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Available online 13 January 2010 This paper explores howgender and class shape the constructions, perceptions and experiences of
career success for three senior female academics, all of whom come from a white, working class
background, paying attention towhether they reported any ‘price’ for their academic success. The
paper is divided into four sections; first, there is a brief overview of what is known about working
class women's experiences of higher education. Second, the paper outlines the methodological
approach informing this research. Third, the paper explores the complexity of success. Fourth,
some of the costs that my respondents have paid for their career success are discussed.
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Working class women and higher education

Since the SecondWorld War the number of female students
participating in HE and moving on to work in HE in the UK has
gradually increased (Coats, 1994). This increase centres around
three factors; first, policy changes, such as the 1944 Education
Act, which allowed some working class girls access to an
academic school curriculum via the eleven plus examination
(Matheson & Grosvenor, 1999). Second, the expansion of HE
during the 1960s created additional capacity (Brooks, 1997).
Third, the demands of the postwar economy,where “the growth
of white-collar and professional occupations required the
recruitment of female labour” contributed to the increase of
femaleparticipation inHE (Brooks, 1997: 16). These three factors
were circumscribed to some extent by dominant gendered
discourses which prescribed some academic disciplines (e.g.
education andnursing) and formsof employment (e.g. secretary,
teacher and nurse) as more compatible with femininity and
other disciplines (e.g. law and natural sciences) and professions
(e.g. lawyer, pharmacist and physician) as less so. In explaining
the increasing participation of females in higher education in the
post SecondWorldWarperiod,Deem(1995: 31)points out that;

changes in the education of women since 1944 have
usually been accompanied by changes in general social

policy, and those changes have been closely linked to the
needs of the economy and to prevailing ideologies about
women's role in society.

To accommodate these changes the state at that time
emphasised a ‘dual role’ for women, encompassing paid work
and family commitments (Deem, 1995) and consequently
“encouraged women into education and training” (Brooks,
1997:16). State welfare provisions were increasingly made
available (for example childcare) thus enabling

women to participate more fully in the labour market,
albeit in segregated sectors. As a result, the 1960s saw an
upsurge in women students' entry to universities (Brooks,
1997: 16).

Yet in the UK by 1989, women still only made up 25% of the
cohort attending university (Coats, 1994). Delamont (2006:
179) asserts that “women are newcomers in higher education”.
In the mid 1990s Acker (1994: 125) noted that,

Women are a minority […] among full time teachers and
researchers in UK universities and better represented in
lower than higher ranks.

Overall, the rates of women participating in undergradu-
ate courses in higher education increased during the latter
part of the twentieth century and the number of women in
academic posts rose from 9% to 36% of the workforce between
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1995 and 2005, yet many of these posts remained clustered in
the lower ranks (Higher Education Funding Council for
England, HFCE, 2006).

The Association of University Teachers (AUT) research
demonstrates that as a group, women working in the academy
generally earn less and have less time to undertake research
when compared to their male counterparts (AUT, 2004). Yet
some women have gained access to senior posts. Warwick's
(2004: 2) research shows that in 2004, 13% of all professors in
the UK were women, a “considerable improvement” on the
8.5% of women professors in 1995/6. Whilst there has
undoubtedly been progress, statistics outlining the position of
women in the academy still make bleak reading when we
consider that in the UK women;

hold 42% of full time academics posts (including both
teaching and research), whereas they account for only 27%
of senior lecturers…and 12% of vice-chancellors. The figures
are even more revealing if we look at different disciplines;
whereas 24% of education professors are women, only 2% of
physics professors are women, and there are none at all in
civil engineering (Universities UK, 2004 cited in Bagilhole,
2007: 23).

Thus, women academics as a group are less represented in
senior positions than their male colleagues even in ‘feminised’
disciplines such as education. Drawing on research undertaken
by theHigher Education Statistics Agency, Bagilhole (2007: 23)
argues that “women are 33% more likely than men to be
employed on fixed-rate contracts and 550% less likely to be
professors”. She claims that universities, as employers, have
“signally failed to make enough progress in promoting
women […] which sends a bad message to the next genera-
tion” (Bagilhole, 2007: 23). As Brooks (1997: 19) argued over a
decade ago “the appointment and promotion of women aca-
demics to senior positions has not kept pace with the re-
cruitment ofwomen students”. This position remains relatively
unchanged. Thus the marginal representation of female
academics at a senior level has persisted into the twenty first
century.

