses of rac~ which it draws upon differentiate between racial sub-~ategories within 
the subordmated Black Other. It IS arguable that at the level of body-reflexive practice, teachers and pupils 
quite literally do not see Jasmine as they see Marcella, Naomi and Marcia. Phenotypically and 
physiognomically, Jasmine is not as Black as her friends. This is not to suggest that phenotypes and 
physiognomies convey some inherent racial truth. Rather, it illustrates the sedimentation of these 
discourses which are tacitly relied upon and deployed within ongoing constituting practices. The 
constituting discourses of the pupil milieu imbue Jasmine with less status and prestige than her Black 
friends. Simultaneously, this inaccessibility of a Black sub-cultural identity constitutes her as a more 
desirable learner within the school's institutional discourse -- her race identity is not inherently as 
commensurate with a challenge to authority as that of her Black friends. As such, it seems that there may 
be inverse relationship between pupils' status in terms of the Hierarchy within the Other and their status in 
terms of institutional learner identities. 

IO I would suggest that the rapid rise of marketisation in education and the associated emphasis on higher 
grade passes since the 1988 Education Reform Act means that only pupils with their heads finnly in the 
sand are able to dispute the significance of higher grade passes. The adherence to the overriding goal of 
benchmark grades is not isolated to this group of pupils but can be seen across diverse studies and groups 
of pupils (see, for instance, Gillborn & Youdell 2000 and Gillbom et aI1997). As such, a pro-education 
and anti-school stance is arguably extremely common. Indeed, I would suggest that very few pupils inside 
contemporary schools in the UK could be understood as anti-education. 

11 This masquerade which exposes femininity as a discursive effect reflects that of drag discussed by 
Butler (1991). 

12 It is noteworthy that this includes the attire of Su Lin, interpellated "slag" in Episode 4. Perhaps Su Lin 
is attempting to resist slag and reinscribe her femininity here. 

13 I have some discomfort in suggesting a gay bodily habitus -- it might be taken to infer a 'gay body' 
which, while perhaps not natural or innate, could precede the designation, the 'coming out', of this body 
as gay. Furthermore, it seems to risk a citation and inscription of the much de.ni~rated ho~ose~ual 'camp', 
thereby inscribing the intrinsic (un)masculinity-/femininity of the gay man WIthIn authOrIsed dIscourse. 
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8. Beyond Identities? 

'Sticks and stones may break my bones, but names will never hurt me' 
(Children's rhyme). 

Introduction 

I began this thesis by asserting an underpinning concern with equity and the constancy 

with which inequity appears to be marked by an array of identities. I suggested that my 

over-riding aim was to understand the processes through which inequity, subjugation, 

marginalisation and disavowal come to pivot around identity categories. Viewing this 

dilemma from an alternative vantagepoint, I suggested that I aimed to understand how 

identity categories function to enable and sustain inequity. 

In attempting to address these somewhat ambitious concerns, I have sought to offer a 

nuanced understanding of the processes through which identities are constituted within 

the school context. My introductory discussion of school ethnographies highlighted the 

significant contribution to understandings of schooling, educational inequalities, and 

pupil identities made by existing studies. However, this discussion also showed how the 

interactions and possible interdependencies of identity categories have only recently 

begun to be fully explored. In endeavouring to extend this exploration, I have placed the 

coalescence of pupils' (various) biographical, sub-cultural and learner identities at the 

centre of my school ethnography. 

Contributions 

Throughout this thesis I have explored the utility of particular theorisations of the 

subject for making sense of ethnographic data concerned with identities. Specifically, I 
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have foregrounded Foucault's notions of discourse and formative power (Foucault 1990, 

1991, plus); Bourdieu's understanding of capitals, markets, and habitus (Bourdieu 1990 

& 1991); and Connell's postulation of body-reflexive practices (1995). These h3\'t~ been 

drawn together through the utilisation of Butler's understanding of performatiYe 

interpellation, performative habitus, and a politics of performative resignification (Butler 

1997a). Within this thesis I have offered interpretations of these theorisations and 

demonstrated the usefulness of these analytical tools for understanding the processes 

through which pupil identities are constituted. 

