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Chapter One: Research Project, Protocols &Viethodologies

| have learned to be more understanding of others in a variety of ways
ability, race, gender, and class in particular. By having a divedess,
| have seen otherodés perspectives (mainl

classmates. ltés one thing to hear that
effective to hear studentsd stories of
against. |t hal stokies gne dispussoiGsare pastr s 0 n

helpful. Group is also a great way to meet different people and explore

diversity.

i BtudentWomen, Art and Culturg2006)
| really enjoyed that some of the assignments were just to give
comments regarding our virtuelassmates work and that | was also
given comments from them. This motivated me and made the work
very interesting and the responses were something to look forward to.
It furthermore made the learning much more enjoyable and | think |
got a lot out of theourse without even realizing that | was learning so

much.
I BtudentWo me ndés He a-Beingp2067p d We l |

Introduction

Although students are key participants in classroom knowdetgengat the
university levelinsights about their classroom experdes are too sparsely
documentedlet alone thoughtfullgonsidered in contemporary institutional
discussions about learning in higher education. Critical educators exploring student
participation, however, indicate that observations offered by learreers ar
r/levolutionary and merit careful scrutiny (Robert B. Barr and John Tagg, 1995;
Jacqueline Cossentino, 2004; Henry Giroux, 2005, 2011, 2012; bell hooks, 1995;
David Trend, 1992, 2001; Judith Summerfield and Crystal Benedicks, 2007).

In focusing on knovddgemaking experiences from the perspective of student

informants, this dissertatiaas both avaluable and substantive intervention into



academic conversations about classroom learning in higher eduségithads of

gualitative analysis and crystakid writing theorized by Adele E. Clark@@05, and

by Laura L. Ellingson2009) have provided useful models for scaffolding

re/representations @iformant data to producerichly polyvocal narrative of

learning transactions that both disrupts and dzai@es existing academic discourse.

Student informantsweeenr ol |l ed i n two womends studies
Maryland (20062007) Interpretively stitched together, studeatrrativeslluminate

the robustly material and mulensory rangefaransactional processes in, through,

and by which classroom participants were engaged in collaborative knowledge

making endeavorsn the sharing of student texthjd dissertation collectively

narratsc ompel | ing stori es adbwedgemakinyprocessdssue t o s
of designing and facilitating dialogiandcollaborative peelearning transactions

aroundthe deployment adligital technologies.

This contribution of student voide all the more timely as increasingly
corporatized structuresd resource streams impact university policy and decision
making decisions (Sheila Slaughter and Gary Rhoades, 1999; 2004). The narratives of
knowledgemaking emerging from my research engagement with student informants
provide alternative and more compleruanced understandingsaassroom
learning processes and outcomes than those yielded through quantitative evaluations
measuringa narrowly commoditypased calibration of student performahd&ased
on research findingshis dissertatiomlsoarticulaes a significantly more expansive

vision of the constructivist potentiad technologymediated classroom teachititan



thetoo-oftenasserted notion of their utility as a means to reduce astiueture the
costs of traditional classrooms in responsshiting resource allocations.

As instructor in the courses that served as research venues, | made
pedagogicatlecisions scaffoldinghe designby and through which students were
prompted tgoarticipatein classroom knowledgmakingprocessesSimilarly, my
decisions as the researcher and author of this dissertation to utilize inductive forms of
inquiry and qualitative methods of analysis ipaging research findings frantlee
meandy whichreaderar e i nvited to engage-mgkihgident so
In transparently acknowledging my multiple roles in constructing this narratide
in privileging the experiences of student research participants engaged in iteratively
transformative processes of learning praxis, | invite readers also to bactivee
participants in this multvoiced dialogue (Paolo Freire, 2004; David Kolb, 1984). |
anticipate hat as they do so, readers Wébk did many student participantspnstruct
a more richly nuanced appreciation of learning as cycles of sensorypeyaaid
processing transactionBdvid Kolb, 1984 John Dewy, 1916, 1938).

My initial provocation for undertaking this research wasfdtiedissatisfaction
| experienced with my teaching as a gradua
Department at the Unérsity of Maryland (2002007)* Despite evidence of student
satisfaction and competence in achieving stated learning objectsassddhat |
was not facilitating genuinely transformative knowledgaking opportunities for
learners. This perception wasmpounded by my sense that students were not

critically engaging with one anothear with the course themgis ways that were



consistent with the social justice orientation of the course. These observations
produced in me &oubling disturbancekinto t he At eaching perplexi
by educator and progressive reformer Jane Addams (£902).

In seeking to address my unsettling disquiet, | began a series of intentional
dialogues with students and colleagussd began reading the work of many
feminists and critical educators includinigeanna Marie Eator2Q01); Berenice
Malka Fisher (2001); Maralle Mayberry Bllen CronarRose(1999); Edmund V
O'Sullivan, Amish Morrell &Mary Ann O'Conno(2000); and Kathleen Weiler
(1991). Over time | reonceppualized my notion of the classroom as a feminist
learning community in which knowledgeaking was intentionally constructed as a
collaborative endeavor. My engagement with samastructivist learning theory also
prompted me to reonceptualizeny role & that of a guide and facilitatdrworked
to desigropportunitieghat would enable students to experience théeractions
with oneanother in this mannéras a relationship dnowledgeable peers
collaboratively interrogating, and @mnstructingknowledgetogether as members of
a classroom learning communityiércia B. Magolda Baxter &atricia M. King,
2004)°’Participation in two grants from the Un
Teaching Excellence encouraged me to experiméhtsocial and djital media
technologies as a means of promptingsestudentcentered learning partnerships
(Susan Lea, David Stephenson & Juliette Troy, 2603).

Transdisciplinary feminist discourse theorizing teaching and learning as a

social justice projedhave confjured all aspects of this researdlis orientation has



assisted me to design classroom learning opportunitishich the elaboration of
new objects of knowledgs promptedhroughknowledgemaking processes and
practices that are mutually reciproeald collaboratively negotiated across
boundaries of difference (Susan Stanford Friedman, 1997; Katie King, 1994, 2001,
2002, 2012; Julie Thompson Kleih996; Elizabeth St. Pierre anda S. Pillow,
2000). Indeed, scholarship construing teaching and fegaas a form of social justice
praxis has been central both to my initial experimentation in smrigtructivist
classroom desigrand to my subsequent research aiming to better understand and
represent learner experiences of knowledgg k i n g i ntudeochassmdns S
with such an gentation (Henry A. Giroux &eter McLaren, 986; Rebecca A.
Goldstein, 2007Patti Lather, 1986, 1991; Peter Mayo, 1999; and Eugene F.
Provenzo Jr., 1997, 2006).

As | theorized and implemented this robustly transactiandlstudent
centered approach to classroom knowled@king processes, | noted anecdotally
t hat womendés studies students appeared to
learning peers than | had observed in teackinglar coursepreviousy i while
continuing to report high levels of satisfaction with their course experience.
Moreover, their collaboratively produced assignments and culminating projects
appeared to evidence a greater degree of critically reflective engagement with
relevant knowledge fraeworks. Hoping to substantiate these anecdotal observations
and seeking to discover more about how students experienced their classroom

collaborations, | invited their participation in this research. | anticipated that by



including the voices of studentwho are keyif underrepresented stakeholders in
conversations about learning in higher education), this dissertation would contribute
relevant i nsi ght s-makmg processestmatmeulddénefik nowl edge

teacher/scholaracross theiniversity conmunty.

Framing the Research Project Protocols, and Methodologies

All aspects of human being and knowing are situated.
i iElizabeth McCarthy1997 p. 107)

The graphic overview of Chapter Qreelow, situateghe framework
groundng theprotocolsl constructedor thisresearch inquiry. In Chapters One and
Two, | describe théheoretical andransdisciplinaryscholarship that havecaffolded
this framework In Chapters Three through Six, | interpretively stitch togettine
storiedquilt of voice energing fromstudentdata,combininganalysis otexts
constructed by students i n co,togdhertwithng t ask

narrativeghey authoredeflecting on their learning



Chapter One Overview
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Research Project, Protocols, and
M ethodologies

Introduction

Framing the Research Projec
Protocols, and Methodologies
Research Venues & Data
Sources

Critical Collaborations

The Methodology Toolkit:
Scholarly Resources

Data Analysis

Data Mapping

Telling Participant Stories in
AcademicWriting

Deploying Crystallization in
Writing Qualitative Research
Framework: Centering

Animating Questions

1. What might students share with me

. How might a qualitave methods

. What methodological frameworks wi

. Whatpresentation formats will Is¢

Studens Narrative Voices

about their experiences as learners
womenos studies

approach reveal relevant participant
insights about their learning
experiences?

facilitate the collection and analysis
empirical data in conducting this
inductive inquiry?

facilitate a dissertation narrative that
communicates the polyphonic
diversity of student voice and
experience?

Figurel: Overview ofChapter One withnimating Questions

The Research Venues

Data was contributed ly13studetse nr ol | ed i n t

w O

courses at the University of Marylaimd20062007. Although thghysical and

technologyenvironments for thewo coursest nt r oducti on t o

Women, Art and Cultur@VAC) andWo me n 6 s

womenos

Wo menos

H e a-Beingy Transnationde | |

Perspective$WHWB) weredifferently configured participants in both coursegere

intentionally prompted to critically engagfgemes irno me n 6 s

studi

collaborativetransactional processtsat were dialogic, studewenteredand

technologyrich.
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Textbox insertions are one component of the crystallized ‘gettre writing
formatl have constructed to present research results. They permit me to s
elements ofmy reflective process without disrupting the main narrative flow

*kk

Studentcentered learning processes grounded in critical, feminist, and soc
constructivist theoretical frameworks will be described more fully as part of
interpretive framework acenpanying student texts in subsequent chapters.
Briefly, these processes included:

- Dialogic exchange to facilitate the development of student voice while
Simultaneously validating otsher so
- Authenticity in promptng tasks requiring peers to engage one another as
equally knowledgeable partnerstire negotiation ohewunderstandings and if
the exchangef critical feedbackand

- The use of communication tools, social media, and digital technologies tq

facilitate processes of collaborative learning.

Eighty undergraduate students contributed dtata three sectionef the

Women, Art and Cultur@VAC) course taught in thepring and fall semesters of

2006’ Of f er ed each s e metsdiesdepatmentie WAC cdimsme n 6 s

fulfill s universityCORE learning electives required for all undergradudtes.
students frondisciplineso ut si de of Wibaffersrad gopoBunity
exploret he field of womenos wannsdreative

productionii a s eex m relat®rstdamilies, religion, education, ethnicity,

and s e Xluasd dbublys.a®a requiremdot students wishing tearna

thi es
t hrough

class,

certificate, minoyor major in Wb me rstddies. Additional descriptioaf the WAC

course and the blendedarning envonment in which | taughtectionsserving

as

venues for research collectiaa provided inChapters Three and Foas part of the

thickly interpretativeframework formy re/representatiomf participant narratives.
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Wo me n 6 s He a-Bdnd) Transnation® @erdpectivég/HWB) was
an online courseo-designedy myself and colleaguemiciled atinstitutions in
Africa, the Caribbean, arttie Middle Eastlt was taughtri the spring of 2007
Thirty-three students contributed research dallavere enrolled in women and
gender studies programs at one offtlwing institutions: Batllan University
(Israel), Makerere University (Uganda), University of Maryland (U.S.A.), and the
University of the Western Caped&h Africa)* Approximatelyonethird ofthe
participants weré graduatgrogramswhile the remainder were in tlieal year of
undergraduate studies. The course, which fulfilled elective requirements at each of
the participating institutions, brought a comparative transnatfooas to the
exploration of wdoeng.rAGxiechnstadtivisthouraerdesigrw e | |
prompting students to learn by doing togetlinectedvirtual peergo examine,
collectively, the impact of lived experience (includidgferential accessot
resourcesonw o me n 6 s h e aeirigdcross gedbgraphacicantexts

Working collaboratively across institutional and national borders, participants
investigatedactors of difference such adility, age, class, education, ethnicity,
gender, religio, and sexual orientatiamn w0 me n id sachtottlze Iretevant
socio-cultural, geographic, historicand political contexts. Additional description
about the course is providadChapterd-ive and Sixas part of thehickly
interpretativescaffoldframing myre/representatioaf participant textsThe
collaborativework, andthe generous intellectual support offered by the four

colleagues with whom | worked oo-designing andeamteachingthe WHWB



coursewascritical to the realization of this sertatiorproject,as was the informed
consenffor datacollecton grantedby students in botho me n 6 s coarses.d i e s

Data Sources

In hoping to substantiate my impressions from participant observation and the
initial feedback from students, | cast @&d net in collecting data. While | was
chiefly interested in exploring what women
their knowledgemaking experiences in a feminist learning environment that was
socio-constructivist and technologych, | was also arious to discover what other
stories about learning their voices might tell. Data collection in betlnesncluded
work submitted as assignments as well as writing submitted in online discussion
forums and in reflection journals. | documented groupgetsj engaged in participant
observation, and asked students to voluntarily complete qualitativeanddeneof-
semester evaluations. | also invitdg@m to participatén ex postinterviews.

Primary Data Sources

Data collection from 113 was accomplishedler the auspices of the
University of Marylandéds Institutional Res

Student assignment€ourse assignments prompted students to
explore women as producers of wvisual <cu
experiences of health and wéeling (WHWB)*?

Sudent evaluationsStudent participanti® each courseere asked to
provideboth qualitative and quantitatifeedbackabout their course
experiences through a number of evaluation instruments; templates of
these are in possession of the author. @pehd questions prompted
students in the WAC course to comment on learning activities and
experiences they found to be particularly engaging and/or effective;
students in the WHWB course submitted feedback about their online
learning experiences in guidedlestive essays. Students in both

10



courses also completed self and peer evaluations for their group work
and collaborative projects. Whenever possible, anonymity of responses
was assured (although this was more difficult to achieve in the online
WHWAB course) A summary of findings from data collected from

each venue is included in the relevant chapters of this dissertation.

Peerto-peer discussion forumandindividual learning journals

In both courses, students participated extensively in dialdgical
structured discussion forums (online and feeéace in the WAC

course; entirely online in the WHWB course). Students in both courses
also periodically submitted online learning journals. Excerpts from
each are re/produced in subsequent chapters tasfpay retelling

stories of learner engagement.

Focus groupsnd individual interviewsFocus group$or participants

in all three sections of the WAC coursesre conveneth April 2007.
Individual interviews were conducted on campus in May 2007 with
members of the WHWB course who had been enrolled at the
University of the Maryland, and online interviews were conducted
with participants from geographically distant cohorts. As per IRB
protocols, student participation @ post fact@onversations was
completely voluntaryparticipants were recruitedndomly from the
entire roster of students. Interviews and focus groups were semi
structured but opeanded, inviting students to reflectively share their
perceptionf their course experiences. These sassivere recorded
and transcribed and are in the possession of the author. Excerpts are
included in subsequent chapters.

Supplemental Data

Alsoint h e a possessioatedard copies of nmgsponses to student
learning journalsto their participationn discussion forumsand allevaluatiors
completed in response gwoup projects. Narrative grade reports for all students are

also in author archives.
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Critical Collaborations

Scholarlyengagement with sociconstructivisteachingframeworks was

materally enhanced byny opportunitiesas a participant in conferences, and
university grantsandworkshopsThese contributedignificantlyto this dissertation
project assisting me to:

A design a more feministentered classroom learning environment

A sharpe my use of new media communication technoloffieprompting

andfacilitating peer collaborati@ain knowledgemaking processesnd

A develop qualitative research approaches and methodological tools.
Figure 2, below,summarizes the timeline of these ablbrationsvith respect to my
research project.

Perhaps most significantly, through these collaborations, | dised\eeitical

and feminist theoriegelevant to my project across a range of disciplinary and
interdisciplinary fieldsincluding Art Histol, American StudiesEducation, Visual
Culture/CriticalMe di a St udies, and Womendés Studies.
knowledge base was further broadened when | collaborated with feminist colleagues
in the fields of Psychology and Social Work to design thene/o me n6s Heal t h a
WellBeingcourse. It was amplified as well by our collective commitniemiat
courseto dialogic uses of technologies in the virtual classroom, and by the breadth of
disciplinary,socio-cultural, institutional, and (inter)nationaffiliations, together with
lived experiences, which weharedtogether withthe WHWB student participants

and staff with whom we interacted.

12



Timeline of Collaborative Projects and Presentations

Curriculum Transformation Project (CTP), Summer I nstitutes: Web Based Pedagoges

Desdgn online course(WHWB)
Transnational Perspectives:
Womeds Health & Wdl-Beng

WHWB: Pilot module and
Joint Presentation at Women $
World Congress, Seoul Korea

WHWB: Revision of
pilot moduleinto afull
seamestea curriculum

N/

N/

N/

| 2004 |

2005 |

2006 |

4N\

Center for Teaching
Excellence Grant (CTE)

ANV VA

7N

Word of Engagement: InterGroup Dialogues (4 Semegers)

Conference Presentation

Engagel Pedagogies: An Team Teaching:
Interactive Tool kit Womae Art and

Culture

ISSoTL Conference
Cdlaborative Scholarly
Development

American Studies Assoc

Co-Authored Article on
Teaching WHWB:
Agendai No. 71/2007

Transnationd Course

Learning to Read Images
Conference Presentation

Cernterfor Teaching Excdlence Grant:

Nationa Women $Studies Assogation

fi Fom where| sito
WHWB: International
Teaching Collaboration

Transaiona Course
Womenés Health &

Art asSogal Change

Womaens Health & A
Well-Being (1) On Campuswith Wome Wel-Being (1)
| 2007 | 2008 | 2009 | 2010
_CTP: _Smeer Ins_titute_ ISSoTL
Visual theracyKIL Dllversty Conference Presentation
Seminar with Teaching WHWB:
Rhodessa Jones Growth of Learners in an

Online Congructivist
Learning Environment
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Collaboraive opportunities for research also occurred at many-extra
discplinary sites includingat the University of MarylandThe Consortium for Race,
Gender, and Ethnicity (CRGE)h& Centefor Teaching Excellence (CTE)hé&
Curriculum Transformation Proje(CTP), awl the Words of Engagememhtergoup
Dialogue progranat the Office of Human Relations ProgratmsVork conducted in
collaboration withcolleagueschiefly Paul Mihaildis and Eden Seg#irough the
auspices of the intanstitutionally sited Soeity for theScholarship of Teaching and
Learning (SoTL)has also proved extraordinarily fruitfu?&t Hutchings2000;Lee S.
Shulman, 2004, 2004b Etienne Wenger, 1998° Graduate courses taught by
American Studies faculty members John Caughey, Jo Raafet Mary Corbin Sies
enacted collaborative pathways to knowleagaking that werelectrifyingly
transformative in their constructivist use of technologies, and that were instrumental
in assisting me to imagirtew | might deploy studententered pedagies and
technologies in the courses for which | was the instructor.

Chapter Two further describes the ways in which my scholarly inquiries into
collaborative knowledgenaking across these multiple communities of practice have
assisted me to construct theeoretical scaffold undergirding the dissertation project
(Geoffrey C. BowkerandSusan LeigtStar, 1999)!’As noted in the chapter overview
above the remainder of this chapter discusses the methodological toolkit |
constructedo collect and analyze datando interpretivelyre/represeniny research
findings toaudiencessited acrosthe many knowledganakingcommunitieof

practicegeferenced above.
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The Methodology Toolkit: Scholarly Resources

As | collected data, | recognized the need for toolswmauld enable me to be
attentive topand to adequately re/represent the heterogeneous complexities of learner
experience reported by participants. However, | also required tools that would assist
me to excavate and theorize clusters of thematic convergamerging from data as
participant voices were discursively placed in conversation together. Finally, |
required an approach that would assist me to transpaeakihpwledge the
significance othe many roles | enacted throughout the project as | wasrby
instructor, learner, observer, participant, resear@ref writer.In constructing a
toolkit to meet these requirements$iave been influenced by participgotused
methods of conducting qualitative reseamrch as narrativethnographyparticipant
observation, and phenomenologyleleE. Clark, Laura L. EllingsonBeth Gayhill,
and Patti Lathehave each engaged snd theorizedgollaborative and ethical
methods of conducting research witlformants that havbeen jarticularly
influential models(Janet Wolff, 1995*®

In Situational Analysis: Grounded Theory after #ast ModerrTurn (2005),

Adele Clarkeconstructs a framework for purposefudiifting raw data in ways that
will reveal rather than refugbe complexities of conductingualitative research,
explaining:

My interventions explicitly seek to challenge the steque of

research as focused on commonaktssore, to rupture the taken

for-grantedness of the normal curve, and instead to place differences,

complexities, and silenseat the analytic core. | hope to legitimate
simultaneously attending to the social as well as to individual voices,

15



to the nonhuman as well as to the human, and to producing further
analytics of the discursive amateractive practices of powep.(295).

PattiLather andChris Smih i e s Gvoiced studyiTroubling the Angels: Women

Living With HIV/Aidg(1997)andB& h Gr aybi |l | 6 s eAnmishogr aphi c
Women, Business Sense: Old Order Women Entrepreneurs in the Lancaster County,
Pennsylvania, Taist Marketplacg(2009) heightened my understanding of the
responsibilitiegshat accompany interpretative r@gresentation of informant voice;

they underscorefibr methe importance of being both transparent eledrabout the
choices | make iso doingGr aybi | | 6s wor k explesearcht | y cal |
challenge n o Every gseardher has an agenda; some are simply more aware of it

t han o62°Ed 3 .i & gpsceptudl enEngaging Crystallization in

Qualitative ResearcfR009) describesthe utility of interweaving multiple writing

genres irconstructinghe presentation of qualitative research restlisther detailed

i n Chapter Two are t he mubiplied myabilitywdhi ch EI | i n
highlight the extraordinargichnesspresent in the datso as taneaningfully

extrapolate itselevance to conversations about teaching and learning in higher

education.

Framework: Data Analysis

The power of the pasiodern lies in its flexibility. . . If empirical
work is to move towat rather than away from difference(s) and
complexities’ to mei the heart of the postmodern projéatve need
tools that enable us to see difference(s), handle them analytically, and
rerepresent them in fathomable ways that can travel.

I TAdele Clarke(2005 p. 292
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As Clarke notes above, one of the challenges with qualitative work in the

contemporary moment is to fashion research protocols that will foregreathdr
than obscurgthe complexities of difference in the situation being investigated. H
analyticand situationally groundedamework builds purposefully on Anselm
Straussodés discourse theory to focus resear
the collection, analysis, and reporting of empirical da&he argues that an ethically
responsible approach to qualitative work obligesrésearcheto proceed
inductively, and toremainv i s ipbrleys efint 0 i. Additiomally, reserar@Hery s i s
accountability is most likely to be achieved, Clarke asserts,thgtfiocus on
situationsast he fnfewmndédd wunit of analysis. o

Clarke posits thaih grounding analysis in thgituation, the researcher
overcomes the confining as,swichfunctiomsto of mode
enforcean artificial separation of the researcher from thateat of the research in
which s/he is engaged. Further emphasizing the artificiality(iamghermeability of
moderni smés discursively established bound
accountability that inheres in the perdwood of the researeh, she writeshat
fieverythingin the situation both constitutes and affects most everythsagielthe
situation in some wdg).0 Situational analysis has been a critical frame in this
project, one that has continuously prompted me to be relationtdiytional in
writing about the elements constituting processes by students were prompted to
knowledgemaking endeavor&nd insubsequentlgonstructinga framework by

which to re/producéextsilluminating these transactions.
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Framework: Mapping Data
Mapping opens up knowledge spaces. Maps are great boundary objects
T devices for handling multiplicity, heterogeneity, and messiness in
ways that can travel. Because maps are visual representations, they
hel pfully rupture é our pnovokenmal ways of
to see things afresh.
I TAdele Clarke (2005p. 30)
Clarketheorizedata mapping as a strategy tbahtinuouslyenables the
researcher to remain present in her/his anal§gie underscores thais approach
promptsresearcherto befianswerable fooh at we | earn h,dhe t o seeo
nuts and bol ts o/fund&girdsrhér et@ategic are punposéfol | o g y
approach to thee/representation of informant data. The process of majjaitay
provedextremely usefulo the project banalyzing texts collected fromustent
research participants. dteatedspace to ask questions of the datrad to se¢hat
multiple responseare constituted in the voices offormant. Clarke suggestthat
the researdr fiqueryothe databy askinggus t i ons such as the follc
the data about? What is going on? What are these stories? What are the discourses in
the broader situation? Who is involved in producing these discourses? What and who
do they construct? How? What and with whom &eytin dialogue about? What and
who do they render invisible? How? What material thingenhuman elemenrdsare
involved and how do they configure the hum
Clarkebs suggestion to memo extensively
mapping proved hefpu | in engaging the Atopics of <con

patterns of collective commitimackinigo di scur s

back and forth betweemodes of analysis such as mapping and mamol
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discovered possibilities for engagithe reader more intentionally in the dialogic
exchangeshat were embedded in the d&t#s | deployed mappingth i nducti vel y
yet analytically construct the situation of inquiry empiricallydiscovered means by

which toexploit the diversity of expeence and funds of knowledgeesentn
studentdata.Mappinghasalso greatlyfacilitated the conveyance of discursive

knowledges aboudtherness and differenceontained in the texts of student

informants across disciplinary boundary spacasd commuities of practice.

Clarke theorizes three types of mapping exerds@soduce comparate
cartographic analyses of empiricita.Engaging data through these mapping
exercises, excavatedand visually decipheredhe complexities of knowledge
makingprocessepresent in studertata In plotting discursive trajectoriesbegan ©
imagine practices for re/representihgse transactionkdentifying specific
situational elementimdicatedthroughdatamappingto havebeen most significarb
participant learning engagement enabled mé&ansform empirical data into findings
thatare responsive animatingresearch questions.

Graphic matricegbelow)adapt ed fr om Cl| a nofkesdarch s c he mat
inquiry serve tallustratethe relative strengtbf conditionalsituationalelements to
s t u d lenowtledgémakingexperiencegfigures 3 and ¥ In the data chapters
describing each of the research venues from which data were collcuted,
selectivdy relrepresentetiextsmostreflective of the reldive strength of the
conditionalelements highlightedh these matrices beloyas these were thsories

most insistently present in student data.
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Il f this dissertation were it el
primarily from my perspectives as instructor and researcher, further
elements with/in the situations of action woaldohave been
highlighted as &ving beerof equal(or of greaterkignificance These
would have includedornthuman actantandinstitutional discourse
The stories of learner engagemenh a t  ih thisidisseftatian are
chiefly those reflecting the perspectives of student infots®merging
from situational analysisf empiricaldata.

“/

Figure3: Situational Matrixfor theWomen, Art, an€ulture course
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Figure4: Situational Matrixior Wo me n 6 s
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A comparative examination of these figures indicates which situational

elements were perceived by student informants in each vemagedeenmost

relevant to their classroom learning experiences. Notwithstanding the strong

significance

il 1l uminates

t

of

he

ficont est ed

fact t hat

i ssueso i

fcont ested

were thedominant elemestin that situation. Given the thematic focus in the WAC

course on women as produced by and as producers of visual culture, it is not

altogether surprising that these elements emerged from analysis of student data as
critical to theirlearning processes. Many of the contested issues were precisely those

considering the relationships between contemporary cultural discourses and the social
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construction of difference. Although students in the WAC course primarily met in a
faceto-face leaning environment, the use of new media technologies in knowledge
making transactiondgggedm t h e ma discursive comsttuetion ofi
actors/actants) was al so st r davigd bgemmghllyisignifieahtte d ge d as
studentg?