Those women from working class backgrounds who
navigated the HE terrain and subsequently gained high status
employment in the academe are a relatively small group.
Research that documents the experiences of these objectively
successful senior female academics has only been undertaken
relatively recently (Mahony & Zmroczek, 1997; Reay, 2001;
Hey, 2003; Maguire, 2005). This literature highlights the sense
of ambivalence with which many of these women view their
career success and class position in the academy. For example,
Mahony and Zmroczek (1997: 1), bothwhite female academics
from working class backgrounds, wrote of their struggle over
their class identity after being appointed academic posts:

though both of us were told repeatedly that by virtue of
our education and our ‘position in the labour market’ we
were not working class, we did not feel middle class nor
believe that we had necessarily ‘gone up in the world’.

In making the transition into the academy some women
may be faced with the contradictions of their class identity.
They are from working class families but they now work

in middle class professional occupations, yet they may still
feel and identify themselves as being working class. The
tensions that can be created whenworking class peoplemove
into professional occupations was captured in the work of
Williams (1961: 343) over forty years ago when he noted
that “we are still not sure whether the determining factor, in
our membership of a social class, is our birth or our adult
work”. For some working class female academics “mere entry
into the academy [...] will not automatically transform
class experiences and allegiances” (Morley, 1997: 116). Indeed,
MahonyandZmroczek (1997:5) struggledagainst being cast as
middle class, noting “feelings of anger and guilt at being part of
the academy, at the same time as being excited by intellectual
work”. These conflicting feelings of anger and guilt are perhaps
a result of the view that “not being middle class is certainly
valued inmanyworking class social groups” (Skeggs, 1997:11).
Skeggs (1997: 11) suggests that within family and friendships
groups “careful monitoring for pretensions often takes place”,
which she suggests, is evident in “the long standing clichés,
such as ‘too big for your boots’, and ‘full of airs and graces’”.
Gardner (1993: 54) argues that manyworking class academics
“learn very early in their careers that their life-style, general
interests, and work are largely incomprehensible to their
families”. Thus, some female academics from working class
backgrounds may feel “uncomfortable and out of place, as
‘outsiders within’ or ‘insiders-out’” (Wright et al, 2007: 153) at
both home and work. The tension created between work and
family may require a form of identity balancing act where on
one hand they enjoy the academy's predominantly white
middle class activities (i.e. research), yet on the other hand,
value their working class background.

A sense of displacement emerges from these autobio-
graphical accounts and is arguably manifested in these senior
academic women reporting that they feel ‘lucky’ to be in their
current positions (Mahony & Zmroczek, 1997). Mahony and
Zmroczek (1997: 5) argue that

women who have gone through higher education often
see themselves as being required to continue an ethic of
service to others less ‘lucky’ than themselves.

This in turn can contribute to female academics from
working class backgrounds feeling insecure about their posi-
tions, or ‘feeling like frauds’ (McIntosh, 1985), never quite
belonging, always needing to repay the academy (Smulyan,
2004). AsMorley (1997: 115) points out, “the academywith its
claims toauthority andknowledgeproduction, providesperfect
preconditions for feelings of fraudulence”. Mahony and
Zmroczek (1997: 5) argue that in an attempt to overcome
these feelings of inadequacy, the female academic from a
working class background tends to “overwork” in an attempt to
honour this “fulfilmentof the service ethic”. Gardner (1993:16)
concurs noting;

Working class women academics are more likely to accept
heavy teaching loads and committee work because of the
psychological toll of crossing gender and class barriers.

In sum, the literature reported here suggests that there are
emotional costs involved for someworking class womenwho
obtain senior posts in HE settings.
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Methods

The experiences of three senior academics' constructions of
their careers in HEwere qualitatively investigated via in-depth
interviews, informed by a life history approach (Goodson &
Sikes, 2001). The data drawn on here was collected as part of a
larger study conducted with senior female academics who all
work in English Universities. The data for the larger study was
gathered via an extended semi-structured interview (each
interview lasted approximately 11/2 h) with six women from
white working class backgrounds. The three respondents
included in this paper were selected on the basis of their
shared employment status (they are all professors)— the three
respondents omitted from this paper are either senior lecturers
or readers. The three respondents included in this paper were
educated in the 1950s; and all three trained as state sector
primary or secondary teachers,1 moving into HE as second
careers (Table 1).