Discursive constitutions 

Within my analysis I have at once adopted and demonstrated the utility of a particular 

understanding of discourse. This suggests that a discourse is not cited and inscribed in 

isolation from a broader discursive field. Rather discourses intersect and interact. 

Furthermore, multiple discourses are cited and inscribed through discursive practices. 

These practices might be linguistic, textual, bodily, and/or otherwise. These citations and 

inscriptions might be intentional, tacit, and/or unintentional. What is meaningful and, 

indeed, meaningless within particular discursive frames is variously limited and 

constrained by their sedimented historicity. 

Multiple discursive markets suffuse the school context and the locations, settings and 

moments within it. The school is not simply dominated by an authorised or hegemonic 

discourse. Rather, it is a site for authorised discourses as well as discourses which might 

be characterised as alternative, marginal, counter or oppositional. These discourses 

combine, coalesce, intersect and interact in various ways. In so doing, possibilities for 

identities are opened up, identity limits are demarcated and possibilities for identities are 

closed down. Nevertheless, particular discourses do seem to endure within the school 
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context and traverse its locations, settings and moments. While these may be nuanced 

and appear to include adaptation and surprises, a degree of predictability remains. 

Performative pupils 

By using the notion of performative interpellation I have shown how names constitute 

particular types of subjects through the citation and inscription of enduring discourses. ;\ 

name is not guaranteed performative force and, where these performative interpellations 

are successful, this success remains provisional: their endurance is never guaranteed. 

The efficacy of performative names is mediated. Crucial to the provisional success of 

the performative name is its intelligibility; the historicity of the discourses cited through 

and inscribed by the name; and the specificity of the context in which the name is 

uttered. Yet my analysis has also shown how these performative practices cannot be 

understood as being simply linguistic or textual -- the embroilment of the body in 

naming is evident. 

By applying the notion of a performative habitus I have shown how enduring discourses 

which are constitutive of particular types of subjects are cited and inscribed through 

bodily practices. I have demonstrated how the subject and the body cannot be 

understood as distinct, dichotomous or oppositional (as in mindlbody, reason/nature), 

but must both be understood as being constituted in and constitutive of discourse. That 

is, my analysis has shown how the body is discursively constituted (as a prior, neutral 

fact) and cannot be said to precede or predict the subject. This analysis insists that 

discourse cannot be understood as synonymous with language (with the bodily, the 

social or the cultural residing someplace 'outside' or 'beyond' discourse). Rather, this 

analysis insists that discourse be understood as being constituted by and constitutive of 

linguistic, textual, representation and bodily practices. By utilising these analytical tools 
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I have been able to demonstrate the nuances and minutiae of a multitude of mundane 

discursive practices through which identities are constituted. 

My analyses have suggested that the performative practices of teachers and students cite 

and inscribe enduring discourses which are themselves underpinned by and constituti\'e 

of enduring hierarchical binary oppositions. I have also shown that each term of these 

binaries is not singular and demonstrated the complexities and further hierarchies within 

individual terms. I have detailed the citation and inscription of discourses of discreet, 

natural races based in phenotypes or physiognomies; dichotomous, biological sex; 

discreet, oppositional yet complementary genders; sex as causative of gender; and 

normative heterosexual masculinities and femininities. My analyses have suggested that, 

in citing such enduring discourses, these performative practices tend to constitute pupil 

identities within the terms of enduring and predictable categorisations. 

My analysis has demonstrated the enduring privilege of biological discourse. This is 

underlined by the almost inescapable sense within these data that the categories of 

sex( -gender) and race are absolute in ways that (possibly) sexuality and (certainly) social 

class are not. I have shown how authorised discourses constitute race and sex as inion 

the body; sexuality as o/the body; and social class as social, impacting on, but not 

intrinsic to the body. My analysis has also shown that these are not sealed or 

unproblematic constitutions - they are fraught by contradiction and contestation. 