On the other handyiven that many of the virtual and transnational
transactions shaping modes of engagement in the WHWB course were quiteinique
le a r nclgsreairexperiencs, it is not surprising that digital technologies emerged
as the strongest conditional elemedther processe®tedby informantsas
significantto their learningarecaptured in the matrix under the tdiscal to globab
a n d@patial and temporald P a r t i from poghvenuesillestcatirg the ways
in whichtheir knowledgemakingtransations wereconstituted by these elements
aredescriptively situated and/produced in Chapters Three through.Six

Framework: Telling Participant Stories in Academic Writing

What is drawing me and, | believe, other scholars to write personally is
acksire to abandon the alienating Omet al
than opens, the doors of academe to all those who wish to enter.
Personal writing represents a sustained effort to democratize the
academy. Indeed, it emerges from the struggles of thaditidnally
excluded from the academy, such as women and members of minority
groups, to find a voice that acknowledges both their sense of
difference and their belated arrival on the scholarly sé&ne.
i iRuth Behar

Data mapping enabled me to identifyisat and compelling stories of

participant learimg experiencesSc ho | ar | y ritlgsnarrativéwitrat A w

informants as theorized and practices lnfinist ethnographeRuth Behar, Beth
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Grayhbill, and Patti Lathemmong othergprovided me with model®r constructing a
frameworkby whichto re/represent student stories while remaining reflexively
attentive to my own authorial voié1In theinterweaving of informant voices
alongside their owneachexplicitly framestheir re/representation oésearctdatain
ways thatare bothess hierarchical and more democratic. Thegthodologiehave
greatlyenabled myonstrucion ofa documente/presenting findings in a framework
flexible enough t@accommodatéoththe diversityof participant voice, and the
convergence of oppositional ways of knowledgaking presentih e ar ner 6 s
experiences n womends studies courses.

Patti Lather hapersistentlypushed boundarige find means by which to
authentically re/represettie other in her work. Her use of voiceradically
transgressive representational modes simultaneously ceartdrexposes its
paradoxical capacity to discursively silepcather than to acknowledge difference.
Lat herds approach to challenging tomggpressiyv
of difference, embodiment, gender, and power at the center of her process of
conducting qualitative research. | have found her process of critically exploring such
guestions in tandem with research informants to have assisted me to be more
reflectiveabout my own research and writing decisions (Lather, 1¥386r t her 6 s
work continually critiques the problematic invisibility of power when researchers fail
to acknowledge their positionality and situatezss with respect to populations being
investigated.>’Lat her 6s wor k WD9)khradibleshe shar&dmi t hi e's

knowledgemaking experiences of women with HIV/Aids in support grouipisas
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been for me a revelatory and a tangibly concrete model for writing the stories of
student research participambtsough a crystallizing prism that attempts to adequately
reflect the sociecultural inequities to which their voices calleition®®
Beth Graybillds dissertation exploring
marketing to the tourist industry in Laagter, Pennsylvanias been another
significant modefor me of working to achievesocial justice outcomes through
conducting and writing qualitative researc
stories of her informant population by centering voited are relevant to scholarly
discoursebutthath ave been both underrepresented and
traditional ethnographic research. Graybil
transformative potential of conducting what | have come to thirds subject
centeredqualitative research. Theorizing tbeeativeandthe constructivepotentials
of narrative ethnographic work, she notes its singular quality to engage readers
through the re/telling of participant stories:
While many of us present nathnographic work as simple description
of our informantsdé reality; in fact, ou
understandings of our research participants are both interpretations of
culture. . .both are constructions that require selectingoeutain
information to creata usable narrativiQuoting Geert1973) these
i nterpretations are thus Afictions in t
made, 6 0 s o me tithelongigal mearsnd ofictione ribtd
that they are fal sdhouglitace xi@mér, i mentmer @
Ethnography is stortelling, and as such it is an imminently accessible
medium, more so than most methodolodjg$2).
Graybill s practice of tell-studgdaad ori es wit

significantly undetrepresented research informants prompted me to center the voices

of my own informants in re/representing their learning experiences. Citing Geertz
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again, Graybill asserts this practice to be a contributory factor in the production of

research that is both posefully significant to research participgraad uniquely

illuminating for multiple academic audiences.
Ethnographic method also provides much greater respect for and
power to oned6s research participants, w
collaborators intie research. . Qualitativeresearch yields the
benefits of deeper insights and richer analysis than quantitative
througharticulaingwh at Cl i f ford Geertz calls dthi
Awebs of &Giagmd fistarnwcwtpupb)e s of meaning
Havingdi scovered densely cl| dwingegheed fAwebs o

mapping of data about studentsdé | earning e

Graybill s wor k t o theeaseaharragvé ih dranvingoute e xampl e

convergent structures of meagi Her work persuaded me ttaabharrative

re/representation atudent experienas both an ethical approach teollaboratng

with studentresearch informant&nda contribution to contemporary conversations

about teaching and learning in higher edusathlthough student voices are too

frequently obscuredand/or underepresented incademiconversatios about

learning the stories narrated in this dissertation demonsthatitheir transactional

experiences with one another as knowledgeable peessgmificantly consequential

not only to them, but more broadly to reseaafobut teaching and learnirmpthin

and beyond the field of womendés studies

Framework: Deploying Crystallization in Writing Qualitative Research

The need to dazzle graduailythat is, to reveal knowledge as
fragmentary, contingent, and irreducibly compiemxanifests as a
guideline for understanding and practicing crystallization.

i TLauraEllingson(2009,p. 30)
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Having gatherednany stories collectivelgarratinga divergty of knowledge
makingprocesses anekperiential transactonras mong students enroll ed
studies coursestlur ned t o L a uork(2009)the&rikingithe gsesaf n 6 s
crystallizationin qualitative researcim orderto frame their reggpreentationin this
dissertationAs posited by Ellingson, crystallized methods of writing provide a
prismatic presentation lens thaorksto reflectively illuminatethe critiques of power
central tothe agenda ajualitative researcH. It does so bya) de-centeing authorial
voice (b) makingvisible the partiality of individual storiesind(c) underscoringhe
embodied materiality of the experiences out of which they enf@igthusactively
invites multiple audiencegghrough many possible points of gytinto the work in
order toengage its dazzling array interwoven narrative¥:

Approachingthe presentation ofada through these writing strategies enabled
me to create a crystallizeshdmulti-genre format flexible enough to accommodate
the polyphowg of informant voice. Througthe process of blendirdjstinctive writing
g e nr e sblufringtha soundaries of academic writing), | 6v
captured the complexity of | earnersodéd exper
own constructive gesence in the process of quilting them togethiarough
deployinga crystallized writing strateqyrivileging multiple accounts oflassroom
learnersthis documentlsoenables new understandings with respethéo
materiality of theircollaborative ad collective knowledganakingtransactionsAs
well, it allows the reader to dratlieir ownconclusions about participant engagement

in, and ownership of knowledgmaking endeavors more directly than would a
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document in which mine was the single voice. dMyicipation inconstructinga
crystallizeddocuments thatthe readewill discoverengaging angenerousnodes

of access tdindingsthat augment existing funds of knowledge about the experiences
of university learnersven as they alstritically challengeunexaminedssumptions
underlyinghierarchically oppressive accounts of knowitggp often present in
contemporary academic discourabout teaching ahlearning in higher education

Framework: Multi -Genre Modalities for Writing Stories

Offering nultiple ways of knowing and making sense of data,

crystallized writing achieves depth through the combination of details

and genres. The principle of the prism

dilemma of offering only critique but no solutions to workings of

powse in society.

i TLaura Ellingson (2009. 10)

The genres | have utilized creating this crstallized dissertation document
have been selected to call attention to the diversity of particyoéce andhe
modalities of learningxperience present ihé data. These genres include narrative
excerptsof participant voice, textbox commentaauteethnographic vignetteanda
range of summarizing figureibles, andjraphsFigure 5, belowindicatesmy
rationale and methods of deployméutt each of tke genres | have selected for
writing student datanto the dissertatian have identified theseriting/presentation
modesfrom among amuch broader spectrum génres described byllgson in her
Qualitative Continuun2009,seeFigure 1.1, p. 8. It is my hope thateaders will
discover theewriting genrego individually and to collectivelgnhance their

opportunities to engagtories of learner experiengedifferent modes and from

multiple perspectiveszenres used in the dissertation are sedefttan eachof the

27



threespectrurs of thequalitative continuundentified by Ellingson:

Art/Impressionist, Midle-Ground and Science/Realist.

Wr i t i

ng Genr

s Sel Qualtativee Cdntinoum E | |

Art / Impressionist

Middle-Ground

Science / Ralist

Goals 1 Explore the 1 Construct situated | 1 Generalize to a
specific knowledges larger
1 Generate description ~ Population
Questions | T What is unique in 1 How do participants | § What are the
the experience off  understand / co relationships
participants? construct the among
situation? situational
factors?
Methods | 1 Autoethnography| T Focus groups  Sampling
1 Participant {1 Ethnography 1 Coding
observation 1 Narrative analysis | { Surveys
1 Interactive 1 Grounded theory 1 Mapping
interviewing situational analysis
Writing 1 First personvoice 1 ASni ppet s (f Meaning
Vocabulari | 1 Stories participal summarizedin
es f Multivocal, 1 Implied partiality and|  tables and chart
multigenre texts positionality
1 Personal 1 Emergent process
reflection 9 Thick description
Criteria  Inductive inquiry | T Participants are mair| § Accounting for
into leaning focus but researcher|  multiple
processes positionality and variables
reflexivity evidenced | § Comparative
1 Meaning jointly analysis
constructed

Figure5: Using Crystallization to IncorporateformantData
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Theimpressionistienodalitiesthat | have selecteduch as storytellingeflectmy
inductiveresearclprocesss They havesnabled me téayerevocatively the

specificities of participant experiense that the reader caxperiencehem

individually, and in contrast to one anothetowever, my aim to be reflexive as well

as reflective has required me to deploy research strategies fronicite groundof

the continuum alongside these impressionistic modes. Using ethnographic genres

from themiddlegroundhas assistethe to robusthsituateinformant® datim wi t h/
the situations of actioronstitutingthetwo research venues. Finally, in seeking to

compare and contrast data collected from each of the research,\amesorder to

andyze how findingsfrom research participantsight be generalizable to a larger

population of university learners, | have also drawn on genres frostidmece

spectrum of the continuum. Procedures such as coding, sangsiohtfye

construction of figureand graphshave permittedneto summarize and illustrate

significant positional perspectives present in the dataticipate that these

crystallized writing genres will enabieades to more readilyidentify and evaluate

the significancef situationale | e me nt s pr eeaxgenencedfn st udent so
knowledgema ki ng i n iescoueses@sthegetstrodgly consistemindbr

widely divergent across data sets.

Framework: Centering Studentsd Narratiyv

With women living with HIV/AIDS, | first begn to learn about

getting lost in terms of what it means to not be in control and to try to

figure out a life, given that. Perhaps more precisely, | learned about

getting lost from trying to simultaneously produce and theorize a book

about these women .The bk is laid out so that, rathénan only

Agiving voiceo to the stories of others
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researchers both getting out of the way and getting in the way. Our
primary interest is in a more interactive way of doing research than is
usually the case where researchers are presented as disembodied,

6objectived knowers. We are very much i
to put it together in such a way that our stories are situsat®ohg
many voices.

i 1PattiLather & Chris Smithies (1997ii, xiv)

In placing participant voices at the center of this dissertation, | explicitly
i nvoke Lathero6és notion of fireseaamdlh as pr a
havedeliberatelydeployedit to disrupt hierarchical patterns of situated posility
between academic researchers and student informaiisctursively foregrounidg
this approachl re/representhe perspectiveof the otheras a strategic intervention
into existingdiscursiveconstructions of learninthatwork to obscure facts of
difference andto reproducestructural inequitiesThislensmt o st udent sdé | ear
experiences alsonderscorethe complex modalitiesf learner engagement
experienced by participan@ndsubsequentlyeported in the dat#s thus
constructed,He dissertation unfoldsothas a narrative stitched together through my
thickly interpretivere/representations of student experience, and as an
et hnographically inflected portrait of the
community. In its diverseldistinctive texturing, the dissertation reflects the multi
layeredand manff acet ed | earning transactions at wo
classroom. It does so by centering the experiences of the 113 student research
participants who, along with mand mythree collaborating colleagues in the

WHWAB course collectively constituted these classroom learning communities.
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Chapter Two reviews the research that assisted me to scaffold the theoretical
frameworksupportingthis descriptivelyinterpretivere/represetation of participant
data Their textsas reproduced in Chapters Three through &irtribute
substantively t@ deepened understandingkabwledgemakingprocesssin higher
educationand suggestportant avenues of future considerationgonolar

educatorss well ador administrative decisiomakers aass the disciplines.
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Endnotes

! Although it is not a customary practice, where posshneughout this disserian |
am intentionally using first and last names fotemt authorcitations Women
scholars hae authored the majority of thweork | cite;the use of last names only (or
first name initials with last name)ifato adequately recognize this in citingeih
scholarly contributions to discourse.

2 Although my research coincides with ti@mentin which a discursivetsft in
institutional discourse has chosen to emphasize a more quantitative approach to
measuring learningutcomesl am not intentionally anstructing a document that
fispeaks badkto this discourseNonetheless, mgualitativeengagement with
empirical data fronstudent learners in this dissertation dpesvide narratives about
knowledgemakingprocesses university classroomithat are dter to and alternative
to those dominant conversations. Crystallized narratives illustatientso be
deeply invested iprocessesf knowledgemaking (as opposed to product
acquisition). While their voices are diverse, the stories collectively resepted in
this dissertatiorrontest notions thajuantitative measures alone, such as those in
which universities are investingcarceesourcesare appropriately theorized and
designed to be of significant utility in the continued development and dupfpor
meaningful practices fazlassroonteaching andearning

® The experience of being troubled by a sensmis$ed opportunitin the classroom

actually began even earlier; | first recall experiencing thigewtorking as a

graduatdeaching assiant in a large Art History survey course in 198908. In

retrospectmy desire tdind a teaching styléhat mightresolvethese concerns was a
significant factor in my delision to pursu

4 Addams(1902)noted thashe was oftenempted to undertakeseach inquiryas
a result of discomfortinglassroom observations and experiences.

®> BaxterMagolda(2004, p. xviln ot e s , AWhile autonomy involyv
responsibility for oneé6és own |,eaadr ning and
rejecting beliefs, values, and personal and social commitments, learning is also a

shared experienéemut ual 'y constructed with others. o

® In choosing to quot€annon and Newbl&usarLea, et al, (2003, p. 321) elaborate
a comprehensive descriptiofistuderic e nt er ed | earning (SCL) as
and learning that emphasize student responsibility and activity in learning rather than
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what teachers are doing. Essentially SCL has student responsibility and activity at its
heart, in contrast to strong emphasis on teacher control and coverage of academic
content in mucltonventional didactic teachiny.

"As part of the Womenés Studies Ph.D. progr
teaching graduate students pegmitted, with appropriate trainire;pd supervision, to

design their own sections tfe courses for which they attee instructors.

Approximately 25 students were enrolled in eatthesesectiors.

® University of Maryland online course cataldwtp://www.umd.edu/catalog/
index.cfm/shav/content.chapter/c/50

% Clarke(2005, p. 34w r i t e s-repraseBination, emean to succeBgftepresent
in another mediurh sich as oralinteréw i nt o scholarly writing.

19 A multi-year grant from the Ford Foundation to internationalizigersty teaching

and learnin@ | | owed t he University of Marylandds
Project to bring together approximately 30 feminist academics from universities in

Africa, Asia, the Caribbean, Europe, the Middle East, and North America.

1 Collaboraing academicslesigningthe course angarticipatingin the initial pilot
module (20042005)included myselfDr. Grace Banteby&yomuhendo Kakerere
University, Uganda)Dr. Vivienne Bozalek (University of the West@ Cape, South
Africa), Dr. Rivka TuvatMashiach (Br-llan University, Israel)and Dr.Yasmeen
YusufKhalil (University of the West Indies, Jamaicbnfortunately, dcal funding
issues prevented Dr. YusHKhalil and her students from participating in the 2007
course.

2 This disertation rese@h was conductednder the auspices of the Institutional
Review Board (IRB) at the University of Marylari@®B protocols stipudte the
collection ofconsent forms signedbluntarily by student resch participants prior
to datagathering activitiesAdditionally, IRB authorization permittetthe convening
of focus groupsvith students upon the completion of their course experiences.
Original documents in possession of the autbopy of IRB application reproduced
in the appendices.

3 Sample syllabiarte ocat ed on the authorods dissertat.i
appendices); complete syllabi and archives of all student work are in
possession of the author.
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4 These collaborations are further describader resource linksnt he aut hor 0s
dissertation wiki (see appeés).

15 See University of Maryland websites for more information about these cénters
Consortium for Race, Gender and Ethnichiitp://www.crge.umd.eduCenter for
Teaching Excellencénttp://www.cte.umd.edy/Curriculum Transformation Project:
http://www.ctp.umd.edu/and the Office of Human Relations Programs (Intergroup
Dialogue) http://www.ohrp.umd.edu/WE/

'8 Web sites associated with the Scholarship of Teaching and Learning (SoTL) that
have proved fruitful: The Carnegie Foundation for the AdvanoewieLearning:
http://www.carnegiefoundation.orgdnd The International Society for the
Scholarship of Teaching and Learnidtp://www.issotl.org/

" Knowledgemaking has funotined as théoundary objecfacilitating movement
among these distinctgliiplinaryand extradisciplinarycommunitiesBowker and
Star(1999)write,iBoundary objects are those objects
communities of practice and satisfy the informational requirements of each of them.
Boundary objects are thus botlagtic enough to adapt to local needs and constraints
of the several parties employing them, yet robust enough to maintain a common
identity across sites. . Such objects have different meanings in different social
worlds but their structure is common eigh to more than one world to make them
recognizable, a means of translation. The creation and management of boundary
objects is a key process in developing and maintaining coherenss adersecting
communities (p297)0

8 n discussing these qualiiav € met hodol ogi es, Wol ff partic
embodied subjectivity that is the epistemo

19 Similar views are echoed by Pdttther(1996)

20 Clarke (2005 p. xxxxj notes the followingfi Ve r y  raumdedftheary, is ag
empirical approach to the study of social life througahlitiative research and
analysiso

2L Clarke (2005 p. xxii) first describeste three types of maps and their distinct
cartographic approachésthe introductionSeealsopages36-90 and page 18br
descriptios ofsituational maps. My own situation@aps for each of the two
research venueme located in the appendices.
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22 Citing Fosket (2002), Clarkg2005, p. xxii)wr i t es, fAThe outcomes o
mappings Bihokl danbly®e¢sd, paralleling Geert:
analyses take explicitly into account the full array of elements in the situation and

explicate their interrelatiornds

23 Clarke (2005, p. 48) asserfsThr ough under st amsmuctong t he di s
of implicated actors and actants, analysts can grasp a lot about the social worlds in

which they are active and some of the consequences ef életisns for the less

power ful . o

“Behar 6s emphasis on using pmlsorveryopreseht voi ce
through her website: http://www.ruthbehar.com.

%5 Like Behar, | attribute my interest in pluralizing voice and democratizing my

presentation of research findings to my positionality as a female scholar with socio

cultural identitiestha ar e signi ficantly O6o0otherd to the
masculine norms by which power and authority are exercised in the academy.

26 Arguing that research has the potential to be activist and emancipatory, Lather
(1998)writes that inordertodosonce must f@Ainvolve the resear.
democratized process of inquiry characterized by negotiation, reciprocity, and

empower ment . o

27 As evidenced in this dissertation, research with informants has similarly revealed
experiences of silencing when structurararchies in the academy obscure the
differential lines of access to institutional authority that exist in classrooms between
instructors and their students.

28 |n the preface tdroublingthe Angels Lat her & Smi Thisiseos, ( 1997)
perhapsthe book that any of the women would write, but it is an effort to include

many voices and to offer various levels of knowing and thinking through which a

reader can make their own sense. Challenging any easy reading via shifting styles, the

book positims the reader as thinker, willing to trouble the easily understood and the
takenfor-grantedlt is our hope that the combination of all this will work in ways we
cannot even anticipate. o

29 In her preface Ellingson (2009) noté&sCr y st al | i zdolbgicn i s a met h
framework for bringing together not just different forms of data and analysis (as in
multi-method research) but also different genres and forms of sense making within
Il nterpretative methodol ogy. Groundfed i n La
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the crystallized self, qualitative crystallization is as a postmodern reimggihin
tradit i on a hsatmessyamuifienteagparadgmspariing approach to
resisting the art/science dichotomy. Unlike triangulations, crystallization does not
seek a more definitive truth. Rather it problematizesninétiple truths it
represents. 60

%9 Ellingson (2009, p. 34) explain,Cr yst al | i zation takes a hol
knowledge production as always a mind/body/spirit enterprise, reflecting a grounding

of knowledge production in the body, not as in the mind/body split of Cartesian

dualism. It troubles many such distinctions. | encourage readers to think of

crystallization as always already embodied, resisting the disembodied voice that
characterizestradind academi c prose. O

L Ellingson (2009, p. 58) remindus theitRe ader s partici pate act i\

making construction and application of our wiodur goal in crystallization should
be to accommodatmany possible points of entdy.
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Chapter Two: Experiential Learning i Theorizing the

Interpretive Framework
Teaching is a performative act. And it is that aspect of our work that
offers the spac#@®r change, invention, spontaneous shifts, that can
serve as a catalyst drawing out the unique elements in each classroom.
To embrace the performative aspect of teaching we are compelled to
engage fnaudience, 0 to consémer issues o0
performers in the traditional sense of the word in that our work is not
meant to be a spectacle. Yet it is meant to serve as a catalyst that calls
everyone to become more and more engaged, to become active

participants in learning.
0 bell hooks(1994 p. 11)

Introduction

As noted inChapterOne, t his research project orig
dissatisfaction | experienced as a graduate student instructor at the University of
Maryland. | was particularlgdiscomfitedby my perception that many ofdlstudents
i n my womenos s houexgemescinghetypesofaransfovraative
learningtransctionstheorizedby hooks, andby other feminist pedagoguésn re-
conceptualizingny teaching praxid envisioredthe classroomas afeminist learing
communityi as a space in which collaborative knowleagaking could facilitate
transforméaive learning. | hoped thatfaminist pedagogics of community, together
with a dialogic approach to discussi@md a onstructivistorientation to the
deploymehn of digital technologies would prompt students to engage one another more
effectively as knowledgeable pegasidaslearning partnersas they explored course

themes
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Althoughmy dosepatrticipant observatigras wellinitial feedbackirom
studentsabaut theirexperiences as learnerpapredositive,l was reluctanto make
assumptions abotiis shift inclassroonteaching without a closemalysis of
studensd  w astthky collectively engaged kmowledgemaking transactions|
thereforeinvited students to participatas research informantshoped that empirical
data mightsubstantiate my anecdotal observations atimit deepened processes of
learnerengagement, andanticipatedhatby constructing a documentterpretively
narratingthe exgriencesf studentswho are key (if underepresented) stakeholders,
my researchvould contribute new knowledges to academic discourse about teaching
and learning in higher educatiorhd resultinglissertation is a crystallized narrative
that reflectivdy illuminatesthe diversely variednd multisensorytransactions
through whichlearnersengagedn meaningmakingwith one another n t he womend s

studies classroom.

Theorizing Interpretative Frameworks: Contributing Literatures

Chapter Twasituates ths dissertation inquiry with/in the contexttwfo
simultaneously occurring learning experiences, both of which meererocaly
iterative in nature. The first was nexperiences a teacher seekibgtheorize ando
implementa studentcenteredrameworkfor classroom learningrhe second wasy
experiences a researcher working to construct an interpretive structure by which to
shares t u d stamids sfiéarningfrom thetwo courses that served as theeaarch
venuesAs | experienced deepening invementin both of these commitments, |

found that lwas no longer discomfited by my experiences of classroom teaching
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Rather,| wasmotivatel by what Iwas learning from my ingctive processes of
research inquiry with student informanésid eager to sharhat | had learned from
themabout their processes classroom learning.
In theorizingan interpretativérameworkthat would support a centering of
studentknowledgemakingexperienced, havenegotiaed across the bounded
territories of many disciptiary and extralisciplinary locationsAs illustratedin figure
6, below, critical scholarship about knowledgeakingproduced athe intersections
and in the interstices of Art History, Edu
my projectto theorize dramework for the interpretive re/representation stuslént

experiences of classrodearning.

I nter sections of Inquiry

Art History

AB: Representationsof gende as a
point of departure for research

AC: Soda Foundaions multiple
literacy competendes, tensons
between modernist and posmodernist
paradigms

BC: Emphases on dilogic
engagement, learning communities and
collaboraion, multiple learning gyles,
peer to peer fundsof knowledge
trandormative praxis

ABC: Critical interrogation of
maingream prectices for assessing and
professiondizing teaching, and
research; vaorization of
trangdisciplinary scholarship; strong
focuson theorizing and wntesting the
means by which sodo-culturd
congructionsof difference facilitate
unexamined drculationsof power
contributing 1 systemic structurd
inequdities; increasing uilization of

Contibuting ssholarship from additiond disciplinary and
extra-disciplinary sites: Anthropobgy, American Sudies, Digital

Humanities, Information Sience, Media and Visud Studies, socio-condructivist learning theory in
Communication, Psychology, Sodology, Carnegie Indtitute (The the deployment of emergent digital
Scholarship of Teaching and Learning) mediaand technologies

Figure6: Dissertation Research: Transdisciplinary Intersections
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The interdisciplinary premise @f 0 me n 0 s, ard itsuodgiiegommitment
to social justice coalitiorbuilding across boundarigsas been instrumental toym
ability to bringthese disciplinargrossingdiscourses together in nigachingand in
my dissertation researcKlein, 1996. As Katie King (1994, 2001, 2002, 2004, 2012
haspersuasivehargued, the objective in conducting this typestoategiowvork is to
build flexible crossingdetween and among transdisciplinary knowledge communities.
In describingthe processes diexible knowledge makings t hefor-t akéeedo
aspect otonducting interdisciplinary reseatadnd recognizinghe considerable
challenges it poses, Ki{@004) writes:

And flexible knowledges could also name the processes of movement

across communities of practice, indeed sometimes are the products of

such processes. Those of us now immersed, perhaps drowning, in

flexible knowladges are paradoxically bowilling and requiredto

become beginners, over and over, to give up mastery and to open up to

risk, connection, and even enthusiasm. | have come to prefer this
i nevitably already dated term Afl exible

Ainterdascipbdb in the timescale realized
capitalism's colonization of more and more universities as sites of
knowl edge production, and as wuniversit:

most valued centers making knowledge. d
In discursively mappinggnowledgemakingas a boundary object across
disciplinary boundaries, | have achieved sharpeasdnmanceabaut these complex
processes. These resonantagefacilitated my project tainpackprocesses of
classroomearning andhave enabled me to theorizeraxis throughwhich students
may be prompted to interrogate assumptmisut knowledgdegemoniess fixed,
neutral, objective, or as the privileged province of any particular cultural group or

social institution(David Trend 1992.* This chapter examirs¢heways in which
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transdisciplinary research hdsepened my understand of, and engagement with,
classroom learning as situated transactipnatesses. &dercrossing scholarship
describedelow ha assisted my sensaakingprocesses of engaging thata
contributed bywo me n 6 s s t & ahdng theoszing tbeeterpretativescaffold
by whichto share thatoriesthey voice Participant texts are rich in details
illuminating the multifaceted complexities dfeinga learneiand ofdoinglearnirg as
they have engaged one another in their collaborative knowieddéeég endeavors
their narrativevoices poignantlylluminate theircontinuougy transactional cycle of
perceiving and processing.

Il n analyzing student s 0eflécoasruppnthege t r ansac
processes, | have excavated their embrace of shared and collabaratitedge
making endeavors'hese processes have led, as Ella Shohat (@0@1writes, to an
funderstanding not only of how power is wielded in a given socigtwlso that
everyone is subject to its hierarchies, and in turn to the ability to reimagine a shared
polyphonic space of community diditions and cultural practicgsAs the reader will
note, participant narratives arei r ml y g r o u n d e ekperiencedtellingly ner s 6 |
illustratingther frequently painful coming to grips with issuesdifference andof
havingexperienced other voices privileged above their awprocesses of elaborating
knowledge Not inconsequentiallyin writing this disseration,| have recognized that
my processes of being a novice learner in and across multiple terrains of knowledge

have been strikinglyimilar to the kinds ofransactions reported in the data by
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students as they collaboratiegjetheinw o me n 6 s cogrsesaaosstle diversity

of their lived experiences and disciplinary training.