A qualitative approach offers a snapshot in time; it is
historically grounded and the views expressed are often fluid
and subject to change as the respondents construct and
reconstruct their experiences sometimes in the process of
being interviewed. Thus, the data presented in this paper is
partial and incomplete; an insight into a story in progress rather
than a final or conclusive account.

Interviewing academics in an attempt to explore aspects of
their life history requires trust and confidentiality, and the
quality of thedata generatedwill be influencedby the quality of
the research relationship. If we accept that “knowledge is
power and knowing something about someone puts the
researcher into a potentially powerful situation” (Goodson &
Sikes, 2001: 91), the need to be ethically rigorous is paramount.
To address the issue of research ethics, I assured my cohort of
anonymity via the use of pseudonyms, I changed any details
that might reveal their identity and I reiterated their right to
withdraw from the research process at any time (Kirsch, 1999).

My class position also raises ethical questions; I have a
working class backgroundwhich shaped the interview process
and relationship through the identification of shared norms
and values. Indeed, my values, views, perceptions of the world
and my embodied self influenced the questions I asked, the
leads I followed up on, or not, and subsequent choices of data
representations I havemade, which is a limitation to this study.
There were some further limitations to this study; the small
sample size and the lack of diversity and the lack of discipline
difference within the sample.

I also acknowledge that the respondent's religion, sexuality
and ethnicity are likely to impact upon their experiences,
constructions and perceptions of success, but these issues were
not explored in detail in the interviews. These factors shape the
findings offered here and suggest areas for further study.

In approaching the situated experiences of women in the
academy who come from working class backgrounds, it is
important to locate the way in which class is conceptualised
in this paper. Through attending conferences and informal
networking I made contact with senior academicwomenwho
I was aware identified themselves as being from working
class backgrounds and who were willing to be interviewed.
The respondents' class positions were supported in the
interview process. Yet I acknowledge that what is taken to
mean the ‘working class’ is contested (Ball, 2003); it is not a
homogenous group, but rather is increasing fractured and
differentiated. The older, yet still useful work of Rubinstein
(1969: 10) problematises social class generalisations, noting
that

the working class itself was not a single homogenous
mass. It was made up of numerous degrees and grades
which shaded into one another.

My respondent's working class backgrounds reflected this
diversity. For example, they all reported somewhat differing
family values, forms of education provision, employment
opportunities and class cultural norms, of what it means and
has meant to them to be working class. For example they all
reported different degrees of parental involvement in their
education progression; some parents were encouraging and
knowledgeable, others relied on the school and the teachers
(Jackson & Marsden, 1962). Yet there were similarities in
their constructions of being working class, most notably, their
experiences of social mobility as they all were the first in their
families to participate in HE. A dominant thread running
through the interviews was the ways in which they viewed
success as highly complex and constructed their success as
being influenced by their class and gender position. The paper
now explores these constructions.

Success — a complex concept

There is a contested set of meanings aroundwhat is meant
by, and understood to constitute HE career success. Whilst
‘success’ can be represented in an objective way as a feature
of appointment, promotion and status, it also has a subjective
dimension related to emotions and beliefs about self-efficacy
(Reay 1996). So ‘success’ for a senior female academic might
mean achieving high status or a promotion-based goal, or it
might mean avoiding failure. Individuals may well hold
subjective and objective constructions of success simulta-
neously; some objectively successful senior working class
academics may well feel ambivalent about their success and
still recall failures more regularly than success. Gender and
class background might invade and shape these women's
constructions of their success:

Lack of comprehension, at crucial stages in one's education,
can mean a re-evaluation of aspirations and ambitions, as
working class women learn to settle for second best
(Morley, 1997: 118).

Yet undoubtedly many academics from working class
backgrounds experience pleasure and fulfilment from the

Table 1
Sample details.

Name Role

Nancy Professor. Previously worked as a school teacher and a FE lecturer.
Grace Professor. Previously worked as a researcher.
Dee Professor. Previously worked as a primary school teacher and a

researcher.
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journeys they have taken from their childhoods to the academy
(Mahony & Zmroczek, 1997); for example, the pleasure of hard
work, of being able to undertake research and the satisfaction of
assisting in their students' success, issues which are discussed
below.