However the 'common sense' of this characterisation is illustrative of the endurance of , 

those discourses through which biological categorisations are performatively constituted 

as prior facts. 
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In my exploration of the practices of the pupils and teachers within this school context I 

have offered a series of specific observations which represent key aspects of my 

analysis. I have suggested that marginality is particularly significant to understandina 
c 

the processes through which pupils constitute themselves and others. Marginality is 

deployed against others, that is, to Other, yet it is also deployed in the resistance and 

reinscription of such Othering. The Same/Other opposition is not stable, rather, it is 

struggled over and shifts across discursive fields. 

I have shown how particular masculinities and femininities are constituted through an 

array of inter-linked binary oppositions within a matrix of normative heterosexuality. I 

have illustrated some of the ways in which heterosexual masculinities and femininities 

are constrained, for instance, through the man/boy and virgin/whore dichotomies. I have 

also highlighted possible resistance to, or resistances within accommodations of, these 

constraints, such as the moral scale. I have shown how masculinities and femininities 

which are imbued with particular status within particular contexts, such as hyper 

masculinity and ultra-desirable femininity, can trap pupils in other discursive fields. 

In attempting to move beyond a notion of a WhitelBlack dichotomy and understand the 

ways in which multiple not-White race identities are constituted and interact I have 

posited the Hierarchy within the Other. In seeking to understand the complexities with 

which race, gender and sexuality intersect and interact I have posited the Schema of 

raced hetero-sex. I have also shown how prestige within these discursive fields is 

recuperated and deployed within authorised discourse to evidence (constitute) the Black 

challenge to White hegemony. 
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I have shown how identity categories which are privileged in particular discursi\'e fields 

can be deployed to mask identity categories which are undesirable with the same 

discursive field. This can be seen even when the category which is masked appears 

crucial to the constitution of the category which is deployed. I have also shown how a 

particular identity category can act to allow and/or disallow coexistence with certain 

other identity categories. Despite a multitude of moments of (variously efficacious) 

resistance, biographical identities which operate along intersecting axes of race, gender, 

sexuality and social class persist. These axes are open (in varying contexts) to multiple 

(but not illimitable) provisional constitutions and are pivotal to an array of overlapping 

and variously constituted sub-cultural and learner identities. Through this analysis the 

centrality of biographical identity categories has become evident. Sub-cultural and 

learner identities often seem to be constituted through discursive practices which 

simultaneously and implicitly cite and inscribe discourses which are constitutive of race, 

sex, gender, sexuality, social class. 

My analysis has shown how enduring discourses constrain both the intelligibility and 

commensurability of identities. Furthermore, I have shown how particular constellations 

of identity categories become traps. These traps might be understood as the costs of 

efficacious constitutions of the self and Other. These constitutions inadvertently act to 

pin down, corner, demand, foreclose particular further identities. Perhaps this need not 

be seen as misfire or infelicity as the respective analyses of Derrida and Austin might 

suggest. Rather, this may be understood as the unforeseen or even acceptable cost of 

felicitous constitutions. 

My analysis has also shown how identities can be resisted. I have explored the 

possibilities offered by a politics of performative resignification. My analyses of pupils' 
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perforrnative practices have illustrated moments of this politics - I have shown pupils 

reinscribing and reinscribed again differently. I have also shown the limits, risks and 

provisionality of such reinscription. The endurance of authorised discourses means that 

such reinscriptions remain open to recuperation. The citationality and historicity of 

discourse means that such reinscriptions may misfire. The almost inevitable implicit 

citation of further discourses can contribute further to such misfire and/or recuperation. 

Across multiple discursive fields, some identities are rendered intelligible, legitimate 

and desirable while others are rendered undesirable, illegitimate and even unintelligible. 

In this way, within the contexts of specific discursive fields, disavowed identities can be 

imbued with prestige (if only fleetingly) and coveted identities can be stripped of their 

status (albeit momentarily). Nevertheless, those identities which have traditionally been 

constituted as privileged within and through hegemonic discourses abide and continue to 

be constituted as such. There is no great throwing off or overthrowing of identities 

promised here. 