Inquiry: On Being a Knoweri The Praxis of Experiential Learning

Vignette: Whodés Dewey?
September 2004, University of Maryland, College Rapus

I 6 m st and ihagemeeting luncimkiffetirt the Maryland

room at Marie Mount Hall; lunch on laps will be accompanied by a
presentation sponsored by the Center for Teaching Excellence. | spot
Eden Segal to whom | have been recently introduced at an event
sponsored byhe Consortium for Race, Gender and Ethnicity. Eden is a
graduate student in Educational Policy and Leadership Development;
she is also cteaching a course on Student Service Learning with one

of my professors in American Studies. A
recognize the need for soraducational theorio groundmy teaching

pedagogyand Eden seems to be both friendly and savvy, | decide to

guery her for some pointers. Trouble is
havendét had any c o uwedusationand Irfeellikeac hi ng i n
| dondt know the terrain. However, Eden
the names of professors in the College of Education with whem sh

thinks | should take classdsalso ask where she thinks | should start

get up to speeth my independentreading Dewey, 0 she replies.
ADewey?0 | .Pepdatpsbllandkldypwdét clearly exp
interested in contemporary scholarship and innovative teaching

practices. Smiling perfunctorily, I try
Al snét he a |ittle pass® by now?o0
APass®?0 EBdan | gived s | modk .s hiieAbssaoylsut el y no
emphatically. AStart with Dewey, 0 she i
there. All of your questions go back to

Segabs advi ce wa s Edecatoraltphilysopben John®devigye t .
observational worlenabled him to theorize learniag a continuous set of material
transactionsThese transactions actively demaawld simultaneously engage

ontologicalandepistemological modes of experience. ledhzing learning as a series
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of processes that aagtivelytransactional, John Dewé¥916)explicitly construes
knowledgemaking as continuousensemakingnegotiations occurring within the
boundaries of and through otal gtdatedndssHised expe
pragmaticallyinflected synthes of learning asransactions that take place between
the individual and her/his environment is grounded in painstakingly careful
observation and reflection carried out with his colleagues, inclugargen
contemporaries such as progress&decators Jane Addams, Alice Chipman, Elsie
Ripley Clapp, Lucy Sprague Mitchell and Ella Flagg Youaigat the University of
Chicagobs L abor-®04pimhs wiinghDeveel urgesledugators to
faciitat e fAintelligently transacted reflective
of learnersand by acknowledging tivgpotentialto be actively engaged subjects,
capable of authoring new knowledge

While stressing reflection assignificantknowledge-makingtransaction
D e we y 0-seachingdheory of learning poskaowingasa setof processes
necessarily conditional upabroad integration obntological and epistemological
modes of experiencAr gui ng t hat HAwe cannaocountingal K about
for our pr es 198BrErguesforihé need tobe attentve to all of the
transactions that together constitute knowing. His work trassgely disrupts binary
hierarchieghat constructransactionaéxperience®f knowing, suchas the practical,
the ethical,the aesthetic, anthereligiousasfelt experiences$in opposition to a
rationalmode ofcognitiveprocessing. Rather, Dewey theorizescomplexly

interactive and dynamic interplay of multiple transactional modes byraodgh
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which humans adaptivelyegotiatan sensemakingexperience of/with/throughtheir
environmenf
Critical and feministeducatordiave buitoDewey 6s t hesi s of | ear

continuously transactionahd multimodalto theorizethe utility of socal pedagogies
in the process of caonstructingnew knowledge$RandyBass &Heidi EImendorf,
(201D; Leanna Marie Eato(2001); Elizabeth Doyle McCarthg1996. Feminist
pedagogues ppl ying Deweyod6s pragmatic descriptio
modesthrough whichindividuals transaamneaningmaking haveexplicitly theorized
the ransformative possibilities of collaborativeodes of experience the project of
negotiatingsocial constructs of difference (Charlene Haddock Seigfried, 1996, 2001,
2002)" And inwritingabout he ongoing rel evowayethabf Dewey ¢
resonateacutelywith the data collected from research informants for this dissertation
projecti Michael Glassmaf2001)asserts

The ways in which we make sense of our worlaisnot be separated

from the context in which we operate; context always matters . . . By

acknowledging, even highlighting the diversity of experiences and

perspectives that students bring to our classes, students are able to see

themselves in the context social views different from theirs, and thus
they are able to reconstruct themselves in the face of a troubled society.

(p.14)

Inbr i nging together these transdis,¢iplinary
havere-conceptualizé the universityclassoom as a space in which the entire range of
student funds of knowledge and experience are vital resolarcals learners (Gert

Biesta &Nicholas C. Burbules, 2003
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Inquiry: What Are the Material Bases of KnowledgeMaking?

Two questions posed by fenshsociologist Susan Leigh St@r995)havealso
provedgermane to the construction atheoreticaframeworkby whichto unpack and
to illuminatelearning transactions captured in empirical datas k i n g , AWho owns
t he means of k noawlde diigi¢h aptr oidsu ctthieo nnfadt er i al b
Stabs wor k has f oc usmadaalityof kneviedgémalsngs on t he
processewith whichinformantnarrativesare richly infused. The rest of this chapter
describes the frameworks that have enabigaonstruction of a theoretical scaffold
to illuminate the materiality ofilowledgemaking transaansin the research venues.
Theseframeworks includéa) socioc-constructivist learningheory,(b) new media
technologies(c) participatory dialogugd) thefeminist pedagog& ofclassroon
learning communitiegd) the production of cultureand(e) the sharing of stories

across difference.

Framework: Socio-Constructivist Learning Theory

Building onDeweyd ebservations that learners construct knowledgenah
through theitransactionaéxperiencesasnd dr awi ng on one anot her
psychologists Jean Piagé®54, 1970, 1972, 200@nd Lev Vygotsky1987)
elaborated richly theorized descriptions of children engaged in social leafiiem
work proved mstrumental tahe developmenbf constructivist learning the®s. At
themost elemental level, these theories assert that learning is accomplished in/by
doing; thus they arédundamentally material in tireapproach to knowledgmaking

(Dan W, Butin (2005; Bruno La Tour(200). Theoristsadvocatinghe significance of
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peerto-peer learningollaboratons in the field of higheeducaton have drawn on
constructivisnto produce pedagogies of social learning by doing togetineir work
has proved instruméad both in mycourse desigdecisionsandin my collection and
analysis of participant dafeom the couses serving as research venudsofmas A.
Angelo &K. PatriciaCross(1993); Robert B.Barr & JohnTagg(1995; Randy Bass
(1999, 2007, 2009Pat Huthings &Allen Wutzdorff (1988; Pat Hutching2005);
YvonneHillier (2005; lan BryantUsher &RennieJohnston1997); Susan J. Lea,
David Stephensq& Juliette Troy(2000; and Lee S. Shulmai2004)

As documentedh texts re/produceih subsequent @ptersjnformantsoffered
perceptive insights about their learning experience<oilatorative,socio
constructivist classroom environment. Their narratives are replete with useful critiques
about the challenges and demands of working collaboratiVegynote the
challenges posed by this collaborati@bor to the extent that it was outside the
parameters of their typical university course experignteese dtiques
notwithstanding, learners also reflect persuasively on the degree to which they foun
collaborative processes dbing the work oknowledgemakingto be both
emancipatory and empoweringbove all, heir narratives explidy acknowledgehe
ways in whichtheir technologyenabledcollaborativetransactionsand their
participation in dilogue weremateriallysignificantelementf thar knowledge

makingprocesses
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Framework: Material Bases of KnowledgeMaking i Social(ly) Media/ted
Technologies

The methodology of the course was really innovative and novel in that

it emphasized gendéneory and feminist ideologies that address issues

of wo me-baing thraugh ah interactive online atmosphere. One

of the most unique aspects of this course was that we were given the

opportunity to gain an international perspective from our group

memters. This integration of viewpoints allowed a comprehensive

analysis of the topic in relation to the challenges that women face in

other countries. This level of integration would not have been possible

in any other course format. The increased intera¢tianresulted

promoted responsiveness amongst my group members because

comments and feedback were immediately available through the e

learning website.

I iStudentWo me n 6 s He a-Beingp(20a7h d We l |

In retrospect, mdecision tanake extensive use tife mostreadily available
socialandnew mediadigital technologies waparticularlyopportune Given theever
increasing possibilities for learners to be hypennected to information sources both
in and ousideof the classroom environmemtwonderedf educativeapproprations of
these technologies mighenefitprocesses gieerlearnirg collaborationsin shaping
technologymediated learning opportunitidsassumed thaechnologies argn and of
themselvegontentneutral,and that itwould becritical to aligntheir use withmy
pedagogical goal dacilitating transformativeknowledgemaking transactions
(Yasmeen YusuKhalil, Vivienne Bozalek, Grace Bantebygomuhendo, Rivka
TuvakMashiach & Kimberlee Staking, 2007

Technologies deployed ihé courses that served as research venues were
selectedvith the anticipation that they would prompt learnersonstructing

maerialy consequentiaransactional knowledgmaking opportunitied. further

anticipated that as participants were promptedteract with one anothém these
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particular technologgonfigured calibrationghey would develop and hone

capabilities permitting them taritically engageassuesofwo mendés cul t ur al
production(in the WAC courspand wo men 0 s -beng(inthéhWHWBd we | |
coursg. Equallyl hopedthatas students jointly engagedth technologies in

completing course agnments (e.g. technologcilitated conversations in the

classroom, online discussions, reflective journaling, gigdal groupknowledge

projects) theywould experience deepenedteactionavith one anotheas

knowledgeable peersrindings, reported isubsequenthaptersindicatethat

research informants diekperienceéechnologyenabled transactione be strongly

significantto their ablities to actively and materially engage one another as
collaborativeknowledgemakingpartnersiiwo men6s st udi es classroo

Framework: Material Bases of KnowledgeMaking i Participatory
Dialogue

The entire class environment matleasier for us to ste our opinions.
It helped me build my perspective in other thihngswas easy to voice
our perspective and also to hear ot her
discussions . . . you would share your opinion and then somebody else
would share their opinion antdn it would make you think about
yours and | think that is really important.
I 1StudentWomen, Art and Cultur€2006)

In a traditional classroom situation one tends not to be so challenging if
one does not agree with immotel | ow studen
circumstances there is not enough time to offer your opinion on a
matter you did not agree with because of lecture time constraints. |
found that one can challenge and clear up issues one has with fellow
students much more easily in discussion fasu
I 1StudentWo me n 6 s He a-Beingp(20@7h d We | |

Classroom learning communities, however democratically envisioned, are

composed of individual stakeholders whose differential access to power may hinder or
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heighten their ability to participate as pg@r emancipatory knowledgmaking
practices. Participatory dialogue seeks to assist individuals to suspend judgment as
they listento, and speak with one another on conénmial topics across difference
and in the process to become more cognizant ofrthieerial consequences wiequal
power relationships. The goall dialogue igo help learners collaboratively determine
means of bridging differendeto theorize ando enact material practices of
engagement that do not reinforce oppressive hierarohgswer. Proponents posit
that dialogic engagemeptomptsparticipantdo generate critically transformative
understandings meaningful to both the individual and to the comm(Naiyda, Gurin
& Lopez (2003; Zuhiga, Nagda, &evig(2002).They anticipa¢ that participants will
subsequently transfer dialogkills of listening for understanding sites of social
negotiation and meaningaking beyond the classroom.

Educators utilizing dialogue in higher education have been strongly influenced
by PacloFr ei r e 6 s of praxisas refteetiveiadtioin that is, as the set of
processes that prompts learners to dialogicaid reflectively engage one another as
knowledgeable peerbreire used dialogic inquiry socratically in his work with
illiterate adults in Brazilas he sought tdenocratize learning opportunities
Contending that such a praxiasthe potential tameliorate the more oppressive
elements of traditional adult education, Freire also arguedHbatery materiality of

its transgressivprocesspr mi t t ed | earners to engage

transformative human fl our i efectandadt as t hey

upon the world?

49

n

ot



Contemporary scholars critiquing the oppressive characteristics of traditional
educational mactices that privilege the experiences of some learners above others have
expandedeyondF r e i r alfacus an olass privilege as thewer regime
perpetuating hegemonigerarchies of differenc& heir work emphasizesow other
categories (such ag@, ethnicity, gender, nationality, race, and sexuadily) utilize
hierarchief difference to privilegsome through disempowering othé&t$n the past
decade, criticalcholars across the disciplineavetheorzeda range ofearner
centeredialogic practicego promotemore democratic and socially judassroom
teaching and learning practicédsnong those whose work has been of great value to
my ownteachingdesign process ad nethaF. Ball (2006; James A. Bank&007);
Marcia B. Baxter Magold&1999, 2000)Gert Besta &S. Miedemg2002);

Jacqueline Cossentir{@004; Antonia Darder, Rodolfo D. Torre& Marta Baltada
(2003; GenevaGay(2000; Morgan Gardner &Jrsula A. Kelly(2008; Rebecca A.
Goldstein(2007); bell hooks 1994, 2000, 2003Marvin Lynn (2002; Peter Mayo
(1999;Edmund V. O6Sul |l i&gWanm,y MAmins @Oommelr |
ElizabethA. Pierre &Wanda S. Pillow(2000; Eugene FProvenzo Jr(2006; and

Chela SandovgPR000.

| first requiredstudentsn the Women, Art, ad Culturecourse to
simultaneously enroll in a orereditdialogueseminarfollowing my participation in a
2003 faculty workshopbout intergroup dialogue tite University of Maryland?
Students were, as notedChapters Three and Foumitially quite reluctant to

participate inese dialoges Almost without exception, howeveanformants
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subsequently strongly endorsed their experiencearticypatory intergroup dialogue
as having beegenuinely transformativahe work of the followingscholars has
provenrelevant to my analysis @mpiricaldata from students enrolled in intergroup
dialogwes:Megan Bole(2004); Christine Ann Geraniogl997); SaraDeTurk, 2004
JeanLave & Etienne Wenger (1991); Jane Veld al, (2002, 2004) Ximena Zuniga

& T. D. Sevig (2000).

Inquiry: Who Owns the Means of Knowledge Production?

Education must begin with the solution of the teadtadent

contradiction, by reconciling the poles of the contradiction so that both

are simulaneously students and teachers.

i TPaolo Freire (2005p. 72)

Critical educatorsvorking in manydisciplinaryfields theorize practices that
call out and seek to strategically restructure socially oppressive learning condiions
the work of feminist pedagogudsscribed belovhere is garticularlyscrupulous
insistence on the impossibility sdcial justice learning the classroorwithout
attention to the material practices by which adult educators prompt learners to engage
in sharedprocesses dinowledgeproduction.These éministeducators havstrongly
asserédthe importance of authenticalfyticulatedroles ofownershipfor learnes in
classroom knowledgmaking. Theyhavetheorizal learningprocesseghat arenot
only more democraticallgollaborative imature but that alsavork to produce
relations ofcare and respect for ti¢her, whoever s/he may b&he work of the

following haveserved asritical guideposts in my inquiry into transformative teaching

practicesGloriaAnzaldia(1990 ; Linda Briskin & Rebecca Coultgi1992); Valerie
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A. Clifford (2002; Berenice Malka Fisher2001); bell hooks(1981, 1984, 1989,
1994); Patti Lather {997, 200, Carmen Lukg2002; Frances A. Mahef1999);
Shirley C. Parry{1999; Chela SandovalR000; Carolyn Shrewsbur{1987; Joan
Tronto (1993; Kathleen Weiler 1991); and Penny Welcf2004).Their work has not
only supportedhis project to theorize and implement a peentered learning praxis,
it has also inspired my qualitative engagement vaitid interpretive re/representation
of findingsfrom student research participants

Framework: Feminist Learning Communitiesi Differential Consciousness
and a Hermeneutics of Love

The academy is not paradise. But learning is a place where paradise can
be created. The classroom, with alllitsitations, remains a location of
possibility. In that field of possibility we have the opportunity to labor
for freedom, to demand of ourselves and our comrades, an openness of
mind and heart that allows us to face reality even as we collectively
imagineways to move beyond boundaries, to transgress. This is
education as the practice of freedom.

i Tbell hooks (1994, R07)

As bell hooks noteswhile the possibility ogocially justpractices for
collaborative knowedge making exiss$, thesalemanda trarsgressive praxjone that
seekdo facilitate experiences which learners arprompted to becomiavested in
the collective processlurturing relationships constituted with/in empathy, equity,
respectand trustin classroom learningnvironmentslemanls careful attentiveness to
existing inequalitiesandto hierarchical regimes gfowersustaining privilegevithin
the academyGiven the hierarchical inequalities of many kinds inscribed in the

academyand the constructs of differendescursivelysuppatedin the broader socio

cultural context within which the academy is embedded, these types of learning
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relationships are challenging to construct and fragile in their sustainabilityee
feminist scholars of color, Gloria Anzaldda, bell hooks, and&8andovalall center
these concernis their work. Their scholarshipas beemritical to my attempto
theorizethe classroom as tamsgressive space in which more democratic and caring
relationships might be constructed and nurtured. | am partigutettébted to each for
their impassionedssertions mderscoring the types of material labor that are
demandedo theorize andto constructiearning communities in which transformatson
across differencaremade possibléhrough relationships of affedipnesty,
reciprocity,and genuinely loving concern for tbéheras well as for the self. Their
ideashavespurred me to conceptualizaching and learning as social justice work
and to inquire into how students experientegr learning int h e  w ostmdies 6 s
classrooms that served as research venties

In the work of eaclof these womeirs a commitment to learning communities as
spaces replete witihansformativeknowledgemakingpossibilities Community, as
enactedn their work is theorized as essgal, not merelytonurturep ar t i ci pant s o
growthaslearnersbut alsoas a means afmpoweing participantso understand
themselves ashangeagents beyond the classroohnansformation is understood as
the material consequence of procesbas facilitae participantd a btol i t i es
collectivelytheorize alternative cultural narrativelsallengingthe authority of
oppressive structures of inequiritical to thesgrocesses are transactions permitting

participants tengagedactors ofdifference througlthe hearing ancetling of stories

53



both those which participantsemselve®laborate, and those that they encounter in
their collective exploration afontested issues.
Hooks(1994) asserts thattrarsgressive learningraxis entails border crossings
that utilizedifferenceto interrogate antb challeng oppressiveegimes of power:
If we really want to create a cultural climate where biases can be
challenged and changed, all border crossings must be seen as valid and
legitimate. This does not mearattihey are not subjected to critique or
critical interrogation, or that there will not be many occasions when the
crossings of the powerful into the terrains of the powerless will not
perpetuate existing structures. The risk is ultimately less threatening
than a continued attachment to and support of existing systems of
domination, particularly as they affect teaching, how we teach, and
what we teaclfp. 131).
Foundational to hooks#Anzaldua®,s and S a n daliomnsolehancipatbrg or 1 z
teaching praatesis theircourageous and determingtbilizationof categorie®f
critical analysis that includieve, eros and trus{Sandoval2000,p. 111.2. As a
result of my engagement with their work, | hgreduced the narrative of this
documentas an explitly critical reflection onprocesses hr ough whi ch women
studies students were prompted to build twith theotheras they constructed
collaborativelearning partnershipacrossexisting regimes of power marked by
difference and sustained by prividgee. In my endeavorto promptless hierarchical and
more democratic classroomlationships, hopel thatpeer collaborationmight
enablelearning transactionmarked by deepened understanding and respect, if not

erosor love. As lundertook aqualitativeanalysis ok t u d empitical data, | looked

to excavate evidences of process&alingsuch transactions.
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In Methodology of the OppressedhelaSandovaklaborateshe material
praxis ofdifferential consciousness a basis for social justieetion. She does so by
drawing on the mobilization of collective resistamméehe oppresse(2000,p. 28.9
30.1) Writing out of her perspective askaS. Third world feministSandoval
illuminates the material practices by which subordinated and marginalizecs
activelyengage in prcesse that are resistant and oppositiomifferential
consciousnessameghe resistantesponses enacted by theseersas they confront
therr lived experience of hag drawninto contemporarynovements of global
exchangeSandovad s p elsogals attention to the matergloppressive
consequences theseothersof the unchallenged circulation nbrmativecultural
narrativeghatobscureregimes of privilege and subordinatisastained througlocal
and global powehierarchies.

Although Sandovatiheorizedifferential consciousness a form of resistant
cultural praxis she also argues for its utility aducationalpraxis. She asserts thrat
educational praxis dfifferential consciousnessayenable the disrun of
institutional practices within the academy that facilitate oppressive concentrations of
power?® Thus, even though her wofticuses primarily omighly specificstrategic
modes oflifferential consciousnessscribed in the lives of subordinated gps
resistingtheir experiences of physical and psychic dislocationoss transnational
bordersit provided me with a model fanterpretivelyrefepresentingalternative
processes of knowledguaking inscribed in the texts of stud@nformants

particpants who wieldesspower in the university settingpan those who teach or
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administer processes of learning in higher educaBoaa n d o v a | adyempbhiasis t i 0 n

in writing Methodology(2000)was alsaan important aid ihis project.She noteshat

transbrmativemethodsf resistancenust lefipr ovi si onal , experient.

the demands of the institut takingintaacaunt o t he

the contexts in which ds.@¥ilct and object
EssentiahotonlytoS a n d o v a,lbdt to nyvembrace of it is her

trarsgressive reformulation of resistance a@harmeneutics of love In grounding he

emancipatory potential afifferential consciousness this transactional process,

Sandovakmphatically alignshis love, a boundarycrossing acof resistancewith

Freirean praxi$ as aprocess opersonal and social transformation. Pleesuasively

contends that #@Alove reinvented in this way

knowledges, arts, practicesycaprocedures crosses boundaries to become the basis for

re-forming the self and the wodd ( pTogetHeJ with boundargrossing pedagogics

of trust elaborated byAnzaldua,anderos(hooky, Sandoval 6s el aborati

differential consciousness providdteoretical toolsiseful forweighing and

leveraging both the benefits and the costs of desiring and inviting students to

experiene the classroom community as a sifeollaborativeand transformative

knowledgemaking.

Framework: Personal Narrative i A Material Practice to Create
Community

Personal testimony, personal experience, is such fertile ground for the
production of libratory feminist theory because it usually forms the
base of our theory making. | am grateful to the many women and men
who dae to create theory from the location of pain and struggle, who
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courageously expose wounds to give us their experience to teach and
guide, as a means to chart new theoretical journeys.
i ibell hooks (1994p. 74

A genuine sense of cairehearing the expeénces of th@theranimates the
transgressivesocial justice work enactdsy hooks Sandovahnd AnzaldiaSandwal
citesthis aspect ofiook® w o r kintredactioh ®Gloria Anzaldiaand AnalLouise
Keat i ngos antdhblogeing narratives aitbernessThis Bridge We Call
Home: Radical Visions for Transformati¢2002) In her introductionSandoval
describes the many collaboratidhat supportethe production othebookas
example of the materially transformative power of loveagined inthis wayi as
both self and otheoriented

This method vitalizes a twenfyst-c ent ury her meneut i cs: AL a

understood as a mode of individual and collective social movement

(hooks). This social movement spans and conveys transnational

citizenry intoa dissident force. The aim of this dissident force and of its

methodology of love isreative renewal of the plangd. 24)
And, in her essay closing the compilatidmzaldaaherselfreflects on the mindful
effort and dedicated energjyat isrequiredin imaging and imialogically construghg
community through this type of activist praxigriting:

This work of spiritual activism and the contract of holistic alliances

allows conflict to dissolve through reflective dialogue . . . Accepting

the other asin equal in a joint endeavor, you respect and are fully

present for her . . . Change requires more than words on a fiage

takes perseverance, crigatingenuity, and acts of lop. 57274).
As is made eloquently visible many ofAn z a | d YaaH(5983wl987t1990,g

2002) an activist praxis of lovand trust is a journey towardsalizinga relationship

of differential consciousnesgith the other. It is one that is groundedhe
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willingness topublicly shae o n e 6 s (adtenpainfully oalized and articulated)
for the purpose odmpowering a space/place of sgressivecommunal knowledge
making.

Hooks(1994)alsotheorizeghe deployment gbersonal narrativas amaterially
significant basis by which to activate relationshiptogé (ero9 among learneri the
Aspace of a democr at i Teachingyo Traressgragd®94h g c |l as s
sheilluminates thecrucialpower of a democratically unfolding pedagogy of personal
narrativeas a means of creating a community capabérad She aserively notes
thatthrougha striving for eros the sharing osuchnarrativegefashions the classroom
as aspacen whichlearners both validate arde validatedy one anothein the work
of social justice transformation

If experience is agady invoked in the classroom as a way of knowing
that coexists in a nonhierarchical way with other ways of knowing, then

it lessens the possibility that it can be used to silence. Our collective
listening to one another affirms the value and uniquenesaabf voice

(p. 84)

Cultural critic PeplLeistyna(1995) points to the couragemonstratetdy hooksas
she works taeach across borders of differenadévaysaffirming the universal value
of this ppwerfuland tansgressive praxis. Leistyna points tok®as a personal as
well as a scholarly model, writing fAin the
us, regardless of our location, engage in serious debate and struggle, to work together
to eradiate domination at its very carép. 322).
Through integratingnarratives of personal rigiaking into her academic

writing, hook®  w contikually challenges the oppressively silencing assumption that
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individuals and groups are unable to work togettweoss difference this process.
She thus (198%)ears witness to the potential of shared stories to engage pattcipan

in acts of social justicthat challengéierarchies of oppression.

émoving from silence into speech is for
the exploited, and those who stand and steiggle by side a gesture
of defiance that heals, that makes new life and new growth possible. It
i's that act of speech, of ftalking back
words, that is the expression of our movement from obgestibject
the liberatedsoice (p.8).

As a cautionary note, however, hoqk994) also assertghat such an emancipatory

praxis fAis risky, demanding, and topples h

which many teachers may be weddépl. 133).

| anticipated thain yielding some of the authoritative presend¢he
classrooml would provide an enlarged space $dudentgo collaboratively
experiencestoryi their own and othersthrough a reflgive praxisthatencouragd
open, caring, carefudnd democratally ernvisionedprocesses of exploration and
critique It was my hope that this would permit participants, through struggte
across difference, tengage one another as potential allieslaachingpeers| further
anticipatedhatasclassroom learnellectively experienced the power of personal
story, the multisensoriabjuality of their transactions would assist them

comprehengdand to challenge the differential access to paatr issustained by

hegemonic constructd differenceSt u d e n tesogs obtoryd enr it he womenads

studies classroonasre/representethrough their textin Chapters Three through Six

exhibit knowledgemaking processdsat arestrongly marked witlthesematerial
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traces and that areharacterized bgeepenednd reciprealunderstandings of seilf
and otheri awareness

In SeptembeR007, as lwas puzzling how I mightnost effectivelyre/represent
these trasgressivéy felt narrativest he Depart ment of Womends St
Rhodessa Jon@san Artistin-Residenceat The University of Maryland. Jones is the
co-artistic director ofCultural Odysseya performance compamyith a social justice
mission She is also thetinding director olThe Medea Project: Theater for
Incarcerated Women was fortunate to participa in thespecial topics semingArt
as Social Change, Creative Performance and Creative Sumvigashe cdaaughtwith
Professor Elsa Barkeldgrown during herartistin-residencyParticipants including
myself, collaboratively designederformance exrcisesvhich we then implementad
movement and writing workshops with resideaitsheThomas J. S. Waxter Detention
Center for minor girls in nearby Laurel, Maryla | participated in thiseminar,
viscerally experiencingnd participating inhe pwerofJ ones 6 wor k at cl| os
| recognized how vital it was for me to construct a document in which readers were
themselves empowered to personally experience the stories of student research
informantscollected from the research venues for thgsertation The following
vignette briefly re/represents the transformative power of sharedrskingas |
experienced it together withhwr seminar participantgithin the radcally social
justice spacefourid e mbicc al | y learning commuoitygltdgestures to the
imperative | responded to in constructing a document that prompts readers to

experience what learners experienced through the traces of the stories they produced.
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Vignette: O6We Just Tellind Stori

September2007

At our first meeting Jones defined art as social chaBge continually

challenged us to see art as shared participation in stories that empower.

AArt can help us | et the anger
right to keep it bottled insidieit destroydives like the burning hot

fl ame of a fire. But i f art can

longer then | believe. | believe in mythology. We all have powerful
stories we need to share with

At the conclusion of our montlong serieof workshopswith the

young womerincarceratect the Waxter Center, seminar participants
collectively wrote and choreographethe following tonepoem It is a
reflectivemovement exercisenat celebratethe public sharing of
personal experienasart and as learningas such it representseative
survival in the face of trauma.

Creative Performance, Creative Survival

Transform my anger into theatre,

Transform my silence into an audience.

If everyone were listening | would say,

| am fighting not to brt you but to stay alive.

But will someone actually listen to my story?

Is my struggle actually worth a damn?

| find sustenance in my silenced rage,

But my silence will not protect me.

It is life or death and in telling my story

| heal:

Being in touch wih our bodies can deceive us.

| struggle with the memory of violence and betrayal

And being in touch with my body.