In the interviews all three of the respondents' highlighted
the complexity of success, noting that it is a tricky concept
and tensions and ambivalence surround their constructions,
perceptions and experiences of success, some of which are
related to their working class backgrounds. Dee wove her
experiences of progression and promotion as an academic
into her experiences of family life, stressing the importance of
both attributes in her constructions of success.

Success is a difficult thing I think. To be successful, you
have to look at a person in the round and you know if you
put everything into your career at the expense of your
personal and social relationships, then I'm not sure I'd see
that as a success... success is about recognition and being
valued... but then that's problematic I think too (Dee).

Dee made it clear that whilst her job was very important
to her, so was having a balanced life and as such, family and
friends are integral to her and time spent with them is an im-
portant part of her success. Sturges (1999: 248) similarly
found in her research that womenmanagers weremore likely
to view a successful career “as just one part of the success
they wanted to achieve in their lives as a whole” and conse-
quently they were “more inclined to talk about an interest in
succeeding in other parts of their life” alongside their careers.
Yet whilst on one hand achieving balance between the
different spheres of her life was a defining aspect of Dee's
view of success, on the other hand she works incredibly hard,
indeed overworks, much of the time; she told me “I can work
really really hard […] but I've always been a workaholic”. Dee
offered me her explanation of this commitment to her work,
pointing out that,

if you're like most of us working class girls who made
good in academia are, we're incredibly conscientious,
responsible and hard working.

Gaining recognition and being valued are also elements of
Dee's understanding of success, but this is problematic
because according to her “too much success and recognition
are innately corrupting”. Dee has observed that ‘recognition’
has led some of her middle class colleagues to tend to talk
“endlessly about how bright and intelligent their colleagues
and by inference they themselves are”. She attributes her
reluctance to be positioned in this way to her working class
upbringing, where an emphasis was placed on equality not
superiority; she explained “I was brought up to believewe are
all equal and that to be treated any differently is unfair”.
Perhaps Dee may be concerned about being perceived as
getting “too big for [her] boots” (Skeggs, 1997: 11). Yet
according to Dee “when you become a university professor
you start getting treated better but as if you are innately
better”. She is anxious to resist being positioned in this way,
but notes that “it's so seductive to believe the hype”. Thus,
Dee is engaged in a balancing act between “holding onto
original community values” whilst occupying a position of
institutional power.

Nancy's narrative also captured the ambivalence of career
success;

Objectively I am a success. On paper. Anyone who looks at
me would say that I'm a successful woman. I am successful
in my career because I have reached a very senior level. My
salary reflects that. I amsuccessful in termsofwhat itmeans
to be an academic because I tick the boxes; I publish, I do
research, I have research students. So I am objectively
speaking a success story. But, subjectively, the price has
been very high… Subjectively within myself I recognise
success for what it is and it's a hollow crown so I don't get
hung up about it.

Nancy recognises her own objective success in that she
“ticks the boxes” of clearly defined academic success (publish-
ing, researching etc). Conceptualising her objective academic
success as a ‘hollow crown’ suggests she is ambivalent about it,
perhaps sheexperiences it as an illusion; the smokeandmirrors
of career status is an overrated reality. Morley (1997: 115)
draws attention to theGrouchoSyndrome “which suggests that
everythingwe acquire becomes devalued once it belongs to us”
— this perhaps offers some insight into Nancy's subjective
understanding of her success. Nancy's understanding of her
career success is fraught with complex identity negotiations,
which are not easily resolved — hinting towards the costs she
reported for her academic success. Before I explore the costs of
the respondent's success, attention is paid to the benefits.

The benefits

The respondents had experienced ‘gains’ as a result of their
objectively successful careers in the academy. They discussed
some or all of the following five benefits; writing, student
progression, personal pleasure, researching and autonomy at
work. Nancy experienced success in relation to her ability to
support her students; she explained, “I see success in my
students doing well… That's a feeling of my success”. This
expression of success might in part be borne out of a desire to
help “those students in whom we see ourselves” (Mahony &
Zmroczek, 1997: 5). It may also reflect Nancy's commitment to
the progression of all her students, borne from her desire to
‘give something back’ to the education system. Dee similarly
believes that giving back “is really important”, but felt that this
is “not part of the culture of academia”. She now finds that as a
professor and consequently in a position of relative power, she
spends a lot of time helping others to progress within the
academy, something she feels working class female academics
tend to do. Dee explained,

what I do is I thinkwhat a lot ofwomenparticularly frommy
background do... you know if people ask for help, if people
want mentoring, if people want support, if I'm asked to do
something that's a contribution to the wider academic
community, then I find it very difficult to say no.