Identity constellations 

My analyses have shown how multiple identity categories can be constituted through 

single performatives. The identity category (or categories) to which a performative 

refers explicitly, frequently is not the only category (or categories) constituted through 

it. Rather, further categories are often cited and inscribed implicitly, even though these 

citations may be unintentional and/or unacknowledged. Furthermore, identity categories 

interconnect and interact in particular ways to inform the felicity or otherwise of 

performatives. These are chains of discursive constitutions, chains which are perpetually 

incomplete and at risk. 
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This suggests that it is unhelpful, if not impossible, to conceive of single identity 

categories in isolation. Rather, identities should be conceived of and interrogated as 

shifting, non-necessary constellations of categorisations, constellations which are 

themselves shifting and non-necessary. This is not to suggest that each category \\Ohich is 

embroiled in such a constellation is discreet, sealed or has performative force outside the 

constellation. In many instances it seems that the constellation may be a pre-requisite for 

each category - the constitutive force of ongoing performative citations lends categories 

the appearance of singularity, independence, of being' outside' the constellation. 

I do not intend to suggest a hybridity, a bricolage, a construction which infers prior raw 

materials, essence, purity. The constellation of stars is meaningless until we join the 

dots, until we draw in the sky and impose meaning. If a point goes unconnected. the 

constellation fails - we cannot see the Bear and the constellation remains meaningless. 

Yet we join the dots in particular, abiding but non-necessary ways. We join the dots to 

make the Bear as we have done for centuries, but we need not join them in these ways. 

There are surely other pictures which could be drawn in the sky. Yet in this analogy the 

dot is not illusory - the star remains with or without the constellation. And I am returned 

to raw materials. Perhaps inevitably, I am left searching for language, for meaning. 

Perhaps what I illustrate is the enduring performative force of authorised discourse. 

Reflections 

Early in my analysis I stated that I did not intend to develop typologies of pupil 

identities. Nevertheless, I am left with a sense that to some extent such typologies are 

embedded implicitly within my analysis. I do not intend the constellations of pupil 

identities which I have detailed within this thesis to be understood as either exhaustive 

or universal. Nevertheless, I would suggest that the identities discussed here are 

320 



recognisable and are likely to be seen in other contexts, even though they may \\"ell be 

manifest in differing ways. The analytic approach I have developed is intended to have a 

degree of utility and applicability in relation to data generated in other settings. 

At points in this thesis the simultaneous analysis of multiple identity categories has 

presented a significant challenge. At these points I have wondered whether I should haye 

taken an established approach and organised my analysis around particular identity 

categories. This might have offered a chapter concerned with race, a chapter concerned 

with social class, a chapter concerned with gender and a chapter concerned with 

sexuality. I have resisted this approach, however, in order to facilitate my aim of 

detailing the particular ways in which identity categories interact within specific 

discursive markets. Nevertheless, my analysis has been concerned with identity 

categories. Within sections within chapters, particular identity categories do become 

prominent while others seem to be subsumed. On the other hand, particular identity 

categories appear repeatedly throughout the thesis. Rather than evidencing a return to 

singular categorisations, I hope that this illustrates the ways in which particular 

discursive markets foreground certain identities and disavow or silence others. Yet I 

remain aware that even if this thesis had focused exclusively upon a single Episode, a 

definitive and final reading of the identities constituted through it would not have been 

possible. Butler's exhausted etcetera, discussed in Chapter 2, would have remained. 

In my discussion of school ethnographies which opened this thesis, I noted that concern 

has been expressed over the apparent exaggeration of gender identities inside schools. It 

is not my intention to interrogate this assertion here. Rather, I want to explore the 

anxiety which seems to underpin it, an anxiety which I recognise. I sigh a disappointed 

"Oh no" as I see another generation of young people practicing variations on an array of 
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the same old identities. This "Oh no" leaves me with a sense of disquiet, a disquiet 

which is aggravated by its selectivity. Ifeel disappointed at the girls' relentless pursuit of 

desirable femininity. I filter this body-reflexive through my abiding feminism which 

hoped (wished) 'we' (feminists?) had 'saved' today's girls from this. Meanwhile I try 

hard not to notice the classed judgement implicit to this imagined salvation. On the other 

hand, when Ifeel concerned at the Black boys' sub-cultural perfonnati\'es, I am troubled 

by this body-reflexive. I filter this through the knowledge that these practices will almost 

certainly be deployed to the boys' detriment, to racist outcome. Yet I am unnerved bv 

the possibility that I am already participating in this deployment. I am left asking myself 

why I am (reasonably) comfortable with a project of 'saving' girls from hetero­

femininity but would not dream of suggesting a similar salvation fromlof Black 

masculini ties. 