Honestly, | have struggled and struggled,

And if everyone were listening | would say | am tired of this shit,
Because she tipped on the runvediglubs she could not get into
And | dug my jack in clubs but never outside.

Honestl vy, ités the fight i n me
Our connections with people are what bring purpose.

| need some movement to survive.
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My participatoryknowledgemaking transactions in this seminar were
electrifyingly multtsensorybeyond the classrootheyalsoassisted mén theorizing
two interpretative frameworksy which to situatéextsfrom informants within the
dissertationThe firstframeworkunpacks the rel ofstoryin the production o€ultural
knowledge, and the second explores the power of shared stories ttamgikéy
visible power differentials thaaffed meaningfulparticipationin knowledgemaking.

Framework: Producing Stories, Producing Culture

Rhodesa Jones (2001, 2012) and others, includirigcal educators Henry
Giroux (1992, 1993, 2002, 2003, 2006, 2011, 20aa) David Trend (1992, 1995,
1997, 1998, 2001, 2008)ave theorized the role sforyas a crucial element in the
production ofcultural knowledge. In positing that culture is the accumulative
articulation of our stories, Trer{d992)calls attention to the ways in which stories
provide a conduit for the circulation of power and privilege. Poirpingheir
potential to enableard/or to refproduce hegemonic soeaultural castructs of
difference he notes:

If culture is the ensemble of stories we tell ourselves about ourselves, it

is useful to realize that such stories are never neutral but are always

constructed, delivered, ameceived in specific historical encounters.

For this reasorhiey are political by definitiofp. 2).

However, in conceptualizing stories as the material out of which the cultural
fabric is woven, Trend also theorizes an expliaityrative approach taritiquing the
inequities these processes enatnld sustainArguing for a cultural pedagogy that will

make visible for reflective critique the set of processes at work in the production of

story, he writes:
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A pedagogy of culture entails analyzing theseries, their tellers and

their timesi and encouraging this analytic spirit in others . . . As a
cultural practice, pedagogy both contests and refigures the construction,
presentation, and engagement of various forms of images, text, talk and
action whid results in the production of meaning, through which
students construct their individual and collective future. Pedagogy in
this sense represents both a discourse of critique and a project of
possibility. As a form of cultural production, pedagogy is ecgikd in

the construction and organization of knowledge, dssialues and

social practice¢p. x).

Trend asserts that in the process of critically engaging stories, we disrupt their
unexamined conduits of circulatioopenng a space of awarenesse argues that
throughpartidpation in storymaking,we can collectively unpack stories reproducing
difference Moreover,in narratingour diverse experiences, we can weave a different
cultural fabric, one that is less likely to produce oppressive constngatif difference
as we collectively share in timeoduction of alternativand @positional narratives.

Writing about alternative narratives embedded in the work of feminist artists,
Josephine Wither@008)notes that the potentially transformativengs of stories to
re-weave the cultural fabric is located precisely in their mudtipj diversity, and
partiality:

We are all perforce storymakers . . . In destabilizing received truths

these (feminist art) exhibitions can be judged successful. They are
polyvocal, and precisely because of this our epiphanies are likely to be
partial, perhaps enlivened by only some of the voices . .. The
exhibitions of both historical and current (feminist) art discussed here
are best thought of as soundifigsontingent parts of a conversation,
openended. Each such project mirrors back to us who we are becoming

... And the way it will become our story is by our participating in a

collective reading/gazing and speakifm 473)

A critically important elemenin thearguments made by Withers, Treaad

Giroux is their cautioary emphasishat parttipation in transgressive stergaking

63



must be accompanied by a clear and unambiguous critique of power. Writing that
culture is fAan or gani prdersghatpeprodace irgd e f or co
boundaries that both privilege and exclude around categories of race, class, gender,

and et hni ¢in Trepd, 1992(0. ixjlescrikes culture as performing tlode

of an invisible gatekeepércontrolling accesf and thus maintaining dominance in

the processes of knowledge productiondAs Tr end notes, while a
pedagogy in this sense represents both a discourse of critique and a project of

p os s i (p.ix)itistcrtical that teachers and learsalike remain flexibly and

reflexively attentive tgrocessn undertaking the ceonstruction of new knowledges.

At the same timéhat| waspromptingWAC students to reflectivelsgind
collectivelyparticipate in stommaking in theanticipatontha it would sharpen their
engagenentwith critiquesof differencethey were encountering in the work of women
artists, | andny colleagues inth&vo me n 6 s H e a-Beingcouessedetermihed |
to implement a similarly transgressive praxi®ur e-coursedesig. We did so by
directingtransnationapeers to engage inrtual dialogue. We asked them to construct
and to share personal narrativeisawing ypon theirown funds of lived experiencas
a means ofollectively exploring theffects ofgender and othdorms of difference
uponw 0 me health and welbeing.

A principal aim in undertaking this dissertation research was to discover how
learners in both coursgerceived the deployment of story as they engaged
anothei n expl ori ng wdhunetniden cairl t wao mdbeiggdl oheal t h

hoped thatanalysis of empiricadlatawould enable ne toexcavate stories elaborated
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by studentss they collectively exploresbcio-culturalnarratives that were alternative
and oppositionalo dominantknowledg hegemoniesAs documented in this
dissertation, student research participants in both courses pertte&thring of
personal narrativeotbe highly effective in facilitating their critical engagement with
cultural narrativesf difference, and to theendeavors to collaboratively produce their
own alternative and potentially transgressive forms of cultural knowledge.

Framework: Telling Stories, Engaging Difference

My own first awareness of stoma ki ng as a fiproject of po
hearing andreating transgressively alternati@ad oppositionatultural narratives
(pre-dating my experience with Rhodessa Jones by two decadest)oth entirely
unexpected and deeply persomalarticulatingmy response to the&culptural stories
narrated in thevork of Nigerianrborn sculptor Sokari Douglas Campgehlizedthatas
| experiencedher stories| was simultaneously reonstructing my own cultural
narrative aswelli St or i es cannot be transforming if
Douglas Camp, aartist and as storyteller, appreciates the criticality of audience
participation in her work. Her focus has been to produce a sculpture that engages he
viewers in the story it tekis(Kimberlee Staking, 20Q(.36.

Vignette: Lost in the Museum
July 1987 Washington, D.C.

Grant (2) and his older sister Sasha,(&)e restless as | hurry them
through the Smithsoniamuseuncomplex beneath the Enid Haupt
gardensn Washington, D.CBoth are spotty and itchy, still recovering
from the measles, and | am waaring why | thought | could
successfully manage thexhaustingexcursion with two young
children. And how had | lost my wdsom the main thoroughfare into
the National Museum of African Art? As the noise of the children
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increases, | find myself frantittg seeking a way out before we disturb
other patrons.

Suddenly, a new noise penetrates my thoughts. | push it impatiently
away but although it is not loudly intrusive, it is continuous and

insistent. It is a solfg whirring noise that seems at leasbas of place

in this hushed and darkened museum corridor as does the noise of my
children. Quite without being aware of it, | turn our caravan towards fit,
absentmindedly hushing the childrelVhat on earth? think as |

confront a lifesized sculptural esemble seemingly constructed from

steel wires. Twesemiabstract but recognizably human figures

fashioned out of wire have their arms extended and are waving
something in their hands as they surround a large steel structure of
some sort. The motor that etes the waving motion of their arms is the
source of the whirring noise. | find the effect to be mesmerizing. | am
caught out of time and space for a brief instant as | deploy all my senses
to try and take in what is in my field of vision. | find thatavie caught

my breath and my hands are shaking slightly. Feelings of reverence and
awe, surprisingly intense, move me almost to tears as | visuadly
viscerallytake in the sculptural ensemble.

TR

i ;mn | ;
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Figure7: Sokari Douglas Camyhurch Ede 1984°
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With a convulsive start, my insides still in a turmoil of delightful

unease from my unexpected encounter with the sculpture of Sokari

Douglas Camp, | Hocus on my tired children and continue my exit.

Although it will be a decade befordegin my academic engagement

with her work,the experience of that first encounteragmarticipantto

and inhermemorialtributeto the passing of her father, has remained

indelibly etched irmy mind and inscribed on my body.

As | engagedhe deeplyspecific accounts of embodielifference narrated in
C a mp Steel Sforied| experiencd herstorymaking as a source of oppositional and
resistant cultural discourg&imberleeStaking2000) Ant i ci pating t hat i
studies students wepgomptedo collectivelyengage the often oppositional narratives
embedded i n ravworkegheynsghtalsexpgenence the power of stories
different from their own to produce resistant knowledggspmptedstudents to
process these visual narratitesoughdialogically reflective processe¥

Black feministart historianscholar Freida High W. Tesfagiordis993)
theorizedinsightsthat resonateith my multisensoriakxperienceof Sokari Douglas
Camp steel sculptures. In writing about Camp and oBlack women artists,
Tesfagiorgis calls attention to the ways in which their lived experiences of embodied
objectification infuses meaning into the narratives embedded in their cultural
production. She argues that tchomtor wor k i1l
subjectivize the objectified Sheposits that in grounding cultural production in their
own embodied experiences, Bl ack women art.
from a state of exclusion, marginalization, fragmentation and victiroizébi one of

empowered visibility and action. o A femini

further asserts, isorthatfit akes 1 nt o a c croubliiplicative dorestrusti mu | t an
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of race, class, gender and sexuality fundamental to understandingethe¢Hought,
production, and inteentions of Black women artisi$p.293).

Criticalfeminists c hol ar shi p exploring the simult:
constructs of difference issues described by Tesfagiorgiesexplicit the power of
narrativereflectionto produce constructive engagement giibries ofsubordinated
experience. Worbky Luz del Alba Acevedo anthe Latina Feminist Group (2001);
SaraAhmed (2000)Gloria Anzaldia (1981, 1983, 1987, 1990, 2002frienne Asch
& Michelle Fine (1989)Bonnie Thornton Dill &Maxine Baca Zinn (1994, 1996)
Analouise Keating (1981, 2002Ylary M. Lay, Janie Monk, &Deborah S. Rosenfelt
(2001) Chandra Talpade Mohanty (2008)herrie Moraga (1983Judy Rohrer
(2005) Benita Roth (1999)Bonnie Smith &BethHutchison (2004)and Becky
Thompson (2002hastheorized andluminated the use of narrative to challenge the
reification ofregimes opower and privilege through the unexamined circulation of
oppressivly hegemonicultural norms.

Art historians ancatultural theorists have highlighted how the narratives
produced in the cultural production of women and marginalized others subjectively
explores and contests their embodied experiences of objectific&tibalarship that
engages in this critique of difience by focusing on the alternativerstories
produced by womeaulture brokerdasassisted me iprompting learners to critically
and collaborativelgxamine their assumptions about normative cultural discourse.
Scholars whose work has pralvespeciayl relevant to mine iteaching thaVomen,

Art and Culturecourse include Don Adams Arlene Goldbard (2002Kathy Davis
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(1997) Catherine de Zegher (1996, 2008 ssica Evans &tuart Hall (1998)Rena
Fradden (2001)Sut Jhally (2006)Bernice Johnsonéagon (1993)Gillian Rose
(2001) andElla Shoh& & Robert Stam (1994, 1998, 2006)

Texts authore or edited by Norma Broude Blary Garrard (1982, 1994, 1994,
2005) Lisa Farrington (2005)Amelia Jones (1996, 2003, 2005, 200Gf)dCarolyn
Mazloomi (198) critically engage the work specificwomen artists whose cultural
production was explored by students enrolled in the WAC couféese include
Damali Ayo, Judith F. Baca, Judy Chicadatemisia Gentileschidung Liu,

Rhodessa Jones, Faith Ringgdetye and Alison Saar, and Lorna Simpson. Visual
media projects edited or produced by Lawrence Andrews, Sandy Brooke and Johanna
Demetrakas alsmterrogatethe cultural production of these artists.

Although the thematic lens intMdo me n 6 s H eel-Being(WHWBY W
course was different, similamvestments irthe role ofsharedharrative in knowledge
making endeavors were shared by the four teacher/scholars with whom | collaborated
in designing this transdisciplinary, transnational co8&eaking, 08). Together we
chose to anchor thelearning design of the course in studeantered processes of
dialogic engagement. We anticipated that these virtual transactions would facilitate the
ability of learners to negotiate the narratives of differeneg tthould encounter in
their transnationagxplorationsofvo me n6s exper i enecbei;y of heal t |
(YusufKhalil, et al, 2007).

Incorporatingthese types of virtualialoguesbetweeronline learners inte-

learning courses was a relatively new pi@etvhen we began working together in

69



2004. In the interim, scholarship documenting the usbese and otheistudent
centered learning (SCL) frameworks online teaching has grown exponentially.
Work describing early uses of Information and Commurocaliechnologies (ICT) to
support SCL in onlinenvironmentsssisted our design efforiacluding papers
authoredoy Rita Conrad &J. Ana Donaldson (2004Yvonne Fung (2004)Kyumgmi
Hyun & Eunice Askov (2004)PatJeffries (2003)Dina Lewis &Barbara Alen
(2005);LesleyLe Grangg2004);Melissa Littlefield & Kendra Roberson (2005); lan
McAlpine (2000); Kim Mc$iane (2004). Together with work Bgienne Wenger
(2000) they alsoproved valuable in mgubsequertheorizing the interpretive
framework for hcorporating the voices of student research informaots the

Wo me n 6 s He a-Beinficouasentb thevéidsdrtatian

Experiential Learning: Re/RepresentingStudent Voice

The deployment of enulti-genre writing framework and a descriptively
interpretive approacin the sharingof studentarrativesllustrates the significant
potential ofcenteringparticipant experiencas learners n womendés studies
Engaging these texts, readers will note the expansive spectrum of new understandings
thatclassroom learners elaborate as a result of their transactional engagements with
one another within these two differently situated research venues. Qualitatlysis
and re/representatiaf informantvoice serves taraw outnot only the explicit costs
associated witthis or any othelearning laborbut more particularlyhe implicit costs
to individual learners, their communities of affiliation (in and outside of the acagdemy)

and to society at large when knowledgeking in higher education is fortha
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prompted without provision for dialogic reflection upon ghiaxis in which learners
are engage(Stephen J. Ball, 1990; Peter Pericles TrifoRaglichael A. Peters,
2004).

The crysallizing lens constructed for the re/representation of informant bexts
this dissertation vividlylluminatesthe perception, strongly shared among leatners
thatpeer collaboration and other studeentered processpsompedthem to validate
one another as knowledgeable peensrocesses of coonstructing and articuimg
newknowledgeselevant tocourse themes (Pat CampbelB&rbara Burnaby, 2001;
Barbara JDaley,1997).Crystallized nulti-genre writing alswibrantly documens the
extent to which many of the participants, including myself and my teaching colieague
experienced collaborative and dialogic processes of meamatkgng as opportunities
to creatively and constructively engage in teaching and learning as social justice praxis
(Peter Trifonas, 200Elijah Mirochnik & Debord C. Sherman, 200Jacqueline
Cossentino, 2004). The reader will obsetiiese processes of negotiated meaning
makingat work many times over in thhickly described framing and shariofy
studentnarratives in subsequent chapteandwill likely be challenged to perform
similar negtiationsas s/he critically engages wiplarticipanttexts. In each story of
learningshared Kol bdéds (1984) descriptiencaivingf pr axi
and processing isxplicitly evident.

As reflected through itshared storieghis dissetationthusfunctions both as a
reflective commentary upoand a synecdoche of the complex sets of processes by

which the research participants themsehliafgically explored cuural narratives of
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differenceabout women as cultural produc¢v8AC), orabout womenos

of health and welbeing(WHWB). It also documenttheir subsequent collaborations

in co-construcing new knowledge objects througine articulaton of their own

cultural narratives. Readeare invited to become actiparticipans in this ongoing
knowledgebuilding projectas they reflectively engage in conversation with the stories

of learningreproducedn this dissertation.
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Endnotes

! Kathleen Weile, bell hooks, and other feminist pedagogeemhasizé¢ he t eacher 6s
facilitative roles in providing structures that will enable students to interact with one

another as knowledgeable peers. Weiler (1991, p. 462) iiotesy t er ms of f e mi 1
pedagogy, thauthority of the feminist teacher as intellectual and theorist finds

expression in the goal of making students theorists of their own livesllegtively
interrogatingand nal yzing their own experience. o0

2 Transcriptions of participant observations Er@ossession of the author.

¥King (2004)cites Shughter & Leslie (1997).

“I'n his introduction to Trendds book, Girolt
across disciplines, bringing together voices that are emergent and/or marginalized in
theresi dent fields, that one tcaosgessMguct s fAbor

alternativetheorizingthen positionghemas usefully resistamt opposition to
hegemonidisciplinarydiscourse

> Seigfried (2002, p. 18) explaing,Pr a g mat i s fithe muitiple and dyriamig o
relationships through which persons are constituted in interaction with their natural
and social environment finds new relevancy in feminist theorizing of situated
subjectivity, the widespread devaluation of women, the publigamdte split, and
ecofeminist theory . . Jewey] was an outspoken criti¢ logical positivism and
developed a theory of knowledge and inquiry that acknowledge perspectivism and
incorporatecemotional and value dimensioas.

® In his introduction, Dewg(1938) declaredi The i ndi vi dual i's only
concept when regarded as inextricably part of his or her society; equally society has no
meaning apart from its realization in the lives of individual meshero
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’ In Feminist Interpretations of Johnédvey Ana M. MartinezZAleman(2001)calls

our attention to Deweyds resonance with co
explore John Deweyds assedudltyarmsoderm t he con
terms, identity, and its relationship to learning. Like Dewey, | shall argue that as

individuals involved in a dialectical relationship with the world, we are necessarily

dependent upon our interactions with those environments feresdization, a project

critical for learning. More important, | shall remind us, as John Dewey did, that

recognition of identity in a culturally, ethnically, and racially diverse democracy is the

means and end of intellectual freedom and progress, theshasd end of feminist

education . . . So what we have in Deweyan democracy, then, is the implicit

assumption that as a social arrangement, democracy both must be about the identity of

its members anthust engender these identit€p. 20).Many other feninist

educators (particularly pragmatisssinilarly understand e we y 6 s wo r k

fundamental. See, for exampleje Jane Collective: Feminist Pragmati$websitg,

andThe Stanford Encyclopedia of Philosophy: FemiRigtgmatism (website).

8 Underscoringtiis aspect of Deweyan thought, Charlene Haddock Seigfried (p007

17 writes, AfBecause concrete experience i s
than formal logic is the appropriate method for pragmatist philosophers, and because

the goal of inquiryis the transformation of a presently troubling or oppressive situation

to a better, more emancipatory one, social@md!| i t i ¢ a | i ssues are i mg

® Unsurprisingly, much of the work supporting the construction of technaloby

learning environmes is located online. The following are among many excellent sites
that have assistieme in theorizing classroolearning collaborations with technology:
Paul ette Robi ns o nWithin tikiMatsxeA Hersménewon ( 2000)
Phenomenological Investigat of Student Experiences in WRhsed Computer
ConferencingTeaching, Learning, Technologyhe TLT Group; and Th¥isible

Knowledge Project Learning, Technology, Inquiry.

191n positing that education is never a neutral procasdin arguing that @ditional

Abankingd methods of instruction merely se
hierarchies by fAtransforming students into
what ruling elites disseminabt,eslpaborbtesei r eds w

theory of knowledgemaking in which learners draw on lived experience in their
dialogic interactions with others. Arguing that in and through these processes learners
would come into critical consciousness, Fré#@05)re-envisioned the classroom as a
site where critically aware learners would be aroused to engage in §badltance

with others
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1 A range of postmodertieminist,antiracist postcolonialandqueertheorieshave

all played a role in expanding and transforming Freirean critical pegad/oving

away from his Marxisinflected metanarratives, contemporary critical pedagogues

have adopted aréissentialist approaches to the critique of oppressive formations of

i dentity, |l anguage, and power . elphasishe s ame
on the disruption of oppressive conditions of knowledgking as a means of

accomplishing social change.

12 Both the faculty workshop and intergroup dialogues were administered under the
auspices of the Office of Human Relations Programs, nogrpacated into the Office
of Diversity Education and Complianc8tudent narrative reflections about their
dialogue experienceme part of the data archivéem the 2006 WAC courses.

3The aim of creating collaborative tasks in the two courses thatdsasvesearch

venues was to prompt participants to engage one anoth&onquetitively and non

hierarchically in negotiating difference in and through dialogic relationships of

connectedness. Anticipating that such an environment would be facilitated if

difference was authentically experienced and acknowledged, | and my colleagues
prioritized opportunities for participants
as fully as possible in their collaborations@mnstructing digital knowledge projects.

Equally, we attempted to model and to prompt virtual and/or-fagace transactions

characterized by trust and reciprocity.

' Freire has been a significant academic influence for each of these scholars; they
have also worked in deeply reciprocal relatiopstwith one another.

15 Sandoval(2000)further asserts that the setinscious deplment of technologies
withcanat Auctivist praxiso permits them to
ideologyo p.(178.9).

Sokari Dougl as, CliehnEpednss ceatad in pespansesto the death
of her father. Women mourners surround the bed on which the corpse is laid, fanning
the air with their handkerchiefattp://www.nmafa.si.edu/exhibits/sokari/bed.htm

Steel, cloth, marine varnish, silver autoimetpaint Museum purchase, National
Museum of African Art

7 As student narratives in subsequent chapters attest, social and digital media

technologies deployed in a so@onstructivist framework can prompt deeply
experienced transactions ewghen cultral objects argirtually experienced.
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Chapter 3: Discursive Construdions i
The Women, Art and CultureCourse

Vignette: First Day Teaching Jiters
January 2006

Fretfully | rearrange my paperwork and check the computer screen to

be certain that my online course site is up and functioning. Aware that

tension is building in the muscles of my neck, | shrug my shoulders

and arch my backlnevitably, | am always tense and nervous as |

wait to meet the students. | love teaching\temen, Art, and

Culturecourse, but at the start of each semester | am always

overwhelmed with insecurities, personal as well as professional.

Trying resolutelyto put aside my worries as what the students will

make of me and of the class, | strive instead to imagine what the

students will be like. How will their individual identities influence the

ways in which they will interact together in the course? Mosherin

have enrolled to satisfy general education requirements and will have

little or no awareness of art history ¢
particular interest in interrogating visual culture. As the classroom

door tentatively opens, | take a deep breatl, samile a greeting of

welcome. | remember, as | do so, the lesson learned from previous

semesters whoever they are and whatever they bring with them into

the classroom, the students wil/| become
resource.

*k%k

| just remember whehfirst walked into the classroom | came in
really early and you asked me what my major,vaasl | said
wo me towsdi es and you were |ike, AOh real
class started, you asked a questiad no one answered it; | fotge
what it was. Ithad something to do with television and stereotypes
but | remember you looked at everyone around the room and | was
the last person that you lookedatn d | was | i ke, Al shoul d
somet hianwgme 6lsbnst udi es major. o It motiva
more workoutside the classroom to make sure that | could at least say
something.
I BtudentWomen, Art, and Culturédocus groug2007)
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Introduction

In askingw 0 me n 0 s stuwdéntsedrolledsn theVomen, Art, and Culture
courseto contribute empiricadlatato this research inquiry hoped bhata qualitative
analysisof the datavould revealvhich aspects of theourse experiencprompted
critical learning engagemehfindingsfrom data analysibave exceeded my
expectations, particularly with respectth@ revelation that participants negotiated
sensemaking engagements collectively in and through a waage ofmulti-
sen®ry transactionsAs highlighted inthe matrix of theWomen, Art, and Culture
research venue Chapter Onesituationalelemens eliciting strong learning
engagementvere (a) human actors and other human andmnan actanisand (b)
more particularlythe discursive constructions of thg€setors and actantayound
themajor contested issues in contemporary art and visual cliimginterrogated

For a significant majority ofesearchnformants,then,the transactions that
proved most likely to prompt critical engagement in knowledgking were those
that explicitly prompted collaborative transacti@mong and betweghe human
ard norhuman actors and actants constituting the learning commixatyhuman
actants and elemenitxcluded(a) the use oflialogue as a process for interrogating
difference, and(b) all transactions mediated in and through digitdised learning
technobgies? Participants experienced their participatiorkimwledgemaking
processes as supporting ithecquisition ofnew skills and knowledges relative to

course themesyomen as produced in and as producers of visual cuinceas
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enablingdeepened urastandings otheir peers agquallyknowledgeable and
complexly embodied learning partnesthe ceconstructed new knowledges.
Crystallizedre/representations aatafrom students in the WAC venpue
interpretivelyreproduced in Chapters Three and IF@uovide descriptivglimpses
of students collaboratively engaged in knowledgaking endeavors through these
modes of classroomnansactions. Simultaneously, student tesédectively
re/representedllustratethe value to students of their dialogied technology
enabled peeradlaboratiors, in assisting them to developsharpenedriticality and
reflexivity as theyexploredthe multiple cultural narratives circulated in and through
womerdos Vi sual repr es earttasmdcultoen s i n contempor é
Chapter Three firssituatesnformants within the research situatj@md
subsequentlye/represents texts constructed by studastiheydialogically
explored and interrogated contested topith one anotherThese texts illuminate
iteratively deepeningrocesses of learner engagement in a collaborative knowledge
making praxis that is both feminist and constructivist in desiipapter Four
interpretively re/represents studerinowledgemaking transactionas they moved
from exploratory dialogues twollaborative projects and presentatioAs readers
engagen and withthis multi-facetedpraxisof classroonknowledgemaking |
anticipate that they will discover not onl
the coconstruction of new knowledges, thalsothe situated specificity by whicn
community ofdifferently embodied learneessisted one anotherriegotiate and to

makesense otheir multisensory learning transactions.
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Human Actors: Student Demographics

Your clasdid touch oomorethanged er . Youo6r e t he fourth
Womends Studies class |1 o6ve taken and vy
actually went beyond gender because we did talk about class and
race. And those were two aspects of identity, class and race that | just
didndt even déairgthere wakso méchternsibtne beg
around those issues. But it was perfect because we had all these
mixtures of identities in our groupme, a Peruvian immigrant, a
white protestant male, black man first one to go college irahisly,
a Jewish Colombian @man two middle class white females who like
went to private school. Wasjust such a mix and turned out to be a
great group.
T TStudentWomen, Art, and Cultur®cus grougApril 2007)
A total of 80 students were enrolled in the three sectiotiseM/omen, Art
and Culturecourse from which | collected data during the 2006 academic’ .
majority of these students were female (86%); they were overwhelmingly
matriculated as freshman or sophomores. According to university enrollment
information 51% seHidentified as Caucasian, forming the largest racial/ethnic
group. Exactly half that number sédfentified as Black (26%). Latina/os and
students racially or ethnically identified with Africa, Asia, the MidBkest, and
Southeast Asia were eaalminority presence. Two of the three sections from which
data was collected were taught ie gpring of 2006, one at 9:00 A.lnd the other
a noon. The third section was an evenaogrse taughin the fall 0f2006¢
With the exception of thextremegender imbalance (preséntthe majority
ofwomenés studies courses taught both then

Maryland), the composition of the research population conformed with reasonabl

integrity to statistics for the undergraduate populatiohatiniversity of Maryland
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as a whole. Thus, while the largest concentration of students, both female aed mal
were Caucasian, there were male and fematiests of color enrolled in each
section. As noted below, racial/ethnic affiliation for studentsotdr varied from
section to section but was present in each of the three setBansess and 9
illustrate the distribution of the research population in these general demographic

terms.

Demographic Information I
Student Research Participants

Year in School Gender

i Freshman ® Upperclass #Women ®Men

Figure8: Demographid nformationl

Notes: Gender ratio distributed by section:

Spring semester, set. 22 women; 3 men
Spring semester, sez. 23 females; 7 males
Fall semester 24 females; 1 male
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Demographic Information II:
Student Research Participants

Race/Ethnicity Race/Ethnicity by Section

Latino

Spring 20061 Section 2

@ Caucasian @ Black @ Middle-Easterny Asian g Latino/a

Figure9: Demographic Information

Notes:

(1) In this instance,lte categonAsianis presumed to includgudentfrom
China, India, and Pakistan whillee Middle Easterrdesignation included
students from Iran, Israel and Saudi Arabia

(2) Information on declared majors was also availainie is istedbelowin
order from most declared to least declared: Undecided (Letters and
Sciences), Business, Marketing, Criminal Justice, Education, Psycholog
Accounting, Communication, Jewish Studies, Biology, Biochemistry,
Journalism, Speech Pathology, EnginegriMusic, Economics, American
Studies, GovernmenBo | i t i c s, Dance, Womenod

Y,

S

Studies, Theater.