Nancy and Dee's construction of deriving success from
working with students could indicate that they are fulfilling a
traditional feminine caring role, possibly to the detriment of
their own career success; time spent with students is time
that could be spent writing in the increasingly competitive
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academy. Perhaps an element of Nancy and Dee's choice to
tell me about this aspect of their constructions of success is
produced through the interview process. Hammersley (2003:
120) argues that in the process of an interview, interviewees
may be “driven by a preoccupation with self-presentation
and/or with persuasion of others”. As Maguire (2005: 429)
points out “all interviews are social occasions, performances
by the interviewer as much as the interviewee”.

Nancy also valued being able to undertake academic
research and writing as a career;

The awful thing is I've always enjoyed studying and it's
like, it sounds really stupid but I hate starting writing
something. But once I'm in there and I've got something it's
like problem solving, juggling it together and making it
work. And at that point I really love it; it's really interesting
and it's really self indulgent and it's about like the life of your
mind, like problem solving…and aren't I lucky to be able to
do it.

This view concurs with that of Mahony and Zmroczek
(1997: 5), who note that some women academics are “excited
by intellectual work”. Similarly, Grace told me “I like reading.
I love writing. I think I always have really, really enjoyed
writing”. LikeNancy andGrace, Dee's ‘gains’ are also couched in
terms of her own personal enjoyment, fulfilment and freedom
in her work; she explained,

It's very interesting because the people at my university
who get all the hard work, so most of the teaching on the
PGCE's, the Masters, you know all that administrative
teaching load, all want to retire... but those of us who are
professors, you know regardless of our backgrounds…want
to go on being professors, we want to go on doing our
research.

Dee's narrative raises a question about status and
hierarchy; the further up the academic ladder an individual
goes and the ‘better’ it gets, arguably the harder it may
become to step off. Perhaps this experience is bound up in the
“prevailing culture of individualism and competitiveness
which has given free rein to an end-of-millennium capital-
ism” (Reay, 1997: 23). Reay (1997: 23) adds that “competi-
tion and individualism are all about hierarchy and pecking
order”. Being successful in an objective sense improves an
individual's capacity to be autonomous, choosing research
over teaching and administrative duties.

Success at what cost?

The costs reported here are generational and contextual;
that is, they are specific to someworking class girls educated in
the late 1950s and 1960s. ForNancy the costwas constructed in
terms of her own success, to the detriment of her peers at
school; for Grace it was gendered, involving balancing work
and family life. Taking each in turn, according to Nancy,

the price of my success is costed against the other 36
children in my primary school, who didn't get what I got.
The price of my success is the price of their failure…
There were four rows of us and all of the back row
couldn't read. The price of my success was the price paid

by those children sitting in the back row who never learnt
to read at primary school.

Nancy constructs her success as relative to the failure of
other working class children and recognised that the attention
and extra coaching (sponsorship) she received at school was
to the detriment of others' education. Nancy reported that
the sense of guilt she felt emerged as a driver influencing her
decision to work in education in order that she might ‘give
something back’. Nancy's success reflects the fact that “selec-
tion led to the under-education of many working class
children” (Brine, 2006, p.433). As Evans (1995: 61) argues:

…for the great majority of English children in the 1950s
and the 1960s the eleven plus was the first and in many
cases the last public examination that they took.

The competitive and hierarchical nature of the school
system, compounded by selection procedures, meant that
school success was possible for only a few. For the majority of
working class children, such selection served as “a gentle
shaking of the sieve, with now and again one or two big jerks”
(Jackson & Marsden, 1962: 231). Many children from working
class backgrounds who did not pass the eleven plus and
therefore did not attend grammar schools “were being pushed
out of the sieve in big numbers” (Jackson & Marsden, 1962:
231).

For Grace the price has been gendered, involving
balancing work and family life. Grace recognised that she
had paid some price for her success because of her family
commitments. She told me;

It's a kind of complexmixture of the price of being awoman
and having children and having a family. I think that's
suffered. I think it's impossible to be a high achieving pro-
fessional woman and it not to impact on your kids and your
family in terms of paying attention to them.