This leads me to my concerns over the possibility that my analysis will be captured, 

recuperated, deployed in reactionary inscriptions. Or, indeed, that I have already 

inadvertently inscribed it so. Detailing the ways in which identities are constituted and 

deployed has required me to cite explicitly those discourses which are being inscribed 

implicitly. I have found myself discussing, describing, detailing a plethora of discourses 

through which racism, sexism, homophobia, class privilege are inscribed. I have asked 

myself whether I am sure that the reader will see that I am not positing these 

constitutions, that I am only exposing their operations. I have asked myself whether I am 

exposing my own implicit racism, sexism, homophobia, class privilege simply by 

recognising these discourses and their historicities, whether I want to 'admit' that I share 

the tacit know ledges on which these performatives rely. I have asked myself whether my 

attempts to deconstruct these discourses and expose the processes through which they 

make particular meaning outweighs the potentially constitutive force of my inevitable 



citations. I have tried to minimise these various risks, yet I cannot be certain that I have 

succeeded. I retain a sense of disquiet - a disquiet which seems to be integral to this 

terrain. 

Further Research 

At various moments in this thesis I have shown how learner identities are constituted 

through the performative practices of pupils and teachers. I have shown how the 

discursive practices through which privileged sub-cultural and/or biographical identities 

are constituted can be recuperated and deployed within organisational discourse to 

constitute undesirable learner identities. In this way I have shown how biographical and 

sub-cultural identities interact with learner identities in particular ways, creating 

possibilities and setting constraints for various intelligible identities. 

The discursive practices of the school organisation seem to suggest a hierarchy of 

learner identities which is marked by and interacts with pupils' biographical and sub­

cultural identities. Organisational discourses are, in a variety of ways, underpinned by a 

notion of innate intelligence or ability. In such discursive frames notions of intelligence 

or ability inform fundamentally the type of learner a pupil can be (see Gillborn & 

Youdell 2000). Yet learner identities are not constituted solely through discourses of 

intelligence or ability. Learner identities are also closely linked with notions of school 

orientation. Within organisational discourses, the sociological distinction between 

school and educational orientation seems to be elided. School orientation seems to 

subsume and/or deny educational orientation. In turn, this school orientation becomes 

synonymous with levels of effort. Furthermore, organisational discourses of school 

orientation also appear to interact with discourses of behaviour and discipline. Indeed. it 
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seems that effort is often inseparable from compliance with school rules and values. As 

such school orientation becomes synonymous with acceptance of the school hegemony. 

As this multiplicity of discourses interact, it seems that learners are constituted along 

axes of ability, effort, conduct - axes which themselves appear to interact with 

biographical identities through discourses of race, gender, social class. Within these 

constitutions there seems to be an inverse relationship between status in the mainstream 

pupil sub-culture and the organisational discourse of ideal, tolerable and undesirable 

learners. Indeed, practices which constitute high status in one of these discursive fields 

appear to be the very practices which constitute low status in the other. I have shown 

how Black sub-cultural identities are deployed within organisational discourse as 

evidence of (to constitute) undesirable learners. It seems reasonable to conjecture that 

pupils who are constituted as White, middle class, heterosexual are simultaneously 

constituted as 'possessing' high levels of ability and/or 'exerting' high levels of effort 

("Boffins"). Furthermore, gender discourses may also act to differentiate between ability 

and effort - ability may be constituted as masculine, effort as feminine. 

These connections are not new. The analytic tools offered here, however, are likely to 

enhance significantly understandings of the relationships between learner, biographical 

and sub-cultural identities. Research focusing specifically on the performative 

constitution of learner identities and their interactions within constellations of identity 

categories promises to further existing insights into how educational inequities are 

sustained and, indeed, how these might be shifted. 