While something useful about the studieidbrmantpopulationis captured in

these statisticanapshotsjualitative analysis of empcal data dallengethe

partiality ofinformation conveyed aboveprobingbothwhat is concealednd what

is constructed througtmesestatistics. Concealed, for example, is the degree to
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which categories of choice for race/ethnicity were insufficietgcriptive. Two
examples will suffice to illustrate this.

At least two of the students widentified as Black actually considered
themselves to be pacial; there were perhaps other students who also preferred the
category biracial but did not openlglaim the label. Moreover, even the most
widely acceptedtategorieslenotingbi-racial identity (such as Black/White,
Latino/a/Black or Latino/a/Whitepften failed to capture the complexities of
participant§ethnic and raciabtlentities Considetthe multiple salient identifiers in
the case o4 first generation student from Colombia, an etlasievell as an
observant Jeywho typically passed, however problematically for her own sense of
identity, as Caucasian. Equally, the focal point of more tharclassroom
discussion turned on the expressed frustration dirdtegeneration Nigerian student
whose parentage combined Native American, Irish, and Black genealmgi®#o
was invariably marked only as an Africémerican male.

Additionally, ma ntyi @ddend identity markers such
religious affiliation, when disclosed, alpooved to be highly germane learnerg
experience$ One student, for example, was very comfortableigelfitifying as a
gay womanand included this aggt of her identity in manglassroom
conversations. While another studentds aff
rendered obvious by her dress and haslass discussion contributions, other class
members had the luxury of choosing whether or ndigolose their own religious

identities and/or levels of participation within religious communities.
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Findings also indicate that peer learning transactions in the WAC course
often prompted students to challenge tacitly held assumptions of identikeds fi
and determinant. As narrative excerpts in Chapters Three and Four illustrate, the
pertinence of sexual orientation, religious affiliation, social class, or the impact of
being U.S. or foreign born are but a few examples of how less visible aspects of
identities, constantly in negotiation with self and with peers, became salient at
di fferent moment in studentsO experiences
gualitative engagement with dadtsoevidences the degree to whictanystudents
experienced theibwnembodied identitiethroughout the coursas fluid and
hybrid, yet ascritical to theirdialogic engagementith others All of these factors
together proved to be immensely significant in a learning situation where feminist
contestations of hegemizrpracticegepresenting difference in visual media were
bothatthe core of content knowledgend at the heart of dialogic discussion.

My decision tacentersituational analysis imy qualitative engagement with
student texts, and to centée narrative of thedissertationtself in re/representatian
of these éxts isgrounded irmy conviction as a feminist pedagogue that any
classroom experience will result in some degree of change in student identities as
learners, and that the teacher is thus ot#dj@o be attentive tthe classroom as a
communitycomposed of individudearners Patricia Crantor§1997); Kathleen P.

King (20095; and Catherine M. Casserly Marshall S. Smith2009).With this in
mind, | sought principally to engage participantsanirse transactions by means of

our sharedand constantlghanging anevolving) identities as embodied learners,
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and to solicit data from student informants timght render visible some of these
complexitiesat work in the classroom learning communiany exit evaluations
from bothresearclvenues reflected perceptions on the part of participants that their
identities as learners were substantivatgagedhrough classroom processes
prompting them to engage dialogicallyth one another across differees of many
kindsas they collectivelynterrogaed contestedssues. hat themes in both venues
provoked participants to consider a ranfessues relative to embodiment,
representatiorand identity is significant to the particular narratives they
corstructedbut it is not essentiato generalizingoverallresearcHindingsto other
classroom teaching in higher education. Overall, the findings in this dissertation
corroborate mynitial inductive hope (gesturing tentatively towardsypothesiy
thatsocio-constructivist practices and processes enable, indeed constitute, a
classroom learning praxis withensformative possibilitier learners

Data analysis indicatelat the single most effective transactional element
for students in th&Vomen, Arand Culturecourse was dialogic exchange in a
technologyrich environmentThesetransactionprompted students to reflectively
unpack unexamined and tacitly held assumptions as part of the process of
collaboratimgy to produce new understandingfey wereconsistently singled out by
student informants for their ability to produce deepened learning engagement with
contested issue3extsexcerpted fore/represemtionin Chapters Three and Four
are selecteffom those assignmentisat data indicateo havebeen particularly

efficacious infacilitating these knowledgenaking processes.igure10, below,
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summarizeshe organization othe four units through which students explored
course themegssignmens in eachunit emphasized feminist and constructivist
approaches texploringand interrogatingractices by which women are produced

in andareproducers of art and popular visual culture.

Syllabus: Units of Study

Building Community: Critiquing Culture:
Introductory Dialogues Developing Visual Literacy

Embodied Stories: Sharing Our Stories:
Women as Producers of Producing Culture,
Visual Culture Constructing Knowledge

Figurel10: Syllabusi Units of Study

Discursive Constructiors: StudentEvaluations

As part d my collection of research data from studehtssked them to
voluntarily complete qualitative evaluations about their learning engagement at the
course miegpoint, and again at the end of the semester. In keeping with the inductive
nature of my inquirythese anonymous evaluations were deliberately-epeed.

Students were asked to indicate their perceptions of having achieved competency in
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stated course objectivesnd to indicate which activities and assignments they had
found to be most helpful in a®ving competencies. Using a three point scladéaw
average average orabove average students were asked to subjectively rate the
degree of competency they perceived themselves to have achieved with respect to
each of the four major course objectivébese findings, comparatively contrasted
between the mighoint and the end of the semester in figuidelow, are congruent
with other qualitative analyses of informant data reported in this dissertation. They
indicate that even at the mpmbint of thecourse, three quarters stidents prceived
themselves to have been deeply engaged in knowleddgeég processdhat
assisedthem to achieve new competencies in all four arggsunderstanding

wo me n 0 s assan intat/diseiglinary field and entega (2) devebping skills of
visual analysis(3) critiquing constructs oftlifference throughxploring the work
women artistsand (4)using digital technologyadlaborativey to produce group
projectsinterrogating both the work of women artists andteoporary visual

culture Explanatory comments were encouragedweacegenerously provided by

many students. These were codmulare summarized in figurd and13.
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Achieving Course Objectives:
Student SelfReported Gains in Competency

95% 96%

Understanding

Women's StudiesSKills of critical o
visual analysis Critiquing
women artists Collaborative
work skills

Mid -Term and Final Evaluations
# Mid Term ™ Final

Figurell: Achievement of Course Objectives

Analysis of paticipant response in these evaluations corroborates clearly
discernible preferences also expressed elsewhere in this document in terms of
learning engagement. When interpreted together with re/representations of student
t ext s, perdeived greferessdor technologymediated activies, dialogic
discussion, pearollaborations and the collective sharing of storissstrongly
underscored

Perceived gainm achieving competencied the midpoint were highesn
the area o¥isual analysiss oppatunities to develop these skills had been the
primary focusofhe pr ec e di n g The percenfage obparticipants t i e s .

reporting perceived gains at an above average rate also rose in three of the four
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competenciebetweerthe midcourse evaluatioand at the end of semester.
Participant perceptions about their continued gains in these competency areas are
likely due to their deep engagement in activities designed to encaxoaeued
development of these skill&s noted in the figure abovehé iise in perceived
competency gains between the fpiint and the end of semester is relatively
greatest for the final objective, collaborative work skills using digital technologies.
This too is due to the distributive flow of activities across the semédueh of the
practice in developing collaborative skills with technology tools came in the second
half of the course, as students participated in a series of small group presentations,
which culminated in the production of final group projects that westegal to the
course technology platform.

In commenting upon learning transactions that they felt had been particularly
engaging and useful in achieving course competencieseamdkills (see figured 2
and 13below), participantsvere not asked tankelements hierarchically, but
merely to note the degree to which they percesaddctedasks to have been
effective (or ineffective). Positional findings were graphed based on the numerical
value assigned to each activity (5 being the highest positiue,yvalimerical values
0-5 could be reused at will).The gaphic summaries below comparatively illustrate
findingsfrom students at the course rpdint and at the end of the semester.
Beyond attesting to the significance that students attached to djalotiborative
and technologyenhanced activities, an important subtext emerging from this

analysis is that while students perceived a range of assignments in which they

88



collaborativelyanalyzed contemporary visual art and culture to be effectieg,dd
not perceive taskis which they were individually engaged in analysiswere
engaged in via the traditional instructional mbaleclassroom teachin@ be as
effectiveor engagingo their knowledgemakingcapabilities From among dozens

of assignmets throughout the course, only those assignments and activities most

frequently selected by students in their evaluations are graphed below.

Effectiveness of Assignments:
Mid -Term Student Assessment
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Figure12: Effectivenes®f Tasks(Midterm Evaluation)
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Effectiveness of Assignments:
End of Term Student Assessment

— e
s — & & 3 & &
S5 ¢ ¢ &F & F&F &
$ N O Q >
S N & & N N
& N S & & & N\
\d ) (€ X & >
& $ $ & 0S8
» K& \ad QX G
AY & @
@0‘0 * Spring Section only

Figure13: Effectivenes®f Tasks(Final Evaluation)’

Discursive Transactions Technologies

As an American Studies major, it was really interesting to have a
humanities class in the business school! | had never gone to the
business school before, so to ubé¢hat technology they had there for

the humanities, and to look at art in that way, well it was a completely
di fferent way to | ook at women
i magined. | 6 m u s u gérdoryclassmontwithe

desks and ahalkboard.

I TStudentWomen, Art, and Cultur®cus grougApril 2007)

Invariably, studentg the WAC courses expressed variations on the sentiment

noted abovelpon arriving at the assigned classroéiter teaching for one semester

in atraditiond chalkboard classroonh sought a learning environment that would
allow students to more easily access and entfagaulti-sensorycharacteristics of

visual mediaand permit them tengagemorerobusty in sustained small and large
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groupdiscussiorand ollaborative work. As the four technologguipped teaching
theaterghen available at theniversity of Marylandwvere chronically underused, |
was able tschedule my teaching sections in one of them in each of the seven
semestes that | continued as aaytuate student instructor for théomen, Art and
Culture course'! With the advent of more technology accessible classraothe
past five yearsthe questions posed in this dissertation about the-soaistructivist
use ofteaching withtechnology are grhaps even more critical to considéhis
research identifiequestionghat aresalient about technology classroom
environmentgo consider from the perspective of students. To what degree do they
find technology tdoe an effectiveandengaging learningpol? Do they perceive
technologiedo be deployed in ways thécilitate collaborativeinteractions with
their peersaand/or with course themes?

In choosing to teach in a technoleggh environment, | hoped that students
would come to value one anothes knowledgeable peers through discursively
constructed interactions with technology that would permit thefih¢at one
anot herdés stories. Equally, I hoped t hat
culture would be heightened as they engag#adugh digital technologiesTo
facilitate student abilities with respect to these goals, | deployed digital technologies
(a) to access internet sources for classroom discussion; (b) to incorporate
technologymediated means of discussion in the feeéace evironment of the
technology classroom; and (c) to transact virtual dialogic exchange about course

themes beyond the walls of the traditional classroom.
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Student s6 exper i erchceavgonment werddolectedi@c hno | o ¢

a variety of ways throughu the course. In almost every measure, they reflected
highly favorable perceptions about technologgdiated learning processeshether
experienced within the classroom or though online forums that extended and
continued discussion beyond the paramatétke physicalclassroont?
Representative excerpts afident voice reflectingntheir experiences of
technology in the WAC course are re/produced below. The first is an excerpt from a
focus group conversation reflecting in hindsight on the significahtechnology
tools such as thene minute papesndmulti-chat which were useah-classto
conduct anonymousechnolog-mediated discussions. Studentdethe utility of
such tooldo initiatedialogue about potentially controversial topics. Texts
re/produced from exit evaluations folloand expand upon themarksmade by
students irthe focus group.

o Student oneGoing off on what she said about the technology that we
used, there was one program that we used (1 minute paper) where
people could anonymaly respond to a question on each computer
and | thought it was really interestirand | thought it was great to

spike off discussion. You may not necessarily feel comfortable
raising your hand, especially at the beginninidge | know people

usuallydo®t want to raise their hand. But

responding to things like that onlinend it was something | had

never seen before and it was a really good idea, especially in a class
that discusses issues on which people may have very strong opinions
that are different some politically correct, some not or whatever.

o Student twol agree about the one minute paper because a lot of the
time you do have an opinion, but you worry what would the other
Kids think. But because it is anonymoaad you carust put it on the

computer and your name wonét go with

what ever you are feeling and peopl e
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why is she thinking that. You can say i
embarrassed.

0 Student oneAnd sometines, too, you think that maybe this is stupid
or obvious, but maybe it is different from what everyone else is
saying, but you wouldndét necessarily he
T TStudentsWomen, Art, and Cultur®cus grougApril 2007)

Comments from opearded exit evaluations:

o | really liked the multichat.

o | loved the teaching theater, also the anonymous discussions we could
have there.

o It was another good way to get to know classmates, and to get
different opinions from different races, genders, ages et

0 We had great conversations in the mahat but sometimes there was
not enough time.

o It provided a good atmosphere for discussion.

olt gives everyone a chance to share eac

o | think people sometimes feel more comfortable saying tromgjee
than face to face.

o Online formats provided more open dialogue.

o | appreciated seeing how our peers thought about the issues discussed
in the course.

o | gained an understanding of others by seeing how they were thinking
about the issues.

o It was away to expose yourself to new ideas.

o |thought it was the most effective activity in the course; it kept me
involved and paying attention.

o It was the most effective for miel loved listening to and learning
from everyone instead of the teacher.

o Itwasf un to have different peopleds opini
topics.

0 The stadium set up for muitihat is cool.

o | liked anonymous responses.

o Technology allows you to speak your mind more without fear of
offending others

While there was very lilt negative feedback abaihie discursive construction of
these technologies, one student commented:

o | found faceto-face more personal and engaging than teaching theater
technologies.
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Participantreflections aboutechnologyenableddiscussiongonducte out
of the classroom were alseerwhelminglypositive. A representative sampling of
comments follows; they are reproduced in the order of frequency with which they
were noted by studentis their evaluations
o Enjoyed the atmosphere of the online disous
0 Appreciated being able to give and receive feedback; the online
nature of the discussion was particularly good at allowing this type of
collaborative knowledge building
o | liked having discussions online and giving feedback to others.
o Online was betr for sharing than faem-face.
0 Extremely useful to have time to think over what to say and make a
contribution later rather than having to come up with ideas to share in
face to face class discussion
0 A sweet way to communicate
o0 Eyeopening to see howathers interpreted culture
Additionally, one student commented that it was very helpful to gain perspective
from others not of oAltleodgh marenman 90% oféthe i n t hi s
feedback about online discussion forums was positifewpotental drawbacks
were noted as students pointed out that not everyone wants to have her/his work
shared and/or viewed by others, even in an online foAufew students also noted
that i n such a setting onipersomally be exposed
accetabled The majority of students, howew affirmed the opposiéethey
perceived online discussi exposeddondneidecss v al ual
in a relatively safe environment for discussion

Discursive Transactions: Dialogue

llikeditthatyu assigned the groups early bece
anyone. | guess by assigning the groups e#ifiycused us on talking
to each other. | end up enjoying semesters like that where you work
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with a bunch of people and they are assigned early enough that yo

have time to talk to each other and get to know each other beéore th

actual project works starts.

T TStudentWomen, Art, and Cultur®cus grougApril 2007)

Therich menu of technology options available in the teaching theaters were
not the only featresthat marked the course experience as unique for many
participants. Students expressed surprise (and some initial degree of consternation)
as | prompted knowledgmakingtransactionshroughprocessesf dialogic
discussionStudents in the two spri®006 sections were initially taken abdnka
requirementd enroll in a universitysponsored intergroup dialoggeminar
experience; thisecessitated their schedulingvao-hour block of time each week
during the midle eight weeks of the semest&besgite the general inconvenience
of scheduling intergroup dialoguandreservationgxpressed by many students
aboutthe verypersonal nature of the dialogs&ucture prompting students to
discuss controversial topi¢such as race and gender) acrifference, participants
almost universally expressed a great sense of satisfaction with their participation in
intergroup dialogue as the course progres$ed.

In addition to theeformal intergroup dialogue seminars, students in all
sections of the WAC courseane prompted to collaborative knowledgmking
through dialogic processes of discussiobathlarge and small group formats. A
representative sampling of comments by students reflecting on their participation in
thesediscussionss excerpted below. Thesomments are instructive in providing a

deepened understandingwdy it was that students peiged these types of

transactionso be productive.
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Group discussions were helpful in understanding views of other people.

You learn a lot in open discuss®hetween students.

You get to know student as well as instructor point of view.

The in class/ group discussions allowed me to be more mpeted.

| learned a lot about being respectful of others.

The amount of interaction was outside the norms otiiegc You

offered different styles and activities.

It was interesting to hear everyoneos
0 | gained a sort of confidence and more trust within my group.

OO0 O0OO0OO0Oo

o

While there were relatively few negative perceptions expressed iabdass group
work and inclass discussion, the following observations were offered by a handful
of students:

o0 Not everyone says something or pays attention.

o People can be offensive in discussion.

0 There is some pressure to talk and give input.

0 Sometines people take things personally.

As evidenced in re/representations of informant texts belmvpotential
discomfortwiththe feat hat f@Apeople might take things
mitigated throughhe experience afocial presenceollectivelyconstructed by
participants as they engaged in onlisehnologymediated forms of dialogu@aul
Kawachi, 2013). For this reason, | frequently prompted stisde begin their
discussiorof contested topics using one of the mangilable technology tosin

the teaching theaters. Texts collected from studsithey participateith several of

these transactions are re/represeimdtie following section of this chapter
Discursive Voices:Unit |
Activities in the first unit of study were designed wiito major objectives:

(a) to promptstudents to recognize one anotasiknowledgeabliearningpeers

and (b) to surfacdand critique)acitly held asumptions about contested issues with
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respect to hegemonic representations of gender in visual cutmenist critiques

of difference and the role of women artists in producing alternative cultural
narratives were framed as topics of discussion. As summarized in figuselow,
eachactivity was designed to tap into and build upon existing student fainds
knowledge as they interrogated course themes together. In the process of dialogically
sharing stories of their own experiencasdin listening to those of their classmates,
students were challenged to critically unpaakdto examine assumptions
emkedded in botlihegemonic and alternative narratives of gender, difference,
culture, and visual production. Analysissifident textslemonstrates that as
participants engaged these topics dialogically with their gemra mixture of

digital and nordigital formatsi they were prompted to deepened processes of

reflection.
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Unit I: Introductory Dialogues

[. Introduction to the Learning Community
U Online Introductions
U Technologyi facilitated small group activities

I. l ntroduction to Womenos
U Women 6s iSTheordticabfmmeworks
U Discovery Activitiesi Feminisms

[ll. First Look: Art and Culture
U Exploratory Discussioni i Endanger ed
U Discovery Activitiesi Culture and Stereotypes

Figurel4: Unit 17 Introductory Dialogues

My low stakes mode of assessment in this first unit permittetkesats to
complete assigned tasks without recodosknowledge beyond that which they
carried with them into the classroohhoped that as students built a shared
repository of story through dialogic exchange, they would begin to construg
relationships of trust and understanding, and that these rahigsnvould
support theircollaborativework probing contested issudslso hoped that
participants would build upon these initial dialogues as they continued to explore
gendered representations with/in visual culture throughout the semester.

T

From amog the many activities in this first unit, four were singled out by
participants as having been particularly effective in prompting learner engagement.
Excerpts of participant narratives from each of these assignments are re/represented
below. Particularlynoteworthy about student response to these learning transactions

is the fact that they engendered engagement with topics that students voluntarily
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continued to explore throughout the course; many of them evenbggiyme the
foundation of final projectalaborations.

Discovery Activities: Women as Cultural Producers

Students began their exploration of culture not with an object of visual
culture but rather with a musicalkample a genre thak assumedhey were more
likely to be comfortable discusgn. |l anticipated that studen
cultural literacy would be validated therelayd that they would bring a greater
degree of confidence to thesubsequentngagemenuith the visual production of
women artistslnitial discussionofwome6s cul t ural production ¢
song written by jazz singer Dianne Reefe$ 993) . fAEndegayger ed Spec
tribute to womends gendered and raced resi
violence® Students completed four writing prompts hsyt listened to the song in
class. Their reflections were then immediately shared in small grangsemained
a useful reference point that carried over into subsequent discussions about women
as cultural producers.

Endangered Species

| am a woman. | ast.

| shake my fist but not my hips.

My skin is dark, my body is strong

| sign of rebirth, no victim's song.

Refrain:

| am an endangered species

But | sing no victim's song.

| am a woman, | am an artist
And | know where my voice belongs
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They cut ouimy sex. They bind my feet.
Silence my reflex no tongue to speak.
| work in the fields. | work in the store.
| type up the deals and | mop the floors.

Refrain

My body is fertilei | bring life about.

Drugs, famine, and war, take them back out.
My husbawnl can beat me his right they say,
And rape isn't rape you say | like it that way.

| am an endangered species.

But | sing no victim's song.

| am a woman. | am an artist.

And | know where my voice belongs.
I know where my soul belongs.

I know where | belag.

A representative sampling of student responses to the writing prompts follows:
Prompt: What are your first impressions of the song?

Powerful

Passionate

Confident

Inspirational

Empowering

Very provocative

Most common responskloved it!

Prompt:Note any specific reactions you have to the music or to the lyrics.
Upbeat
Jazzy
Up tempo
AJungl e beato
Powerful beat
Lyrics give you a lot to think about
Earthy vibe
Great voice
Raw emotion and meaning is captured in sound as well as in the lyrics
Thelyrics are intense but the way she sings them makes them more
optimistic
| think these lyrics are really healthy because they state how the artist really
feels
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The repetition of words is painful but | like the beat and the ideas conveyed
in the lyrics

The ideas concerning the strength of women and the way the lyrics reject
violence is powerful

| liked the message and the way it was portrayed but the music is not the
something | would normally listen to

Prompt: What do you think the song is protestng/or celebrating?
Oppression
Violence against women
The inequality of women
Protesting the treatment of women
Harmful ways in which society oppresses women
She is protesting and celebrating at the same time
It is a celebration of woman as artist
She is proud to be a woman
Celebrating the strength of women
She is a woman who knows who she is
Celebrating the strength of art to resist
She is staying strong so that she can keep fighting
Celebrating that as a woman she refuses to be a victim
Women ae portrayed as strong and independent creatures
Embracing her body and celebrating being a woman in the face of adversity
She is a proud African American woman who respects herself for what she is

Prompt: What else does this performance call to mind?

fil wi || surviveo

Al am womano

Aretha Franklin; R & B

i Man, I feel |l i ke a womano

Experiences of slavery and resistance

Strong black women like Maya Angelou

You should be proud to be who you are

Definitions of feminism; it encouraged me to be more vobalia my female

pride

As these comments reveal, students four
be engagingbut alsoto becompelling in its connection to course themilso
evident in the language usedthreir response® operended promptsvhich invted

them to construct their own understandings of the song as cultural disastinge
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degree to which students experienced this
through the mobilization of multiple sensory modalities. Their comments in the

discwssion that followed also demonstrate that this reflectively rsalisory

| earning engagement with AEndangered Speci
cultural knowledgeand to begin to construct for themselves a frame of reference for

the alternatie narratives about women as subjects with whlgjects produced by

women artist@aredenselyinscribed. Sharing their reflections dialogically also

proved to be a highly useful springboard to continuing discussions about the field of

wo me n 0 s, arditsuethtiorskip to feminism, a topic that students were both
eagerandanxiousto discuss, and about which they had widely divergent opinions

and experiences. Crystallizing re/representatiorglwrstudent narratives

throughout Chapters Three and Fstrongly demonstrate that as participants

continued to be prompted to dialogic interactions with one another, particularly

through technologynediated transactions, their ability to be less anxamuhey

engaged in dialogic discussion is palpably evidastis theicapability tobe more

critically engaged in knowledgeaking around contestassuesn visual culture

DiscoveryAct i vi ti es: Feminism(s) and Womenbo6

As part of the discovery activitiggiortovi ewi ng Jean Kil bour ne
Us Sdtly 30 (2 Studlénts took an online paessessment survey querying their
knowledge of feminisnmostedon the Media Education Foundation website. They
thensubmitted journal entries commenting on the tabulated resptindes survey

that | posted onlia Although many students noted that they did not find the survey
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itself to have been particularly engaging (most students fetigheanswers were
obvious), it is evident in reading their journal posts (representative excerpts of which
are e/producedelow, followingfigure 15), that they found the survey responses of
their peers to have been more provocative than they had assumed would be the case.
These excerpts illuminate how participants deployed their existing funds of
knowledge and experience comment upon the sometimes surprising assumptions
about feminism they encountered in the responses of their peers; participants were
thereby prompted to think more deeply about their aasumptiongs we continued
the discussion in the fage-face spacef the classroom
In general, studentsking the surveyndicated their assumption that whether
or not an individual expr es s-idemtgiedasia opi ni or
feminist or not, others would make the assumption that s/he was, ia faatjnist.
While it is wunsurprising, given the cont e
participants affirmed support for individuals to express (assumed feminist)
convictions about womends issues,aflyas excer
indicate, thigolitically correctappearance of support for women and men who
articulate (assumed feminist) support for
obvious in participant journal responses, most students actually expresgeite@)
limited degree of support for positions they assumed to be feminist, and (b) a strong
sense of incredulity that individuals taking such positions would actually encounter
support from others within a broader social context. The surfacing of these

assumpons early in the course allowed students to be aware that their opinions and
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knowl edge about womends stfromhthessofsomed f e mi
of their peers$ without running the risk of having to openly own a controversial

position before stdents had the opportunity to develop greater group cohesion and

trust. Figurel5 summarizes the distribution of responsea testionasking which

positions about beonseerdgieministdandp@ntss mi g ht

My understanding of a feminist is someone who
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Figurel5: FeminismSurvey

Reflective Journal Response, Feminism

Studentgesponded in at least two sentences to three of segempts. All
students were required to respond to the first prowipth asked tém to reflect on
what they felt to béhe most stprising finding as they revawed the survey results

compiled ofresponsesubmitted by themand their classmate8s is evident in their
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responses, many studeperceived a&leardisconnect between the responsethe
pre-assessment survey frastherstudents and their own lived experiences.
Representative respondgesome reiteration ahefirst was by far the mostommon:

0 The most surprising finding in the survey results | think was how in the
first question most people responded that if a wowmaced a strong
opinion they would simply listen. | guess it strikes me as odd because in
most circumstances in this society when a woman speaks it usually isn't
taken seriously let alone actually listened to.

o | found it surprising that people picked thhey would listen to feminists
when they talked. | would think that
pertain to them or their own feelings; | found that to be interesting. | would
think that if people actually listened there would be a lot memarfists in
the world.

o | think that response that shocked me the most was that several people said
feminism was not relevant to them personally. This is amazing because
even if you arendét yourself a feminist
women alike

0 What surprised me the most from the results was that several people said
that feminists were people who thought they were better than men. | found
that quite interesting because | belie
better than men but insteadnt equality between men and women.

o | think what is surprising is that some people reallykHeminists do not
respect staat-home moms. | thought that everyone understood that this is
a stereotype. This added to the other labels attached to thef ig@ainism
show the misconceptions people have about feminists.

o | found it surprising that for the survey, some people actually selected
"lesbian" and "bitch" as terms that came to mind when thinking about a
feminist. Another thing | found surprisingas that a good number of
people thought that feminists didn't respect-stelyjome moms. Maybe it's
because there are so many different definitions of the term feminism out
there that it's hard to decipher whether or not a feminist has to be someone
that s a member of the working world.

o | was most surprised that so many people believe that a feminist is a

woman who works for equal rights and opportunities for both men and
women. | personally believe that a feminist works for equal rights for only
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women, fence the name feminist. In our society, it is the women's rights
that are lacking, which is why feminists are out there pushing for women's

rights to be equal as men. I'm surprised that this answer choice was
2nd most popular out of the others.

the

The dstribution of response® the other prompts, summarized beloalidated
patterrs | notedin analyzingreflectionsto the survey Answers varied widely
particularlyto questions thanight be perceived as controversial

(1) What does it mean to be a@tg woman? Are strong women always feminig
Explain your reasoning with an illustratioApproximately half of respondents
chose to reply to this prompg@nly a few respondents believed that a strong
woman was also necessarily a feminist.