Whilst Grace has experienced a successful academic
career, she feels that in the process, her children have paid
a price. Grace experienced a dilemma facing many working
women negotiating a balancing act between the demands of
their careers and those resulting from the needs of providing
care and domestic support for a husband and/or family
(Mavin & Bryans, 2002). Smulyan (2004: 229) argues that:

the conception of balancing multiple roles, each of which
is constructed within a different (and sometimes compet-
ing) discourse is, at best, overly optimistic, and, at the
least, overly simplified.

For Grace, balancing work and family needs was at times a
cause of tension and stress, suggesting that tensions between
family and career demands can be a factor for professional
women, partly due to persisting dominant ideologies about
the role of women as needed within the home (Spencer,
2005).

Discussion

This paper has examined some of the perceptions of
three senior female academics from white, working class
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backgrounds, paying attention to whether they reported any
‘price’ for their academic success. I agree with Gladwell (2008:
19), who argues;

People don't rise from nothing. We owe something to
parentage and patronage... The culture we belong to and
the legacies passed down by our forebears shape the
patterns of our achievements in ways we cannot begin to
imagine. It's not enough to ask what successful people are
like, in other words. It is only by asking where they are
from that we can unravel the logic behind who succeeds
and who doesn't.

In terms of unravelling the role of class background in my
respondent's career success, I conclude that as a result of their
education (not discussed here) and subsequent careers all
of the respondents occupy a transitional class position — that
is they now occupy middle class spaces, although for all of
them, this was only in terms of their professional occupation.
Gardener (1993: 55) has described working class female
academics as “marginal members of two cultural worlds”.
Such “a transitional class position is fragile and emotional”
(Brine, 2006, p.443). Consequently, Brine (2006, p.443)
argues that an “unproblematic shift of class identity was,
and is rare; a continual negotiation of a shifting transitional
class position is far more likely”; this was certainly the case
for my respondents. Alongside class, the paper also explored
the role of gender in the respondents' academic success.
Being female was a factor in terms of the limitations it placed
on Grace. The white working class women in this study were
all educated in the post SecondWorldWar period and subject
to the set of discourses and ideologies about classed femi-
ninity at that time (Spencer, 2005); these factors influenced
Grace's experiences.

In terms of the paper's attempt to gain a greater under-
standing of the cost of the respondent's success, it emerged
that there is a classed and gendered, generational price,
underpinning these women's perceptions of their success as a
result of the particularities embedded within the historical
context of their education and subsequent employment
opportunities in 1950s and 1960s England. As Gladwell
(2008: 137) argues

The sense of possibility so necessary for success comes
not just from inside us or from our parents. It comes from
our time: from the particular opportunities that our
particular place in history presents us with.

A furtherfinding is theway inwhich the price of successwas
constructed similarly for the respondents in both subjective and
objective ways. All of the respondents reported that either they
were not worthy of their success, or that they felt like frauds,
interlopers in both grammar school and the academy. But these
women are undeniably successful, so why do they construct
themselves in self-depreciatingways? It could be partly related
to the performative nature of interviews, which serves to
produce thesewomen in particularways. Or itmay be that they,
similarly to Reay (1997: 27), are engaged in a process of,

reconciling what I have become with what I was, while
simultaneously trying to carve out a self that I can feel at
ease with.

As such, this paper has highlighted the ambivalence
surrounding all the respondents' constructions of the price
they have paid for their success in relation to the positions
they have attained in the academy.

Clancy (1997: 48) reflects that women academics with a
working class background, in the process of “‘bettering’
ourselves through education […] are simultaneously ‘betray-
ing’ our roots, our culture”. That in the process of “moving out
of one's class one is implicitly criticising it: this is good
enough for you, but not for me” (Clancy, 1997: 48). The cost of
my respondent's success is, in part, the difficulty of managing
a desire not to be, and not to be seen as being, better than
those they have ‘left behind’ in class terms; a disavowal of
being superior, yet underneath a lingering sense of not feeling
worthy. Thus, the respondents' social class, gender and the
historical specificity of their lives has shaped and continues to
shape their experiences and constructions of both subjective
and apparently objective success within the academy.

Endnotes

1 It is interesting that the respondents were all primary school teachers,
and confirms the view that teaching has long been considered a suitable and
respectable job for women, particularly middle class women although
working class women were also encouraged (Maguire, 1997). As Morley
(1997, p.117) notes that, “it is no coincidence that many working class
women access the academy initially through teacher […] education”.
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