Throughout the preceding chapters I have explored the relative status of particular 

identity categories and the processes through which these are imbued with (or denied) 
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such status. In doing this I have discussed the significance of identity constellations and 

the discursive fields or markets within which these constellations are constituted and 

deployed. In my discussion of Butler's engagement with Bourdieu (Chapter 2) I 

outlined the possibilities offered by understanding Bourdieu's notions of capital and 

markets as discursive. While I have drawn on these ideas within this thesis, I have not 

explored fully either the specificities of how this might differ from or augment a notion 

of discursive fields, or the inevitably mobile relationships between performatively 

constituted identities and discursive capitals and markets. Further theoretical and 

empirical consideration of these issues promises to contribute a nuanced and focused 

account of the enduring relationships between identity categories and inequities. 

Conclusion 

My opening to this thesis posed the question of how inequities come to pivot around 

identity categories. This thesis has offered some tentative answers to this question. A 

series of specific understandings of identities are asserted by my analyses. Despite the 

abiding mindlbody dichotomy, the body can be understood as accessible only through 

discourse - attempts to understand the body as preceding, distinct from, or extra to the 

discursively constituted subject are unhelpful, if not fallacious. Identity categories are 

not discreet, unitary or independent, but are best understood as constellations which are 

performatively constituted within discursive matrices. These potentially constituting 

discursive matrices bound those constellations of identity categories which are 

meaningful- which render a subject - and those which are unintelligible. These 

constellations can trap subjects within unforeseen or undesired constituting chains. Yet 

identity categories are intrinsic to meaningful subjecthood and cannot simply be 

jettisoned. Nevertheless, in the constitution of identities subjects act with discursively 

constrained intent, that is, subjecthood brings with it discursive agency. The potential 



remains for identities to be resisted - the notion of a politics of performati\'e 

resignification offers possibilities for disrupting normative meanings, shifting 

historicities, and inscribing identities again differently. A politics of performatiYe 

resignification does not offer boundless possibilities. Rather, resignification is 

constrained by the endurance of the normative meanings and historicities of discourses. 

My analysis gives further insight, therefore, into the ways in which performatively 

constituted identities are entangled with, indeed, become the conditions jar, enduring 

inequities. 

This analysis does not offer any simple or straightforward solutions to education policy 

makers and practitioners concerned with educational inequities. Yet this does not mean 

that we cannot make interventions into these constituting processes. Indeed my analysis 

has shown that we are engaged constantly in performative practices. While we cannot 

close down the meaning or guarantee the felicity of our constitutions, we can be alert to 

their potentialities. Furthermore, as individual and groups of educationists, we can 

engage in a politics of performative resignification. It is essential that education policy 

makers and practitioners understand the processes through which identities are 

constituted within schools. The efficacy of any interventions for equity will be 

constrained massively if these do not address the minutiae of everyday life in school 

where the practices of teachers and pupils, and the discourses which pervade and their 

milieu, have enormous performative force. 

It has been widely argued that marketisation and individualisation are integral to the 

disappearance of biographical identities within education policy discourse (see Arnot 

2000). In such a discursive frame educational inequity, which was previously understood 

in terms of race, gender andlor social class disadvantage, becomes individualised. 
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Nevertheless, educational inequities continue to be marked by biographical identities. 

This is clearly seen in analyses of educational outcomes (see Gillbom & Gipps 1996; 

Gillbom & Y oudell 2000). In an increasingly individualised policy context which refuses 

analyses concerned with groups based on biographical identities, this thesis underlines 

the importance of continuing to examine inequity in terms of race, gender and social 

class. This thesis makes a significant contribution to the methodological, theoretical and 

analytical tools through which the processes whereby these educational inequities are 

constituted can be understood. 

Identity categories are inescapable, they are intrinsic to subjecthood. They render the 

subject by making it accessible and meaningful. Butler's impossible scene, discussed in 

Chapter 2, suggests that there is no subject without these constituting categorisations. 

This suggests, then, that any political project cannot have as its aim the jettisoning of 

these categorisations. We cannot move beyond identities. Rather, the project might be to 

continually interrogate the performative practices through which these identity 

categories are constituted. We might aim to shift the meanings of these categorisations, 

to fracture their normative meanings, to reinscribe these meanings again differently. 
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