(2) Why do som people consider "feminist” a negative label? Why do some
women resist being labeled feminists? In what ways does disavowing feminis
keep woman from accessing power and autonoipgPoximately a quarter of
students responded to this question. One tHittiem felt that feminism
represented a threat and/or was too far removed from the mainstream while {
thirds expressed the opinion that media stereotypes were largely responsible
people considering feminist a negative label.

(3) What role can girland women play in diversifying the image of what it meIns

to be a woman in our culture? What role can boys and men pkes&®than a tent
of students chose this prompt. Those who did, however, articulated positions
the troubling disconnects betweero me n6s | i ved exper.
enjoy cultural and social equality and about the objectifying representations g
women most commonly depicted in contemporary mass media. These them
would continue to preoccupy many students throughoutdbese experience.
(4) What characteristics are considered "feminine™ in our culture? Are these

understandings universal across racial, gender, age and class lines? Do othe

cultures consider different characteristics to be "feminirgfght students
regponded to this question; three felt that feminine characteristics could be
considered universal while five did not.
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(5) Do you feel that the culture is opening up, that it has started to embrace more

willingly women and girls that go against the traditédrieminine type? If so, whyj
do you think this is happening? If not, why nAffproximately one quarter of
students responded to this prompt, all but one of them expressing the opiniof
the culture is opening up to embrace #i@ditional expressions the feminine.

Explanations for this varied and included the following insightful observationg:

that feminism is responsible for the openindlaf culture(b) that wonen create
change for themselveand (c) that female role models make a differeaxdo
positive media portrayals.

@®)Should men be concerned about won
or why not?One half of all students chose to respond to this prompt; all

that

(@)

henos

emphatically asserted that men should be concerned with these issues.
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This was an excellent way to see different points of view and get a lot

of ideas besides my own in thinking about a topic that always seems

to be controversial.

i iStudentWomen, Art, and Culturgournal post

As noted above,aticipants were very posie aboutheir opportunities to
engagebothin individual reflectios about assigned readingadin group
di scussion as they explored podghattwere ns ab o
not necessarily congruent with their own. In addition to joupoatings, thg
continued these discussionsoitier technologygnhanced modes of discussion
availablein the technology teaching classroofns uc h as-ch dteo famd t i he
Afone minute papero). These modes of discus
anorymously share opinionsa real timeabout contested topics, thus permitting
them to acknowledge their positions dadt the watersvithout having to openly
own a potentially controversial perspective. Such discossigere always followed
by large group tcussions that were animatéudit dialogically grounded in
exhibiting respect for peer@hether or not they were in agreement with positions
articulated. As these technolefpcilitated modes of redime discussion were
perceived by students to be higlingaging learning transactigasd tobe
productively facilitative in processes @flectively articulating new understandings
about course themes in collaboration with their peers, they were utilized throughout
the semester.

Students concluded thiwrtion of the firstunit by writing and sharing their

own definitions of feminism with their classmat&d particular note is the fact that

definitionsof feminismwerelargely affirmative,and that studentsere critically
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specific in notingationales br thepositionsthey articulatedThese definitions are

all the more remarkable given the degree of skepticism about feminism with which
participants had initially approached the topic a few weeks earlier. For reasons of
length alone, my selection of tew excerpts for this and all other assignments is
partial, re/presenting those that in my judgment best re/produce the range and
relative frequency of the diverse positions articulated by student informants. Student
texts, however, argenerallynot revied or shortened, but are presented verbatim.

Feminism Is: Representative Definitions

0 What | have gained from this class is that feminism isterered
percent collaborativel his idea is supported in one of the definitions
of feminism f Femimsnoisithe paliteatdeorg gnd A
practice to free all women: women of color, workiigss women,
poor women, physically challenged women, lesbiansAnything
less than this is not feminism, but merely female self
aggrandi zement . 0O

o Feminism is a mvement, it is a combination of theories, and it is a
collection of philosophies. It is a social, political, and economic
movement, a movement searching for equality between men, and
women.

o Feminism is advocacy of equality between the two sexes. Tinede
often misused. Although the term implies that women are at a
disadvantage in society, people often think women are placing the
blame on men whereas they are actually working to make the larger
public aware of the situation and find ways to solve igstablish
peace.

o Feminism for me is the fight for the rights of women and showing the
world how women affect everyonebs ever )
Ahal f the skyo and we are going to make

o Feminism is pride in women anuiide in the differences between

women. Believing in feminism is believing in the free will of women
to fight to obtain the same opportunities for all.

108



o Feminism is empowering, not limiting or discriminating. In my
experience, feminism has helped to gie@men confidence and

opportunities.
o Afeministisia per son, female or male, who 1is
on gender or sexual preferenceso. This

the fact that men can be feminists just as much as women.

o0 To me, feminism is &elief that both women and men may share
that is that neither males nor females should have to adhere to
traditional expectations or norms regarding their gender. In class we
discussed stereotyping. My definition of feminism would not agree
with such lakels. These stereotypes not only negatively affect women,
but men as wel | . For example, why canbot
for the family if he chooses to? Feminists refuse these expected
behaviors and argue that women and men should have the right to
chocse their path in life whether it is traditional or not.

o Feminism is about making women feel powerful enough to take over
their lives and take on more responsibility as leaders of society.
Feminism is not about punishing or hating men for trying to ogpres
women for so long, but to make sure that women have the same rights
as men. The idea that AWomenbés | iberat
l i beration of men, 0 is definitely true.
social roles not only hurt women, buemas well.
Discovery Activities: Cultural Stereotypes
Studentd i r st wutilized the Aone minute papero
that participants perceived it as a highly meaningful interaction, not only because it
permitted them to particgite anonymously in discussion about a contested topic, but
it also allowed for the immediate and anonymous sharing of all responses with the
entire learning community in fage-face discussion. Students responded online via

t he fone mi n uatpremppthapdeacted them o Hesdribe an

incident ofstereotyping that they had personally witnessed or experienced.
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Reported Stereotyping Incidents

N -

Class Gender Race/Ethnicity Religion Other

Figure16: Reported Stereotyping Incidents

Figure 16 compares student responses according to the mosttypkeot
stereotypingncidence Note thatof types of incidencegeportedidentified in each
responsegracial and ethnic stereotypes are by far the most comnf@se
categorizations of the incidents were produced by students thems@alileaing
their anonymous responses, and a large group discussion aboustiims
worked in small groups to lab#le types of stereotyping refted by categories of
difference such asce, gendetc. Due to the compldy intersectional nature of
constructs of differencehis wasa productively and provocativeghallenging
exacisefor studentsin their discussions, students noted thanhy of the incidents
tagged in the category adece/ethnicity appeared to depesiwell onunderlying

(and unexamined assumptions) connecting race/ethmititya low socioeconomic
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status ankbr level ofeducatioal attainmentSimilarly, an example that provoked
lively, evenheateddiscussion wathe categorical insistence wbmenathletesn
the coursebased on their lived experiences, that their perceittddticabilities
were judged at onlyon the basis of their genddut also on unmarkeor unnamed
assumptions about their sexual orientatRepresentative excerpgslectedrom

student texts are belaw

Representative Bsponse$ Stereotyping Incidents

o | played sports in high sobl and now sometimes | play here at the U of M
for fun. Anytime | am on the basketball court where there are already guys
playing, they never really think a girl could be good at sports, let alone be
able to play and beat boys. This happens frequentlyt édn incident of
stereotyping because the basketball players judge my skills based on the fact
that | am a girl rather than watching me play and then deciding what they
think.

o Coming from a town that was not very diverse at all, | was one of the
few Jewish students in my high school. My friends would jokingly
make fun of me for looking at sales or trying to save money, saying |
was ficheapo because | was Jewish when
same thing.

o0 When | found out that I got into UMD, a lof white people at my
school felt that me and other African Americans in my class only got
in because we were Black. They felt that the university admitted us
through Affirmative Action.

o Last year | celebrated Eid (the annual Muslim holiday). Every year
we dress in full gear from head to toe in traditional dress. Before the
festivities, | stopped by CVS drugstore and bought a pack of gum. As
| was waiting in the cashier line, two young boys came up to me
screaming, ALook at wabwearingaheadr i st . 0 Ju s
dress, they obviously thought | was part of a terrorist group.

0 | used to play basketball in high school and because | was a girl, | was
always assumed to be gay, which was always very stereotypical.
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One time | was at a wedding and s@me asked me what my major
was. When | replied American Studies he said | threw him a curve
ball and he thought | was going to say biomedical engineering or
something very science oriented because | am Indian.

| am a black male that attends the univeraity because | am from

Prince Georgeds County, Mar vyl and, peopl
college and believe that the only reasc
athlete, which I am not.

An incident that | witnessed firdtand took place when | saw
someone oAfrican descent being taunted and made fun of openly.
The predators were running around acting like monkey and making
monkey sounds.

A group of white kids at school assume:c
country club to play tennis with them because | am Hatfkoand

identify that way. In reality, | was a member of the club and played

there in tennis matches and tournaments.

With the aftermath of Sept. 11it got really hard to go to school

without being harassed almost every day. One specific time | was

walking to class and minding my own business, and the next thing |

hear is a student saying, AYou terrori:
was funny, but I took it very offensively because not all people from

the Middle East are terrorists. What people tiaitealize is that many

people in New York affected by 9/11 were of Middle Eastern descent.

We are all on the same side.

Every ti me | teII someone | am into wol
the whole Afe nazi 0 spielh, and people
somet hing Ilke Ayoubre not going to |il

cannot have a sense of humor.

When | sat down in my first computer programming class, the guy

next to me asked if | was in the right class. | knew | was definitely in

the right class ahwhen | told him this, he told me he was surprised

because he hadndét ever seen a girl that
programming class.

|l 6m bl ack and my roommate is white. I
Levine CD and my roommate kanamwe in and s
coloreds |istened to punk rock. o0 | was
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what she said | had to hold myself back from saying something mean
or hateful and quickly left the room.

o | was standing next to a friend of mine when two white girls approached him
One of them asked if he was a football player. Before he could speak, her
friend said, AHeb6s tall, skinny, and bl
abasket ball player. o We just |l ooked at
As students read through these statemanid shared their reactions with
one another in dialogic discussion, | was astonished at the degree of their visceral
andreflexively critical engagement with constructs of difference and the structures
of inequality that they enable. My frame of refezenvas discussions on this topic
that | had prompted many times in previous semesters through lecture, reandihgs
journal reflections. In previous semesters | had always sensed that despite the course
design | constructe@nd the material that | introded, students were not affectively
prepared to collectively interrogate stereotypes. The comparison between previous
semesters and the discussions in all sections of the 2006 course that contributed
research data was dramatandhasencouraged me to conue todeploy
technologies and dialogic discussionfacilitatecollaborativeandsocio
constructivist knowledgenaking transactionghat drawexplicitly on student funds
of knowledge and lived experienand that will engage their participatithrouch a

range of sensory modalities

Discovery Activities How Does your Learning Connect to your Previous
Knowledge?

Havingdevoted significantlassroontime andparticipant resources to
prompttransactions intended to assist learners in building pe¢ioredaips that

would enable productive collaborative partnershipgricluded the first unit by
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gueryingstudents as to what they perceived to have been most significant in their
learning interactions thus far in the course. | anticipated that theyvamald benefit
from hearing and discussing one anotheros
collected, these texts were not solicited, nor are they presastad actual measure
of student learning outcomes; rather they were intended to providertimewaty an
opportunity to reflectively dialogue with one another in anticipation of the tmits
follow in which they would be collaborativetyritiquing gendered representations in
mainstream visual culture and exploring the work of women arlibesy ae
re/represented here because of their high degree of relevance not only to the growth
in student learning engagement but also to this course trajectory. These responses,
constructed after the first unit of study, make explicit the degree to which many
stident s were previously unaware of the fre
bodies are objectified in popular visual culture.

Analysis of student response alsidated concerns | had brought to the
researclprojectwith respect to emotiorishad experiened in previous semestérs
feelingsthat | had not providedtudents witliransactional learning opportunities
that permitted them to discover their tacitly held assumptions about the visual media

saturating their lived experienaggrto query their unexained consumption of it.
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Student responsés this question, constructed tiah e -ndionnuet e paper 6
teaching theater toolvere displayed anonymously on the overhead screen, serving
as the catalyst for a fade-face discussion that prompted participantsarefully
consider and consolidate new knowledges going forward. Figure 17 is a graphic
illustration of the distribution of responses coded according to their relevance to
course assignments; a representative sampling of participant responses (@xiserpte
included belowthe graph Thesee/representationuminate the degree to which
participants perceived themselves to have been prompted to think deeply about
contested issues with respect to gender and visual culture at the beginning of the

seconadunit of study.

One Minute Paper Response:
What | 0ve | earnedc

. ii-—i

Social Media  Culture & Meanings of Welfare Disability Other
Construction Analysis  Gender Feminsm  Myths

of
Difference

“Figure17: One Minute Paper Responses
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PromptWhat have YOU Al earnedo so far in the
perspectives?

0 Inthis course | have learned a lot about the portrayal of women in
society and in the méal The course has also opened my eyes to
many issues between women among different classes, not only race.

ol have |l earned about gender roles 1 n s
women were represented in a certain manner in ads and media. The
women are portrad in a specific way; they are seen as how they are
supposed to be.

o | have learned to look at media differently. | can pull out the hidden
meanings now. Before | knew there was t
but after reading that article and discussingif ur t her i n cl ass, I
really able to point it out in the media and in the real world.

o | have learned to be more understanding of others in a variety of
ways ability, race, gender, and class in particular. By having a

di ver se c | as s , perdpectivas neainlg race)rastbey her 0 s

relate to my classmates. Il tds one t hing
but itds more effective to hear student
discriminated against. I think peopl eds:s

discussionsr@ most helpful. Group is also a great way to meet
different people and explore diversity.

o Inthis course, | have learned a lot about the hidden meanings and
gender representation in ads. | learned how to analyze certain ads.
Before | never used to lodo deep into what magazines really
advertised. | never really paid attention to that but now it is clear to
me and it makes a lot of sense. | actually find it quite interesting to
now be able to look through magazines and find the meanings and
analyze ads.

o | guess one thing | have learned more about would be how the media
stereotypes gender. Men are generally portrayed as strong and almost
Afierce. d Women are seen to be passive
sexual manner. In other classes | learned abouthbwe fit r ue 0 wo man
was portrayed in the 1800s and althougl
portrayed today, | can still see how that stereotype of women has
carried through to today.

116



ol didnét realize all the different defi
always the t®reotypical definition of feminism. Now | realize that
there are other definitions as well.
o0 | have learned to analyze media in a completely new light than
before. | am now able to recognize the true signs of how marketing
works to sway our minds to tlkrabout certain ways and believe
certain things about products.
o0 | have learned so many different meanings of womanism and
feminism,and | learned women play a most important role in our
society.
The journal prompt that accompanied thisassignnt asked students
did you find to be the most important, exciting, troubling or controversial topic to
emerge from this unit of our course? How does this discovery connect to your
previous knowledgesResponsesyhich were sekselected by studesitare
comparatively graphed in figuds, and fleshed ouhroughrepresentative excerpts
that follow. Theysupply many indicators as to why students perceived dialogically
grounded activities to have prompted engaging and effective learning interactions.

Many again underscore perceptipreportedoy studentsn other datathat

dialogueswerehighly germane to processes of knowledgaking.
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Intro Activities: What topic was most engaging?

“Figure18: Intro Activitiesi Most Engaging Topic

Prompt:What did you find to be tnmost important, exciting, troubling
or controversial topic to emerge from this unit of our cotirse

o | believe the most important topic discussed in class was the effect
media has on what we find to be acceptable or expected, in most
cases, from women. Emedia’s influencean be extremely

detrimental or helpful, depending

number ofstereotypesvithin our society. This issue can be quite

controversial but I believe itobds

should start gestioning amongst ourselves.

0 The one most interesting thing was during the ralitit session. The

chat group | joined waVho can be a feminist?, and | found

almost no one had an identical opinion on who could be a feminist. |
personally believethat it could be anyone who supported equality of
the sexes, but others claimed that only women could be feminists as
they were the only ones who really knew what it was like to

experience societal discrimination as a woman. Yet others argued that

both cold be feminists, but men are a different sort of feminist
because of their different experiences. | found this to be a
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wonderfully interesting discussion and hope to continue hearing
opinions throughout the semester.

| think the most controversial topiceahave discussed so far is the
definition of a feministThere are so many different points of view,
and because that definition is based on your view and how you see
things it's hard to define.

| feel that the most troubling topic was reading about nmmen's
rightsbegan to expand and then were taken away in the past. This
surprised me very much because | always thought that we had moved
forward, and it scares me because | hope that it will never happen
again.

| found it troubling that if a woman saks her mind, she is seen as a
bitch. Why is it that if a woman is out spoken she would receive such
a negative labelt reminds me of when | took WMST263 and we
discussed theole of women in societgnd how they are to take up as
little space as possé | guess we as a society have not broken out of
that idea that women are to be seen and not heard.

The thing | found to be the most troubling in class is when we did the
anonymous exercise in which we are shared our experiences with
stereotyped. was shocked and surprised aboutrdal profiling

that was going on, especially against African Americans, and those of
Middle Eastern descent. It was troubling to know that people could
judge you even before they knew who you were and say things of
sucha racist nature about someone.

| found the most troubling topic in class discussion to be the
discussion ostereotypesit was troubling to see just how prevalent
stereotypes are still today. These stereotypes were not only about sex,
but race, ethnicjt, and religion.

| think that the most sensitive topic that we discussed is the topic of

stereotypes | believe ités sensitive because
This feeling that stereotypes are always wrong is not true, which may

offend some people.

The most interesting exercise. was when we sharstereotypes

that we have witnessed or experienced. It was not only shocking to

hear some of the stereotypes people have encountered, but to also

realize that | myself am guilty of attributing stereotype others.

Stereotypes are hard to get rid of, but

119



o This probably isndt t foebutheraaict answer Yy
goes anywayl would say that the most important thing we have done
in this class so far is thetroductiors and meeting our peetghink
the interactions webve had in this cl a:t
more comfortable with each other, therefore making it easier to open
up ard learn in a group atmosphete.a big university like this, |
t hi nk ertbdeet pbople idyour classes. | like that | am
already starting to meet people in this class.

0 | think the most surprising finding would have to be that someone's
response thatwoman with strong opinions on women's right issues
is a marhater | beieve this stereotype is unfortunately, quite
commonly perpetuated in today's media. Being as though most people
don't really know a women's rights advocate personally, we
automatically accept the image portrayed in the media to be true. |
find it extremelyhard to believe that every woman who is committed
to speaking against female discrimination actually hates all men. |
think theassumption and the stereotype is preposterous.

o | was surprised that people think feminists are women who don't
respect marriedtay at home momgeminism isa belief system in

which ALL women's experiences and ideas are valued. How can one

be a Feminist yet EXCLUDE a patrticular group? Also, men are not

excluded’ men as well as women can be femini8¥amen and men
should be eamomically, socially and legally equal regardless of race,
religion, social class, agetc.

0 | believe the most important topic . . . was tledinition of feminism.

In a course called Women's Studies, you need to discard any

preconceived notions and staith a welldefined notion of what it

means to be a feminist.

Beyond newunderstandings constructed abaatmen, art, and cultureoted
in the excerpts of participant texts abowae also discoverstoriesembedded in
these snippets of student vaiddese stories reflethe ways in which participants
hadbegun to grapple with issues of difference as they interacted critiaily not
always without contestatioywith peersan collectively unpackingssumptios

aboutcontroversiatopics Similar sbries resonate in the work they continued to
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produce throughout the duration of the course, each articulating transformations
participants experienced their discursivelycollaborativeand constructivist
knowledgemaking transactions ithh peers and othdruman and nehuman actants
(e.g.technologies)As students continued iterativelty perceive to processto

share andto co-construct alternative stories through these collaborative transactions,
their experiences of criticallgngagingwith competingconstructions of gendend

other categories of differenae visual culture weréncreasingly dense with

meaning.

Chapter Four begins witihterpretatively framede/representationsf
transactionsn whichstudents werengaged as they wepeompted tdouild onthese
initial andexploratory dialogues in developing and refining skills of visual analysis.
The daptercontinues with narrative re/representatioh&nowledgemaking
transactionssstudents applied skills of visual analysighiework produed by
women artists. Chapter Four concludes with a summary of gnajgcis
constructed to interrogatgender discourse in practices of visual representation.
These culminating projects weddaitally produced posted to the course

management platfornard presented to the entire class in the final unit of study.
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Endnotes

! As notedin Chapters Five andi§ my colleagues and | anticipated that similar
methods oexploratory dialogianquiry would facilitateconstructiveengagement
between virtual learning peers as they collabortivgerrogatedopics relatedd
womenos experieneceimy of health and well

2 Syllabi describing all assignments and activities in the 2006 WAC courses from
which data was collected are archived onli
appendices

® Departmental statistics indicatehat he majority of the students enrolled each
semester in the WAC course wédeenales in their freshman or sophomore year of
study.A few juniors and seniors (males and femalkayingpreviously neglectetb
satidy the general education requirements for which this course is one option, were
also enrolled each semester.

“Al't hough enroll ment per section is capped
25 students, instructors are permitted to oversubscribe. A®trecourse was by

far the most popular time offering. | allowed that section to become oversubscribed

by five students. Alltadents in the falt006course werdreshman, provisionally
admitted to the university uatdeonbdbhe auspi
program, seéttp://oes.umd.eduhdex.php?slab=freshmeronnectiorfor more

information

> |t was also extremely similar to the aggregate profile of students enrolled in
sections of the WAC course in each of the previous four semesters in viraidh |
taught.

® While all sections did not have equal representations of racial and ethnic groups
(except for the presence of the majority Caucasian populasinalysis oinformant
naratives demonstrates thaarticipants in each section were similargegly

engaged through dialogic conversation with peers whose identities of otherness
challenged their meaninagaking negotiations. Given thimding, analysis of
narratives is not separated out by section as it did not further illunthe@tesearch

inquiry.
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’ Late into my data analysisrealized the inadequacies of this reporting syst&yn
the time | noted the challenges posetiile | was attempting to construet
sufficiently nuanced description of the learning comityyih was no longer able to
contactparticipantsand ask theno selfselect their wn racial and ethnic categories.

® Equallyobvious,however is that there is no way to adequately measure or

represent the potential impact on learr@rghose aspects of participant identities

tha students chose not to disclose. For example, one student who identified herself

to me as a single mother chose not to disclose this to her peeasise, as she

explained to meshe feared being reduced to the statstit a not her si ngl e
mo t hiretheeyes of her peefdlany dudents reflected explicitlin their private

journal posting®nfi i n v i idgentity marlerghatthey were not comfortable

disclosing to their peers.

° Only those activitieshat were most frequently selected by partintsaare depicted
in these graphs. Due to the scheduling availability of local cultural events and the
inability of fall students to participate in Intergroup Dialogsee notes 13 and 14)
some activities were experienced only in the sprinthefall sectionsof the course
This has been accounted for in constructing the comparativeusizied in
summarizing data. Activities and assignments receiving a different ranking at
course miepoint and the end of the term are likely impacted by how ricent
students haéxperiencedhem.

19 Although students were very productively engaged in constructing their
culminating projects, narrative feedback accompanying the final evaluation explains
that this assignment was not more highly ranked due to theestrefsgsing the very
cumbersome WebCT technology platform. Based on this feedback, | constructed a
class wiki for the posting of final projects in subsequent courses, including the

Wo mends He a-BeingCowrse;dhis Was tesulted in more rewarding
processes and satisfying learning outcomes for students.

1 These technology classrooms were located respectively in the schools of business,
computer science, engineering, and plant sciences. In the five years that have elapsed
since | collected data fahis project, much has changed about the availability and

use of technology in the university classroom. Many, indeed the majority of
classrooms at the University of Maryland are now technology equipped to some
degree. At a minimum, almost all classroomport internet access on student

laptops. Many have projector consoles and other features to integrate digital
technologies into classroom instructigWith these changes, however, only two of

the fourmorefully equipped teaching theaters that | utitizare still centrally
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managed and available to all interested faculty. Those in the Business and
Engineering Schools are now managed by their respective administrative eendters
only used byfaculty in those schools.)

2 The one exception, noted in Chapkeur, is the difficulty some participants
experienced in using designated technology platforms tools then available at the
university in constructing the presentation format for their culminating group
projects.

13 For an explanation of the adminisicat of Intergroup Dialogue at the University

of Maryland, se&Vords of Engagement: Intergroup Dialogue:
http://www.ohrp.umd.edu/WEhdex.html Unfortunately the online registration
system used by the university precluded me from advisudgsts of this

requirement before our first class meeting. As a result, | compensated students for
their time in intergroup dialogue by adjusting the class workload during that period
of the semester.

4 Students in the fall section were, unfortunately, precluded fratitipating in the
formal university intergoup dialogue program because tinee blockfor the
0freshman c¢ o ncodicted with thé scleduled tisne fer intergroup
dialogue meetings. To adjust for this, | included addition&lass dialogic
experiencesand added assignments (such as culture jamming) to prompt students in
that section of the course to collectively explore diadbgicallydiscuss topicshat

would have been probedtine formal intergroup dialogue seminar. Extensive
narrativefeedback about intergroup dialogue from students in the two spring
sections of the WAC course has been transcribed; notes@wesassion of the

author.

15 Dianne Reevedttp://www.diannereeves.cam A Endanger ed Speci eso
1993 CDQ Art and Surwal.

124



Chapter 4: Critiquing Culture, Producing Stories i Student
Collaborations in the Women, Art and CultureCourse

Introduction

Crystallizedre/representations of student data in Chapteed demonstrate
thatas they shareperceptions about contested issues with one anbtearing
stories as well aseing heardy their peer$ individual participants constructed a
greater awareness of the potential of dialogic discussion to demaliyaienefit all
learners, including themselves. Also demonstrated through these crystallized
re/representations is the value perceived by particijdnbe socieconstructivist
design in the uses of technologies and in promptiagsroom activitieto enhance
their abilities to interact diogically with one another. Thisterpretive analysjs
scaffdding re/representations of student tert€hapter Foyreflects the ways in
which students deployed new understandings constructed through exploratory
dialoguesas they engaged in a series of higher stakes dialogues and collaborative
projecs in the final units of study. These projects were intended to prompt students to
reflectively and reflexively interrogate hegemonic and alternative narratines
gender and other categories of differeppeduced irand through visual culture.
Unit Two: Critiquing Culture, Developing Visual Literacy

Students contired to engage dialogically with one another in considering
issues of dferenceas they collaboratiig explored gendered representations in visual
media. As summarized figure 19, below, these tasks were designed to prompt them

in developing and refining tools of visual analysis. Many of these tasks were
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facilitated by the technology afforded in thad¢hing theater, including ttevailability

of online resources at each student computer station. Together in small work groups,
studentgeviewed andeviseddrafts of work completed outside of classch as the

TV and Print adhnalysis assignmenportions of which were subsequently presented

to the entire class by each work group.

Unit Il: Developing Visual Literacies

I.  Image Saturation in Contemporary Culture
U Visuals in the news

U TV Analysis .

[ll. Exploring Difference:

I. Discovery Activities, Media Listening for Understanding
Education Foundation U Online Discussion Forum

(Sut Jhally, JeanKilbourne) U Intergroup dialogue / Culture
Jamming

IV. Small Group Presentations:
Print advertising analysis

Figurel19: Unit Il i Developing Visual Literacies

Discursive Voices:Gender and Media Online Discussion Forum

Although students perceived all assiggnts in Unit Il to have been both
engaging and effective, the assignment selected for inclusadow consistently
received the Ighest markin student feedbaclStudent éxts constructed for this
assignmentwhich wasan extended and nesynchronous dime discussion forum,

produced narratives demonstratihgir collectivedevelopment in addressing
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contested issues with one anothsithey drevon previous classroom learning
transactions. lpreparation for the discussion forustudents analyzed gemde
representations in print and video advertisemessvell as in television shows. They
completed readingsind viewed noiprint media from the Media Education
Foundation, includingKilling Us Softly 30 by Jean Kilbourne (2000). Their initial
onesentege reactions to these assignmentgraming of which arexcerpted below,
were shared in class to open a large group discyssidito provide a baseliroé

sorts for the online forum to follow.

0 Ads are constructed as works of, &t at the same timbey are a
trivialization of sex
o Our culture = obsession with the perfect body; these ads create a desire
to consume
o Kilbourne uses ovedramatic arguments but she does show the shallow
values of the media
ol dondét think mos magesdstprbimg?2ondét find th
| wonder what most people think?
| notice that men in these ads seem to have less to lose in terms of being
manipulated
|l dondt think the messages to t
| dondot feel l i ke a victim when
The gender messages to dhéin are especially disturbing
Sexy women in ads = violence?? | donoét
Some examples Kilbourne and Jhally used are very blatant and not very
common
It is creepy to realize that a lot of women are influenced to get plastic
surgery, breast implangtc. from watching advertising.
Is it the fault of the media dhe public? How to change it® it even
possible? Do we need to change it?
Women are viewed as weak, powerless, submissive
Women do have some power in this prodepswer to shop
What abotimen in ads? Not as serious, but men are objectified.
Male objectification is different from female objectification
Why are Kilbournedéds and Jhall yés ar gume
not to others?
What would someone from outer space think aboutdles iof men
and women if they were to see only ads such as these?

o O

eens are
I Vi ew

O 0O O0OO0Oo

o

O 0O O0OO0O0 o

o
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Notwithstanding the practice established of a dialogic approach to classroom
discourse, the sharply divergent perspectives reflected in the comments above
produced a lively and engaged dission. Students were respecthut newly
unafraid to own perspectives that differed from their pegney were als&eenly
interested in hearing arguments frpeers to support positions that were défar
from their own. Beginning witlhis faceto-face discussigrand continuingvith the
online forumthat followed, students demonstrated deepeuaimdgerstandings akills
andthemes germane fmerforming acritical analysis of difference as constructed
through visual culture. As the reader engagetsteonstructed in this online forum,
s/hewill note the enthusiasm of studeiaitsthe opportunity to participate this
discussionOf particular noteas wel| isthedegree to which participants dialogically
grounded their comments in their own fundkiodéwledge and lived experiencgst
were prompted to engage in processes of acad@®eicentering as they listened to
one another for understanding (Michael Davidson, 2004; Ximena Zetigh 2007).

Figure20, below, summarizes the many themeslshis touched on during this
weeklong discussion forum. Several themes were discussed in more thahthee
three cohort communities. Tivo topics of women in spastandwomen in business
were actually discussed in all three cohort groups. Manyesktkopics had previously
been bought up by participants ohgr the stereotype activity in Unit &nd students
appeared to welcome the opportunity to revisit endeepen dialogues concerning
these issues. dhy of thetopics discussed in this forwwerealso subsequentlyarried

over into small group presentatigssich asulture jammingand the preparation of

128



women artist bios; a number of topics discussed in the forum served as the focus for
culminating group project$ndeed, all ght of the topicsotedbelowas having been
discussed in at least tvad the cohorts were the focus of more fully developed

critiques in at least one culminatingppect.

Topics Discussed: Gender and
Media Online Discussion Forum

W Spring01 ®Spring02 EFall

I N S N s
S . Qé" . be 00\ ob@\ \\\C' 6@0 Q’\‘z" .0%0 o C}od ) @0
K & & SN A N
& Q\ 660 b‘Z} S . Q«b & ’6@0 R & .\Q@
& T & T

Figure20: Gender and Media Online Discussion Forum

Extended excerpts from several discussion threads in this forum are
re/produced below. These bear careful scrutiny for many reasons, including the degree
of openness with which participants engaged in these exchamgethe variety of
complex and contegidopics they opted to discuss. Students participated in the
discussion forum only with members of their own section cohort, and | have
accordingly retained the integrity of these conversations by choosing selectively from

among them when more than one axlengaged in a similar topic of discussion. A
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portion of at least one discussion thread from each section cohort is re/prbduced.
While the totality of ay single discussion forum is not re/produced, individual student

texts are generally re/presentedbagim.

Instructions and Prompt for Online Forum i Media/Gender.

Begin by browsing some of your colleag@peevious online postings to see what
they are thinking and writing about. Drawing upon these resources as well as what
you have gained from oufass discussions, reflect on the ways in which YOU
experience the representation and PERFORMANCE of gender in advertising and/or
mainstream media (TV/magazines/ fil mé).
than 5 sentences. You should return following mext class session to participate
at least twice more in the ongoing conversat®@sponses should deepadd to
the conversation by bringing in your own experience and/or class materials that
seem pertinent to what others have written. You should rereapectful of your
classmate®vork and expressed opinions at all timBather than simply ageéng
or disagreeing, you might ask questiocmntribute additional pepgctivesor
examples.

REMINDER: Gender is not constructed, performed, or experienceblation.
Each of us experiences our gender in relationship to other aspects of our
identitie® religion, race, ethnicity, nationality, language, age, class, ability, etg.
Contribute your unique perspective and avoid generalizing about gender as iflit i
experienced in the same way by all members of our class.

As re/produced below, the first thread started by student discussants was
about women athlete®Vith high numbers of both female and male athletes enrolled in
each of the sections (a number dfoan played on university teams or in club sports),
theseexceptsabout theways in which representations of athletes are gendered in
visual melia strikingly illuminatethe ways in which students perceiwggdual culture
to haveintersected withiheir ownlived experiencesEach of these online conversation
threadsdocumentsnultiple transactions characterized\ngcerallyinformed learning
experiencesandby evidence®f differentially-producedconsciousness at woitk

processes dinowledgemaking
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Women and Sports in the Media (spring section two)

One issue | have with media is the way it sometimes portrays women in sport.

| feel that media portrays the idea that men are suppodszimore athletic

than womenlt is often portrayed that sport is a roabne reserve and women

are not as strong athleticalyvhen women are portrayed as very athletic, they

are often questioned about their sexudliyr e t hey | esbi ans?? I
are athletic, there is something wrong. Also, female athletes are ofte

portrayed as being sexy. Those athletes with moregseahget much more
attention.Thisdownphy s wo me n o s aMVanypreducers dodhisi | i t i es
to draw in viewership and make a profit, just as discussed in class and seen in

video clips in class.

The point you brought up about women being portrayed as less than

men insports was really interesting.d6 ve al ways noticed that
arendt given as much attention as men,
occurred to me as an issue until you brought it @gree with you that

it seems like men are portrayed as better athletes by the media even

though women maglay just as well as the melnust wanted to point

out a similar issue dealingith the media and publicitylake for

exampé, our own basketbabamsT her eds so much publicity
the mends basketball team that it seems
represents Maryland Basketball. I me an,
l 6m going to the game this weekendo, it
theyard¢ al ki ng about the mends team. Very r
someone say, Al &m going to the womenos

t hough the womends team is doing fairly

are still not given the same publicitythe menYou 6 r eelmabs ol ut
right that there needs to be more appreciation and respect for women
athletes.

In response to comments on how women are portrayed in the media:
can see the different gender portrayals on our very own campus. There
are often articles and editoriafsthe Diamondback abothe lack of

fans at tbdsketballgameesn.6 sJust rechead | y, t he wao
coach sent an email to students asking for their attendance @pattsu
somet hi ng ttdama nevet Hasto woeyraldost. | think it is
important for the Diamondback to continue to show woraérletesn

a positive light. This is one way that the media is working to challenge
gender norms, by showing readers that women can and are doing things
that are typically labeled as a male activity. Itsgetople thinking,

which is the first start in changing anything.

| agree with the fact that society does construct many of thaalso
media around men and séelieve one reason why women athletes
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must be portrayed as sexy is to get more media miteahd time.
Despite all the efforts made by females and Title IX to create equality
in sports, | am still very prejudiced against female athletes.

And just to add to the whole women athletes have to appear sexy to get
the attention of men thing, | ©hit to be very true. | was on face book

the other day and | saw a picture of Serena Williams as a male profile
picture. The thing is Serena was in-atgng ONLY. She was showing
everything. Now why did she have to depict herself that way? Was she
trying to stoop down to a certain level to be able to be noticed by men?

| think the answer to that is yes. | mean Serena has a good reputation
but she all of a sudden is being talked abuare. | think this is

becausehe has changed her style of dressing.ri®lwedresses more
revealing in tight and revealing clothing. | think she is doing this to

kind of prove a point to the men that she can be sexy too. Personally, |
think her new Il ook is nasty, she | ooks
anyone; itnds just my opi

| definitely agree that female athl etes
i mageo in order to get attention of men
Williams sisters first appeared on national television, they did not have

a very appealing look and most people vidwleem as very

unattractive women. However, after being influenced by society and its

definition of beauty, they began to conform to the worldly standards

and portray a sexier image.

| agree with you that is hard for women in sportkast year when |

attended Ball State University | played division 1 Field Hockey and

there | experienced several stereotypes about my sexuality. Someone

even thought | was a lesbian because | played field hockey and choose

to wear sweatpants tthingsd®solj.ustNat wteh a td
thing to assume.

Touching on the topic of women in sports, | feel that women are looked

down upon in the athletic arena, in part, because men are forced to deal

with women in sports. For instance, there is some resentmen due t

title 9. These womenés sports do not ha
menés sports do, so when a college is a
team for a |l ess popular womenédés team th
backlash. I think that this resentment has driven dgegand not

all owed men to appreciate womends sport
cases, the exposure to womenbés sports

Hi! | read what you wrote about women in sports and want you to know
that | respect your opinions and am aisbled by the lack of
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i nformation or positive attention to wo
of people have responded to you and | understand how people are upset

by the |l ack of media attention given to
this was not thease, | often wonder if this is really something that

can/should be fixed. First of all it is important to recognize the fact that

same does not always mean equal. Even if women are given the exact

same amount of media attention or money or resourcesaésgnot

mean that it will necessarily be fair. Perhaps women really are more

talented in a sport which men are not. | think that women should be

given equal resources however | do not expect that that is what will

make it o6fairdo. aArleonadtf ipretogrl es tged eirm | Wwec
sports, should we be doing something to change that? Yes, it is an

unfortunate product of our societyowever if someone fireda

womenos basket ba shbuldgve beg@ressuoingthem bor i ng
tolikeitjustsoitseemssa t hough they | i ke womends an
equally. I dondét think that we can chan
we should use more constructive ways.

Notably esident in the discussion thread ab@relin those that follow is a
high degree of basek comfort engaging in an extended discussswan around
contested issues. Studentsodé abilities to s
developed through technologdgcilitated dialogues exploring controversial positions
on these issues in the firstiuaf study. However, also at play here is the social
presence of the virtual discussion space. This format permitted participants to narrate
stories about their own lived experiences that many would have been unwilling to
share during an tglass discussi (particularlywhen they had only been meeting
together for less than a mohtfrhe significance of having constructed a shared
repository of story about course themes thtotigs online dialogue was also notable
in collaborative workhroughout the camuation of the course. In the excerpt of the

discussion thread about advertising re/producéalhestudents similarly drewoth
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onlived experience and new knowledges about visual representiibomslass
activities.

Gender Norms in Advertising Medigspring section one)

o | have found that social and cultural gender norms are reflected in
advertising in media quite often. They are generally focused around
males being stronger and more independent; and around females being
more compromised and alwayses@ng weaker or secondary to males.
| think that these media representations work by appealing to certain
target audiences and sending very simple yet positive messages to those
audiences. For instance the image of girls in provocative clothing and
in sexwal positions during an advertisement for beer is attempting to
appeal to straight men that like beer. This image is sending a message
that i s along the |lines of fAheyeée drink
l i ke these. 0 This metss@aweh inNndmi gwres maen )
guys like to drink and get gorgeous girls to be in provocatotiog
and in sexual positiorthis has nothing to do with what kind of beer
they drink. I could be wrondhut in my experience and the experience
of many of my close fends the brand of beer a guy drinks does not

attract or turn me away from hi m. I hav
drinking Miller Light. .. I should talk
the fact that some guys may like bédtwo men and beer , I donot

see where this connection has come from. Is it just used as an attention
grabber or is there more to it?

o Inresponse to the comment that social and cultural norms are widely
portrayed in the media, | strongly agree that there is a level of
discriminationin the media when it comes to gender representation.
Women are most often portrayed as objects rather than individuals,
where as men on the other hand, are most often portrayed as heroes and
noble citizens. This is a problem because it promotes a derggato
stigma about women in general and perpetuates negative feelings about
women. Women must begin to reject the social norms that are
presented to them and combat these negative influences by using a
more positive and effective tool, and that is education.

o | notice social gender norms being reflected in the media by the way
women are always being shown as soft and never strong and powerful.
Everytime | turn on the televisiomyomen are always showing their
bodies and men aralways looking at the womewomen are supposed
to entertain men with their bodies and wit; women are supposed to cater
to menés every need and never to their
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and constrain gender roles in many ways. It constructs how women are
supposed to look ideally amden, too. This ideal image is impossible
though, with all the editing and pieces that the advertisements put
together. At first, | used to try to look like people on magazines, but
then after realizing that | can never look like these images | saw, | just
accepted how I look and just hope to continue to have this mind frame.

Sometimes | forget that these i mages ar
had that or | | ooked I|ike that. o But th
about how you look or what youhavet 6 s about what you have

to the world and to others around you.
and soul. Mainstream media never shows this side of the roles that men

or women have; they always show the phy
important. |try very hard not to let mainstream images say who | am

or am not because | will be damned if | am rejected in a society who

tells us that onedés body is al/l peopl e

That is areally good attitude to haveknow that | would like tasay
that | do not feel pressured by the media, but honestly, | do. | know I

tell myself, Awow, she is so pretty, I
l egs, 0 | also think, Afshe must be so ha
her, | bet she hasagorgedu® y f r i end. 0 Many times | car

myself away from that impossible idea ofitny to look like a movie

star.lt is great to have the more realistic attitude that these people are
air brushed, primped, and enhanced via the computer. 1 also think there
is much more pressure in the media for women to be specifically skinny
rather than men.

| agree with what everyone is saying. Images in the media try and make

us wish that we were different or fbett
women with flawless skinbeautiful hair, and gorgeous figures. These

images make some women feel bad about themselves. Sometimes | find

myself saying ADamn, I should workout s
at the end of the day you have to realize that you should want to look
ba ter only i f it wildl make you feel bet

society tells you to do.

Our society and the media are so intert
talk about one without the other. The media portrays society and

society mimics the meal. |1 do not know which one oaes first the

medi a ort hseoyciaertegyéso close itds hard to c
two. Media affects every aspect of my life from when | wake up in the

morning and put on my probably name brand clothes to my teeth

whitening t oot hpaste to achieve my O0sparklin
the day even when | use my five star notebook. But women in the

135



media are a whole other level in the story. Howewvetr, 06 s e x t
to ignore and change your views on things. After you reake i t
what 6s next ?

| agree that media and sety are very much intertwinetltoo, wake

up every morningrd use my whitening mouthwasbociety has taught

methat a white smile is prettyVe have also touched on the issue of

name brand clining. Companies like Abercrombie & Fitch market

their models in a way that they all look so pretty and sexy.

Additionally, they always look like they are having fun and have no

worries in their liféd they are always with a good looking man or

woman and aralways posed in a happy position, either a party scene

or sexual pleasure scenthesideaWwho woul dnot
world? Of course people are going to buy their clothes because society

gets the impression that you will always look hot and get yat

want when you dress like these models. Additionally, compaikies li

this promote certain looks.or exampl e, one shirt reads
night mare that | was a brunette. o | wou
with being a brunette. Personally, this shirt adrme away from their

products. | am a brunette.

| think this is a valid point, especially the slogans-shitts from
Abercrombie and Fitch. This is another form of media that is gendering

t he sexes. I read an artanstthe a whil e ag
store because of its offensivethi rt s. Sl ogans such as @ Wh
Brains When You Have Theseo were pulled

further exemplify how companies are debasing women. Abercrombie
and Fitch has also targeted and offended variowesraed ethnicities.

Many Asian Americans protested against insultistitts aimed at

their ethnicity. Why do companies feel the need to constantly push the
limits when it means several different types of people are hurt/insulted
as a result? People winear these-shirts should realize the negative
message they are supporting and that by doing so they are perpetuating
the attack against others.

As evidencd in re/presentations of texts constructed in tioediae

discussios, students worked to beeguine, candid, and open to contestation about

controversial positions while remaining respectful of the right of their peers to

disagree. Explicitly evidertothin threadse/produced laove and in those which

follow, are instances in which these onlsantestations prompted highly visceral
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reactions These reactionsotivatedstudents to think reflectively in new directions as
they worked to articulate their implicit andgwiously unexamined assumpticaisout
gender and media.

Excerpts frondiscussio threadn gender in higher educaticandonthe
performance of black women aargters in music videos compleéte
re/representati@of studentarratives from this online forur@f particular salience
to the discussion thread of black women in mugdeos is the fact that both Black
women and Black men students were present in particularly high numbers in this
particular cohort section. As indicated in the graph in Chapter Three, together they
collectively constituted a major minority status of apgmaately 40 percerit roughly
equal to the percentage of Caucasian students, who were largely female. Many of the
discussants whose voices are represented below are Black females. Indeed, it is my
strong suspicion that without this degree of representafitims particular group of
embodied learners, the discussion would not have taken place. Black women in this
cohort section were also those involved in constructing a final group project to critique
existing discourses around this discussion topic, anlkdgorize new alternative
discursive possibilities for grappling with it.

Gender and College Enroliment (fall)

o | am taking an education policy class currently and one of the issues
that has been brought up is the large gap between male and female
enrollment in four year universities. This is not simply due to there
being more women in the world than men because the gap is much
larger. | wonder if women are pushed handeschool and by their
parents?
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| think that fact that less men go to college, but emédvancing

farther in the workplace, is indicative of the sexist workplace. And

when corrected for factors such as age and education, women earn less
than 70 cents to the dollar when compared to men. There are still CEOs
| i ke eBayo6s Me gCawhFiotina)auhforéhe mostipddtd s
there is clear discrimination in the workplace. Women, even when they
go to college, are not pushed as much as men to succeed and prosper in
the workplace.

Black Women in Music Videos (spring section two)

The hip hopmusic industry today is filled with thousands of sexual images.
These images are used to appeal to a hungry audience that has been
conditioned to associate power, wealth, and fame with scantily clad
women. These women, particularly of Africdmerican desent, are most
often portrayed as trophies or symbols of status, rather than mothers, wives,
or professionals. They are often displayed in a very sexual manner,
promoting harmful stereotypes and unhealthy lifestyles. However, their
choice to allow themselgeto be depi@d in this negative, sexual wags

far reaching consequences beyond the scope of the three minute video in
which they are featured. My question is: why do black women allow
themselves to be degraded and exploited when women in general have
fought so hard to be recognized in modeay society?

| always associate the rap videos with girls dancing around clad in very few
strands of string. | agree with you that it creates harmful stereotypes and
unhealthy lifestyless dondt t hitmeke wonea intendita doy o f
that. | would assume that many of these women are not able to get a job
that payghem as well as a job dancingso, the job is a gabway to get

them recognitionOther companies will see them and maybe this will lead

to anothe dancing job or a job modeling. Furthermore, some of the women
may do it just for the fame. They will be looked at by tthole country

and gawked atSome women like that kind of attention. Finally, they

would also get to meet the big rap stars, whialldcbe an added bonus.

| agree with you and your question was once my question. Why do these
women allow themselves to be depicted in such ways? Well after much
thought, | think | found an answer. Today, most people focus on money,
wealth, material goodsnd fame. All the women in these music videos are
old enough to know what they are doing. It was their decision to be in the
position they are in. | feel as though most African American women allow
themselves to be degraded in this manner because thembo&l over
respect. | feel as though these women are in these music videos just to be
noticed and just for the money. I
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forgetting about how women struggle in the world today but they just feel
as thoughfi We | | m makihg monen... 6m good. 0O

o | think this is a very important topic. | have asked myself the same question
every time | watch a video in which | see young black women portraying
themselves in such negative ways. | think it has to do with the fact that
many of them may have low self esteem and feel that the only way that
men will pay them attention is if they are half naked and doing things to
degrade themselves. While some women in videos can be sexy, yet classy,
the majority of them look like hoes. I V&a problem with the fact that
these women allow men to disrespect them and in doing so they are
showing that they have no self respect. The real issue lies in the fact that
young girls see these images and feel as if this is the way that they should
actin order to attract the right guys.

o | like the question of why do black women allow themselves to be
degraded and exploited [through the making of music videos]? | think the
article of clothing and the sexual dance movements are to give audience a
kihdofsexual entertainment because, fisex s
revealed, the more the audience would like to continue to watch it.
Furthermore, I think part of their intentions is to promote the culture of
minorities. This happens not only in black mugeos; women who
reveal partial nudity also appear in Hispanic music videos, and in some
white music videos. | think a lot of these issues have to do with what is the
ideal lifestyle to many cultures? What does a culture want in an ideal
successful lifeBome may say money, power; others may say a house or
family. The music videos and music only portray a certain lifestyle that a
population from a culture want s, howeve
majority. If country music were intended for black aspanic audieces, |
bet none of the dancensdmen would be interpreted as sexual objects.

Many students subsequently singled out these online discussions as the most
affectively engaging learning experience in ¥siemen, Art and Cultureourse. From
my own observation, | noted that following their online dialogues, many students
exhibited increaseckflexivity in subsequent ialass learning transactions. Participant
feedback about the online forum also corroborated my observation that after the
sharing othese keenly felt virtual narratives, many students found their collaborative

learning partnerships to be more rewarding transacti@shad been their
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experiences of collaborations in previous coursés range of knowledgaaking

negotiations activad in their online transactions also materially contributed to

student sé sharpened capabilities in the pr
Moreover, students expressed a new appreciation for the sharing of story as a valued
element of the leaing process. Students wexeplicitly promped to build on their

conviction abouthe value of shared personal narrativesxploringthe production of

alternative cultural knowledges as thegxt engagethe work of women artists.

Unit Three: Embodied Storiesi Women as Producers of Visual
Culture

Student one: | wanted to talk about the focus on art in your class and |
think itdés really different because one
before me and she wasnodot dloSheg t he s ame
did have a lot of collaborative projects and a final project that was
really cool like we did but it was the focus on art that attracted me to
sign up for the class in the first place. | think it opened my eyes a lot
more to women artists and tovaavomen are so underrepresented in
big museums and it was really interesting to me and | learned a lot from
that aspect.
Studenttwo: lagreel wasnoét reaiiljustopenedop art befor
my eyes.
I BtudentsWomen, Art, and Culturdocus groug2007)
Unit Threefocused on women as producers of visual culture; a graphic
summary of tasks is provided in figu2&, below. As noted by students in the focus
group conversation above, learner transactions in thig @sploring alternative
narratives about gender and embodimastconstructed in the work of women artists
were perceived by marstudentdo have beemoreengaginghan theyhad
anticipated Two assignments in this un{@g) group presentations on women artists

and(b) body mappingwere among those most frequently highlighted by learners as
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having prompted significant and rewarding processes of learner engagement. Texts
constructed by students in conjunction with these two assignments are interpretively
re/represented below. As graupadepresenationson the work of specific women
artists, students also began to construct body maps. This assignment provided them
opportunities to create and share their own visual narratives of embodied subjectivity.
Student texts from the body mas@smmentindicate that as they worked in producing
their own visual objects, their workaterially substantiatefor themthe significance

of the empowering subjectivity they discovered in the lives and cultural production of

the women artistehose worktheycollaborativelyexplored.

Unit IlIl: Embodied Stories 1
Women as Producers of Culture

I. Women Artists

U Discovery (normprint media, excerpts froi@uerilla
Girls)
U Selected artists:rgup presentationglass discussion

Il Putting @ You @l Analyzing Representational
Center of Cultural Analysis Practicesin Visual Culture
U Creating a body map U Reflections: museum exhibits
U Online journal reflection tLearning Anal
U In-class presentation of the narratives embedded in
body maps production of women artists

Figure21: Embodied Stories Women as Producers of Culture
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Women Artists

Although the majority of students taking tNéomen, Art, and Cultureourse
had littlg if any, previousexperiencen sudying art particularly the work of women
artists, each student participated in a small group presentation investigating the work
of a contemporary woman artih. the 2006 WAC courses, | moderated class
discussions on the work of the following artistekari Douglas Camp, Claudia
DeMonte,Artemisia Gentileschi, Rhodessa Jonésn Suknam, and Alma Thomas
Visualartists whose work was the focusstiidentmoderategresentations in the
2006 coursewereJudith Baca, Judy Chicago, Frida Kahlo, Hung Liaitfr Rirggold,
Georgia Ob6Keefe, and Bettye and Al ison
Group members subsequently collaborated to moderate a class discussion
about the work of the artiétAt the conclusion of all of the group presentations,
students submitted a reflective journatry providing a snapshot summary of the new
understandings they had-constructed about women artists. The descriptive word
choices they used to frame their journal observations were then sisaagutompt to
an inclassdiscussion. Their descriptive wa choices, and the frequency with which
students selected similar word choices are depicted in fRjr@ccompanying journal

excerpts are selectively re/represertietbw.

One word journalChoose one word or phrase to sum up your knowledge of
women atists as discussed in class up to this point. The choice of the word s not
as important as the explanatory paragraph you will write to explain your chaoice.

Please write a paragraph of at lea&t $entences to explain your choice, using
details as you carecall from class discussion or assigned readings. Conclude
your word journal with any questions you might have about women artists.
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Women Artists:
Descriptive Word Choices
Opinionated Equal
Exposed
. Underrepresented
" ereSt:mate . Brave Underappreciated
gnore
St I :
o9 Daily Life Hidden king
Stereotypes Bold Dynamic
Body Empowered
Determined: Persistent
; Liberal Strong
_ Suffering
Insight Diverse Deep
Powerful

Figure22: Women Artists Descriptive Word Choices

Selectively representativiesponses

o | have chosen the wotddden to describe women artists because | feel as
though through decades of hard work, women still do not get recognized in
society for many things, art being the most hidden. | believe there are many
great women artists out there tltiey are not appreciated and given credit for
their excellent work and skills. The society needs to embrace these women and
acknowledge them because they have a lot of potential and are capable of
doing so much and bringing positive change.

o | chose the wrd brave because women artists have had to struggle so much to
be acknowledged and admired, and they still have to today!

o Many of the women and womendés boeldr ks st u
The Vagina Monologues is a jarring work. The Guerrilldgaiise surprising
masks to emphasize their message. All these women have a sense of bravery,
and this is shared by many artists who are female. | do appreciate the diversity
of the women artists we have learned abQutestion: Do all women artists
have tobe feminists?
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| chosebodybecause in so many works of art, w
emphasized. | think that society sees w
thing that females contribute to the world; because of this extreme emphasis

many women artists choeso represent it in their own way in their art.

So much of the art we have analyzed has had grofbund meaning to not

only the artist, but also to anyone knowledgeable about their life. Since much

of womendés art tends twithlkiagpfemaleanddne st r u
artist, true appreciation of their artwork comes from understanding of the
artistso6é |ife and their struggles. Agre
their life through their work, but women do so often very subtly becaude whi

their lips are often silenced, their pens and paint brushes have infinite

possibilities.

| choseunderrepresentedbecause, as we read in the Guerrilla Girls, art
historians tend to ignore women artists and their work. Additionally, because
society waso maleoriented, women could not get credit for their work, or it

would be considered inferior. Most i mpo
underrepresented today in our art galleries. Theygax@ed and not called

artistsit heyére called Awomeno artists.

In the past several cl asses, |l 6ve | earne

that | never even knew existed. Even though women are getting more
recognition for their art now than they have in the past, | feel that society has
yet to fully asequalypvaluableoandebeadtsul t@athat of
menbés art. I n the readings from th
women would sign a mandés name to t
gender was ambiguous. Women artists today areistiér-representedand
underappreciated by society.

e Gue
heir |

Through the class readings and lectures it has become clear to me that women
in art areunderrepresented They are equally talented to men, but not equally
showcased and this really bothers me. Even good waniest are considered

out of the norm and the exception to the rule, not just great artists.

Women artists are never treated with the respect they deserve. It has taken
them a lot of determination to pick themselves up every time they came across
a barfter in the art world like not being in museums, or not getting paid as
much. Theirdetermination brings them closer to their goals.

| have learned that there are matgreotypesfor women in society today.
Women are expected to be less than men andswpubsed to take care of

their household. This is a stereotype that needs to be challenged and women
artists are doing so.
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o | chosepowerful because these women made an impact on society. Their
achievements were acknowledged by the public and they hanediee
models for other women. These women artists have courage which has led
them to power and success.

o Female artists have had to overcome a number of barriers just to learn about
art, create art, and be considered as artists. If these women hadgusti
once they reach their first couple of
took determination andpersistenceon the part of these women just so that
this movement would still be alive and growing.

o | believe that women artists exemplify trendousstrength and are very
persistent They have made a name for themselves through their hard work
and diligence. Women like Augusbavage and Alma Thomas are examples of
strong women with a distinct purpose in life.

As demonstrated through their aasrabove, students experienced critical
growth in their abilities to responsively hear and process alternative stories produced
in the work of women artist¥Vhile many students had initially found the alternative
narratives about embodiment and differeigonstructed in the cultural production of
many women artisfgo be disturbingly aggressive tiheir challenges adominant
narratives, theicritical engagenent withthe work of women artistwasmaterially
strengthened by the constructivist natureheirttransactions in working on women
artists togetherand insimultaneouslyroducing body maps.

Discursive Constructions: Body Mapping

Texts from the body map assignment, interpretively re/represented, below
indicate that students transferred a hosteat understandings about women, art, and
cultural production from their engagement with the work of women artists into their
body mapping transactions. Whata body map? Students were curious about this
assignment upon seeing it captioned in the syfiéitaum the first day of class. | first
utilized it in the 2005 spring WAC course after learning about body mapping as a
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participatoryactiontool from my colleagugVivienne Bozalekat the University of the
Western CapéSouth Africa)® As designed for sidents in th&/omen, Art and
Culturecourse, the body map was a maiteinsactional series of assignments in which
students produced a draft visual for peer and instructor feedback, shared the finished

product in an irclass presentation, andtsnitted gournal reflectiorf:

The Assignment BODY MAPPING :° Putting YOU at the Center of Cultural
Analysis! Your body map will bea visual document The use of photographs and
computer grphics is perfectly acceptablBoints will NOT be assigned on the
basis of tle professional nature of the work, but rather on the satisfactory
completion of the assignment to explore @newn body in the context of its
environment and history as prompted below. Unlike the body maps created py
women in South African workshops, sigenot a requiremeritit can be 8 x 10,
poster size, or large€omponents of the body map¥Your body map should
represent a compilation of your most significant lived experiences up to the present
time. NOTE that the same body aspects might appeagrficant in multiple
waysi representing both strength and pain, for example. (Students were directed
to indicate areas and aspects of their body that represented for them spaces of
danger, emotional significance, empowerment, pain, support, and strengths

Body mapping was selected by students on exit evaluations as one of the most
significantly engagin@f their course experiences; only dialogic peer interactions,
whether facdo-face or virtualwere ranked more highly by students. Representative
commets about the significance of the body map assignrdesatvnfrom exit
evaluations are noted below:

| learned about others

| loved being able to be artistic

Loved this assignment

| learned a lot about myself

Very effectivel learned a lot about myself anthers

My favorite project

Was able to look at myself

Got to express myself in a fun way

| love being creative with ait| really loved this assignment
It made me learn more about myself

OO0 O0OO0OO0OO0OO0OO0OO0Oo
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o0 The most effective project

Selected re/representations of baagpsalong withrelated student narratives
are interpretively re/produced belo$cannedeproductions obody mapsare
included with participant consentpWwever, to protect the privacy of research
participants, body mape not paired with individualamrative reflections.rhagesare
included not tallustrate any particular narrative, but rather to giveisualsense of
the variety and scope of stories told in the body npapduced by students in the
WAC course.

Re/representations of these visualeobs andheir accompanying narratives
poignantlyilluminatethe multilayered and muksensory nature of transactions at
work in this assignment prompting students égatiate new understandings of
themselves, their peers, the production of visualicgland their social worlds at
large. Forall of these reasons | havenmagresented a large salimg of body maps and
textsbelow.Notable in the body maps themselvas well as inthereflective
narrativesconstructed by studeni@revisceralmarkersof the pervasive materiality of
these sensory transactions. Their learning praxis is characterized by the striking range
of knowledgemakingprocessesimultaneously engage@learly evident, as well, in
work constructed by studerfs thisassignment, ithe degree to which body mapping
providedthemunique opportunities to use visual languagd narrative together to
create and shapersonal narratives that were authentic and meanieghdnsios of
both the visual analysis unit, anfitheir engagemet with the work of women artists.

As evidercedbelow, n responding t@ journal prompaboutconnections tohteir
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previous learningransactions, manstudents mael direct connectionwith the work

of women artists.

Promptsfor the Body Map Journal Reflection: (1) What worked well for you in
t his assi gnm¥y2) What wakhtlaetmostl Sigdifitadnt learning aspect of
this assignment for you? (3) To what other course experience or material does it
seem most closely connected? Why? (4) Write age&tn of at least five sentenges
to accompany your body map. Each should begin witipther d an®. A

Prompt: To what other course experience or material does this seem most
closely connected? Why?

The body map seems most closely connected to any afdimen

artists we studied, especially Judy Baca and Faith Ringgold. They both
used their life experiences in creating their art and turned challenges
into sources of strength.

*k%k

| learned that drawing can be a way of expressing emotion, but also a
way to truly acknowledge truths about myself. The body map reminds
me of Judy Baca and Faith Ringgold because we are expressing
ourselves in art. It also reminds me of Dianne Reeves and the way she
expressed her feelings and setfage through music.

*k%k

| think the body map is closely related to the work of Judy Baca and
Faith Ringgold. Both artists used visual artwork to show the impact of
experiences on people. This is closely connected to the body map
because we had to show the result of our experienseslly. In

addition, Judy Baca and Faith Ringgold showed the experiences of their
cultures in their artwork and we showed the experiences of our own
culture through our body map.

K%k

| think that this assignment was most closely related to the work we
have discussed in class the last few weeks. For example, Judy Baca
shares her ctural understanding as a Chicamaman and the struggles
she has dealt with throughout the years. She illustrates people and
places of danger to her as a Latina in societysha also shows the
people who are her supports, such as her grandmother. Her art is very
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similar to the work we had to do because we too had to share our
cultural backgrounds and influences through our (em)bodied artwork.

Figure23. Body MapA

While reproductions of body mapse not pairedavith individual narrative
excerps, the text poemme/representationselowarespecificallyattached to the journal
reflections they preceddournal excerptand text poemsollectivelyilluminatethe
breadth and depth ofpticipant response to captioned promptspethat as readers
engage thesé@sual and narrative texthey will tangbly experience the authentically
multi-sensorynature of thdearningprocesses which participarg wereimmersively
engagdas they shared their own embodied stoi@esl viewed, listened to, and read

those of their peers.
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*kk

| am a womari selfconscious yet beautiful, curvy

| am a studerit struggling yet intelligent, lighbulb brain
| am an arsti confused yet gifted, colorful

| am an athleté hurting yet building

I am human suffering yet caring, heart and tears

This assignment was different for me
my opinions through art. | would rather express my opigion paper

or verbally. | enjoyed decorating my body with different colors and

identifying areas on my body that have brought me joy and are a sense

of pride.

*k%k

| am comfortable with myself

| am individual

| am able to overcome difficulties
| am respeted by my peers

| am strong

| liked this assignmenlt was a geat learning experience for mehe
easiest part for me was writing about areas of emotional significance.
As | mentioned in class, the hardest part for me was gpoprwith

areas of empowment.At this stage of my life, | really ddarfeel like |
have much power over anyone. | am either on an equal basis with my
peers or under my professors, parents, coachesTeée most

significant learningaspect for me was realizing that areas of paare
actually areas of strength in the long run. For example, my surgeries
on my leg were definitely a source of pain, but in the end, the whole
experience made me stronger. It made me realize that | can overcome
obstacles in my life. | think this assigamh seems most connected to the
Vagina Monologues. | say this because both are a form of art talking
about onés self. In the Vagina Monologues, women talked about their
own personal experiences, and now in the body map, | am talking
my own life exp#ences.

Reflected in the production of body mapsadin their accompanying
journalingnarrativesis a diversity of student experiences as social actors (students,

athletes, performers etcgnd in relationships with friends and family memb@itse
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work from thebody mapping assignment also refleciznyshared themegendered,

raced, classed, and generational experiences of embodiment resonant with discourses
of privilege, oppression, vulnerability and empowerment. Highlighted thiouighe
re/prodiction of these documents are processes by which participants were
differentially prompted t@ome to gripsot only with discursively diverse

constructions of gendered and raced representations of embodiment, but also with the
challenging nature of previsly unexamined relationships between their lived
experienceand discursivelpbjectifyingrepresentationmscribed in visual culture.
Reflections about their creative process illuminate student perceptions that this
assignment prompted new ways of eroising themselves as culturaoduces as

well as the (sometimes objectifiechnsumersf it.

*kk

| AM terrified of the major threat George W. Bush is to the LGBT
Community.

| AM the survivor of two eye surgeries.

| AM very lucky to have such a loving draccepting mother.

I AM known for my ability to voice my beliefs whenever | am
approached with adversity.

| AM glad | have only had to deal with the excruciating pain of ovarian cysts
rupturing once in my life.

| AM completely accident prone on the vgll®ll court and never fail to
hurt myself the minute | step foot on it.

| AM thankful that my mind has given me the ability to further my
education and advance in my employment.

The most significant learning aspect of this assignment for me was
figuring out the parts of my body that were sources of strength. | had
never thought about how much | valued my hands. | want to be a
surgeon therefore, my hands are very important to me. | also realized
how important they were to me when | was younger. Whenrgdust
born, your eyesight is not that great, so you rely on your hands. Plus,
you rely on your hands for many things throughout your life.
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Figure24. Body MapB

| AM

| AM the spitting image of my mother with my large hipsiahighs.

| AM self conscious of my skin and freckles because | am too pale.

| AM a red head, which makes me unique and reflects my heritage.

| AM afraid of cancer, it has taken away two of the closest people in my
life.

| AM intelligent and witty, and Idve to smile and laugh

Before doing this assignment | ditlnealize how much different areas

of my body meant to me. | realized that many parts of my body have a
connection to my family and | would never want to change that. This
assignment is closelglated to an AfricarAmerican studies class that

| have taken. In my AASP class we were also asked to reflect on
ourselves and how different aspects of our life have affected the people
we are today.

**%

152



| am calm under pressure

| am afraid of dark, dep water

I am from the field of dreams

| am interracial; black and white
| am afipure shootear

Even though it was rewarding to learn insightful things about myself |
must say that it wagnthe easiest having people | dbknow very well
learn about me m a personal level as | was learning about myself at
the same time.

*k%k

| AM nervous and scared,

but I AM stronger than | ever thought | was.
| AM caring and friendly,

but I AM shy and introverted.

In the end, | AM unique.

In this assignment,was redly able to connect thgoutside® with the
Ainsided; usually we think of them as two pretty different things, but
this assignment showed that, in some ways@thdlye same.

Prompt: What worked well for you in this assignment? What
didn&?

| AM funny and loved.

| AM at times lonely.

| AM a strong little person.
| AM stressed out.

What worked well for me in this assignment was the fact that we could
talk about personal experiences. | do not usually get to talk about
personal experiences and found ntfyseflecting on things that | have
been through and am going through. What did not work for me was that
| did not feel comfortable enough telling everything about me on a
piece of paper. | would rather talk about it to people | feel comfortable
around. Tle most significant learning aspect of this assignment is that |
can see that theés a story behind every individual, no matter who you
are or where yo@re from; and also, that you can learn a lot from

yourself and others by constructing a piece of artualyour life.
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Figure25: Body MapC

| am optimistic.

| am tall and | love it.

| am not a very good decision maker.

| am proud of my family and my life so far.

| am me, the only person | know how to be.

This assignment it braint back a lot of good memories but it also
touched some deep feelings that were haunting at times.

*%k%x
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Figure26. Body MapD

| Am a BLACK EDUCATED WOMAN

| Am a TRUE AND REAL PERSON WHO SPEAKS MY MIND NO
MATTER WHO | OFFEND

| Am NOT DEFINED BY MY LOOKS BUT WHO | AM INSIDE

| Am VERY INDEPENDENT AND LOVE KIDS

I Am NOT THE KIND OF PERSON TO ENVY OTHERS BUT TO
CONGRATULATE THEM FOR WHAT THEY ARE AND WHO
THEY WILL BECOME

It washard to open up myself to share personal aspeatsydife like

my health history and my love life or the root of my family and all of

our problems. A | ot of time I donodét t al
motherhood and my battle with finding myself and turning into the

woman | am today. It did allow me toadwate what eventually led me

to go to college and pursue a degree so | could give my kids a better

childhood than | had.

**%
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| AM

| am a Persian American girl

| am in love with not only my boyfriend but also my friends and family

| am eager to speak wghen something is on my mind

| am always looking for the truth in all aspects of living

| am at times afraid of house parties and the way many young teenagers
get overly drunk

| am a ballet dancer

| believe that the goodness of the heart can end aérsugfin the

world.

| loved using my creativity and artistic skills to bring together an image
that represents me, my body, and emotional experiences all in one
image. The thing that didhwork so well for me in this assignment was
attempting to think ahe areas of emotional significance and danger

that | felt were most important to me. | have had many past experiences
that | felt were too personal for me to portray within my body map
assignment.

Prompt: What was the most significant learning aspect athis
assignment for you?

| am afraid of the dark.

| am incomplete

| am little but nothing can hold me down.
| am ambitious

| am different from you

| am ready.

| learned more about other peopideeritage and experiences when my
group and | exchangededs about our maps. | learned to respect other
cultures and not to make assumptions. Someone in my group brought
up this question: tell us something that we@démnow just by looking at
you. | think it has been the most interesting topic raised during our
discussion.
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Figure27. Body MapE

| AM a good person

| AM Jewish and Hispanic and proud of it
| AM a positive leader

| AM a strong woman

| AM loved and cherish that greatly

The most significant learning aspect for me wassonal reflecting.

This assignment made me think of my body in ways | have never done
before. | learned that | am pretty happy with who | am as a woman and
individual. The body map was closely related to my EDCP470 RA
class, because it asked us to lodkarselves as individuals who are
unique. In RA class we have learned a great deal about the individual
and each persds role in community, especially the community here at
Maryland.
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Figure28. Body MapF

| AM a woman.

| AM a Pakistani.

| AM proud of my accomplishments.
| AM a hardworker.

| AM a survivor.

The most significant learning aspect of this assignment was that | got a
chance to look at my life as a whole, to see things in the past and how |
have overcome certain stacles. | realized that there are a lot of things
that have contributed to making me who | am today. Some of those
experiences were bad, but they have helped me grow as a person. This
assignment seems to be connected very well with my dialogue group. |
have learned many things about myself which | can also talk about in my
gender dialogue. It has given me the opportunity to reveal myself without
even saying a word verbally.

**%

| am a girl
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| am a girl whose breasts used to be painful and now

| am a girlwhose breasts have become hers and beautiful

| am a girl who worries that her small body will make her a target

| am a girl who wod let her worry become her

| am girl who values her voice as her strength because sometimes her
body doesd show it

| am agirl who has grown from the love for her mother, father, grammie,
pop-pop, cousin Sarah, and loving boyfriend Jeremy

| am not a girl

| am a woman

Doing the draft first was a really big help for me. The most significant
learning aspect of the assignmergswealizing how much having

larger breasts when | was younger really affected me in a negative way
and my seldentity. It seems the most connected to the ad unit because
often ads have a lot to do with how someone, especially young girls
envision themdees.

Prompt: To what other course experience or material does this seem most
closely connected? Why?

| am progressive

| am relaxed

| am persistent

| am opinioned

| am always looking forward.

This project reminds me of the advertising assignment. hateassignment,
we were looking at a visual image (in this case, an image of ourselves instead
of a print ad), only in this case we were analyzing ourselves at a deeper level.

*kk

| am a Daughter

| am a Sister

| am Loved

| am recovering

| AM Filipino

| ama Feminist

| am happier NOW

My body map is closely related to gender (and racial) representations

in the media. The negative attitude | created stemmed from what | saw
and interpreted in our society.
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**%

| am supported by my family and friends.

| am grong for dealing with Hyperthyroidism.

| am focused on my health, exercise and nutrition.
| am scared of driving after my car accident.

| am comfortable in my own skin.

| am appreciative of my body and my life.

The body map seems most closely connectdte overall theme of the
course, which is to appreciate and learn about how women, art and
culture are interconnected. | think that this assignment ties specifically
into our analysis of the media because our body maps show real and
genuine life storieswhereas the media is often simply showing sex
appeal. This assignment showed me that as a woman, | siidagdn
focused on the media and the images they portray, but instead focus on
how my own body makes me unique and how my culture makes me who
| am.

Figure29: Body MapG

| AM Poem.
| am S. (name withheld)
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| am a performer.

| am clumsy, very clumsy.

I am intelligent.

| am a singer.

| am a woman.

| am a girl with amazing friends and family.
| am a woman who is very closetier mom.
| am a girl who always gets butterflies.

| am in love with being on stage.

| am a girl with a big heart.

This assignment was very interesting because it was all about me. |
didn@ have to look anywhere else for the answers. The answers came
from me. It is related to all the women we have studied, especially
Dianne Reeves, Judy Baca and the women of Sweet Honey in the Rock.
They show who they are through their music and their art. We showed
who we are through our maps. It is also related to botyge and how

we see ourselves as women, students, individuals, and people.

The Body Map:Exit Reflections

The following comments were submitted thpsestudents who indicat on

openended exit evaluations thiite body mapassignmentvas their mossignificant

course learning experience. Having made that selection, they were then asked to

comment on what particular aspect of the assignment had been the most powerful.

OO0 O0OO0OO0O0O0OO0OO0OO0O0OOo

o O

How my life experiences have impacted me

How my life experiences shape how pecgde me and vice versa
Importance of culture in who | am

Importance of my family background in who | am

|l didndét realize how easy | have
How important my body is to me, to who | am

| need to become stronger

| can look to myself as source of learning

Visual expression as a way to express truth

The group sharing was very powerful

My body as well as my emotions and feelings impact who | am
This assignment gave me a powerful way to connect the inside of
me with the outside

| learnedto push myself creatively

| learned more about my weaknesses and strengths
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0 The impact of my body on how | feel about myself
0 My body as a source of empowerment
o We all have stories behind Usve can learn about self and others
through our stories
o How mud of what we carry, negative and positive, affects our
dealings with others
o Being honest with myself and realizing | have nothing to be
ashamed of
o Pain can become a source of strength and power
o0 Gendered self knowledge
As evidenced ireven these brieggxcerpts of participant texts above,
many (indeed most) student research participants found the materiality of the
body map assignment to have significantly faciliteaéectivetransactional
learning modalities. Equally evident is the degree to which #fisictive and
multi-sensory engagement with the body map assignment sharpened their ability
to articulateandto sharewith their peersiewly experienceadinderstandings of
the genderedtheringthat occurs imepresentational practices with/in dominant
narratives in visual cultureAs they perceived and processes these
understandings,gsticipants were also promptedrtegotiate alternatively
transgressive understandings of themselves and their peers as both producers and
consumers of cultur@hese factorgogether with the increased degree of cohort
intimacy and community cohesiveness that | observed in consequence of the

sharing the body mapsiere instrumental iscaffolding critical processes of

knowledgemakingas students began work their culminaing group projects.
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Unit Four: Sharing Our Stories i Collaborative Knowledge-Building
Projects

As highlighted in the figure below, assignments in the fourth unit were
intended to provide scaffolding and support to student work groups in producing
projecs that critiqued some aspect of contemporary visual culture. After drafting a
project proposal, each group received feedback and suggestions from the instructor as
well as from peers in different work groups. Followineclass presentations, students
recaved detailed evaluations on their project from their peers and myself. Students
subsequentlgompleted a learning analysis reviewing their individual contributions to

the group anevaluatingthe collaborave processesf the group as a whole.

Unit IV: Sharing Our Stories i
Collaborative Knowledge Building Projects

I. Individual Discovery and Research
U Website analysis

U Annotated bibliography

Il. Project Planning
U Group brainstorming

U Proposal
U Feedback

lll. Project Production / Presentation
U Technology based project critiquing
representational practices of gender/difference

U Peer evaluation and assessment

Figure30: Unit IV: Collaborative Knowledge Building Projects
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Culminating Projects

In-classpresentatioaoccupiedapproximately 20 minuteg&ach group also
posted their project to the online course platfdPmajects focusd on a top of choice
related to course themeswbdmen, art, and culturén addition to the draft proposal,
and evaluations noted above, project requirements also stipulated the production of a
paper documerftom each group alongith an annotated bibliographyaEh project
was required to includat least one formal analysis of an object of visual culture
Projects in the spring 2006 sections of the WAC course were uploadedadolities
coursemanagemengpace in WebCTa platformno longerin use atlie univergy).

As a result, most of these projects (originally producegbager pointpresentations
with embeddedound and hyperlinksarearchivedas hard copiem my research files
but are no longer accessible online. Creative projects prodycgtddent worlgroups
during the spring semestaiso includd an ezine and a music video.

While students were uniformly enthusiastic about the content of their ptojects
and the opportunity to present them to their peers, many in the sphogtsfound
the processf producing the project to be a very stressful, meeause the technology
tools | directed them to use WebCTwere more difficulto adapt to the digitally
inter-active nature of projects conceived by studemas i had anticipated\fter
receiving paticipant feedback, | worked to make availablgreater range of digital
technologies. In theusnmer of 2006, | began to use educational wiae] utilized
one as thenline coursananagemergpacefor the fall 2006 section of the WAC

course Culminatingprojectsfor the fall cohortwere posted to this wikivherethey
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remain archivedAlthough students were not very familiar with wikis at the time, they
did find the process to be less stressful than had participants who used WebCT in the
spring semesteFinding a flexibletechnologyplatform and providing adequate
support and training in the use of whatever platform is adopted for the posting of
digital story culminating projects remaam important consideration in designizagd
teachingfuture iteratons of this course.

The following table summarizes the topics for culminating projects produced
acrossll three sectionsohort sections of the WAC research verlnesome
instances, students in different sections produced projects exploring simida: top

the number in parentheses indicates how many projects explored a particular theme.

Fmal Project Topics

Figure31: Final Project Topics
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Theevaluativeprocesdor theseprojects was rigoroygvolving rubric
directed peer, self, and insttac assessments. Although all projects were not of
uniform quality, evaluationdemonstratethat each provided a forum by which
participants were prompted negotiate new understandings about the topic
explored. Representative comments from evaluatexterpted below, provide
insight into the pros and cons participants experienced with respect to their
learning transactions culminating projects.

Students Reflectionsg?roject Collaboration

o | liked sharing ideas with others; learned a lot; fun walg&on
about self and others

o0 A paind different voices, hard to compromise

o Dondét prefer this type of work

o Worked well with my partners although
this but liked my partners

o Diversity of opinions makes for a more intellectual coriolns

o0 A way to learn about myself

0 Sometimes confusing as to expectations

o Dondét Il i ke having big presentations on

o Technology allows us to be very creative, artistic and visual

o Very interactive way of working together and using technology

o Requirements easy to understand

o | loved those projects because you got to know people in your class

better. | made some of my best friends that class basically because
you gave us a chance to open up to each other in groups and stuff
and talk.

Final Reflections Learning in the Women, Art, and CultureCourse

Students were queried in evaluations at-teisn and again at the end of the
term about activities that they perceived to have supported their learning interactions
in theWomen Art, and Cultureouse. Figures summarizing this data were included in

Chapter Three. Despite the wdtbcumented tendency pérticipants to exaggerate
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perceivedbenefits in completing academic course evaluatitrese selfeported
reflections extractedrom evaluationscarry significant weighin my overallresearch
inquiry into participant knowledgmaking experiences theWomen, Art and

Culture This isthis casébecausehey are strongly correlative tay qualitative

analysis oempiricaldatacollectedfrom reseach informantsn the completion of
course assignmentsuch as those that have been selectively re/represented in these
chaptersin their final evaluations, student reflected on the many ways in which they
perceived themselveas have increased their coetencies as learners in thiéomen,

Art and Culturecourse. In theepresentative samplingelow, students are frank in
assessing the costtlearning processes that are collaborative and construgcbuist
theyareequallythoughtful about the rewardsetyh experienced as they engaged in
thesetransformative and transgresspmecesses of knowledgaaking.

Discursive VoicesFinal Evaluations

o0 My eyes have been opened to much more than | ever thought and | have a
new hunger to learn more.
o | learned a lot adut myself, which surprised me.
o | loved the courséhowever sometimes | felt all the little assignments were
over whel ming and | wasnodét sure what wa
o |thought that the workload was a little much for an elective. | already get a
lotof workinmymaj or required courses and dond¢
elective course. Compared to other core couthésclass has had more
than double the work.
o | found almost everything to be rewarding because everything made me
think and opened my mindtotigrs | di dnét realize befo
o Itwas a very intimate setting and | think that was a great way to run a class.
o | enjoyed the out of class trips
o The course was so much better than 1| ¢
much about women, art, and culture giaihed a deeper appreciation for
the subject.
o The workload was a lot, but rewarding as well.
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0 This course really taught me a lot, but | felt overwhelmed with work,
especially at the end of the semester.
o Participating in class was hard. | will work more dmithe future.

ol expected to |learn about womends i ssu

not expect the amount of required work for the course
o Very repetitive work; | felt as if my opinions were wrong if not in
agreement with the professor.
o Dialoguews a good experience but | donoét
o0 Loved EDPL 338 (dialogué)thank you for requiring it!
0 Thank you for letting us know about intergroup dialogue. Loved it and will
sign up for more.
Of mostsignificancein this analysis corrobaating correlations between
student workandtheir perception of their learning engagemesithe findingthat
high levels of stuent satisfaction with their course experiences contributed to high
levels oflearnerengagementThese transactionsy turn, empoweregarticipans to
experience deepenedderstandingof visual culture and sharpened abilitiés
collaborativelynavigatecompeting visual representations of difference in
contemporary media culturéds a result of their engagement in this dondivist
learning praxisthey were enabletb co-constructalternativenew knowledges
These findingsrealsowell supported in voluntary focus group conversations
with students that were convened after the conclusion of the Colinemarrative
refproducedbelowwas excerpted from a conversation in which participants
collectively reflected on what they had talemay from the courskideas,
assignments, activitigsand on whahadprompted significankarning transactions.
Their comments are infgenetrateavith their recognition of having been satisfyingly

and productivelyengaged in the iterativand transformativerocesses of

constructivist learninghatareat the corehis dissertatiomproject.
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Student one: Well it is the difference betwealking at someone and

talking to someone, you know. It is not justtlering and giving the

readings it needs to be discussidrased and really intexctive and

more creative because it is something that is really present in every

aspect of our livesThe one thing | learned from your class isth

image of women is everywherdike in every single picturéi t 6 s j ust
absolutely everywherand you only see that by pointirigout with

real life examples, not just by doing readings. | mean, readimgs ca

help, like the definitions of feminism that we read.

Student two: Exactly! Like the interagati experiences that you gave us

having peoplgusttellyoui snét | i ke the real worl d.

me confidence like to be proactivig do it for my®Ilf. When you are

sitting in a class where the teacher
making your own decisions. You canot
teachers think for ygubut you let us think for ourselves. You let us

think, | mean we knew whaby thought topbut then we got to

express it for ourselves. Ypkind of like, let us sit there and figuiie

out You let us make our own decisions and express our own opinions

rather than you putting all your opinions on us and us just agreeing,

fiOhyea tsheéhtow it i s supposed to be. o

Student oneAlso the entire class environment made it easier for us to

share our opinions. It helped me buily perspective in other things

it was easy to voice our perspective
opinions in our discussions. Like you would share your opinion and

then somebody else would share their opinion and then it would make
you think about yours andthink that is really important . Before |
didndédt have a perspect isexal@jpasut g
and so | didndét know gugsadandomlp t hi n
honking at me. But now. .| have a lot of perspectives to think about.

Yy S

A selective juxtaposition of student texts from YWemen, Art and Culture

course, interwoven witother interpretivenodes of re/representatidms produced
glimpses of learning engagement prompted through collaborative and socio
constructvist processes that were technolanhancedThese glimpses reveal the
materiality of the sensmaking negotidons with which participant learning

transactions are inscribed, and which scaffolded an iterative praotisicelly
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reflective and reflexivéransformative knowledgeaking for all learners. Chapters
Five and Six examingimilar processes of knowledgeakingfrom the perspectives of

womenos studies student s iwmawvitualclassreomt oget her

setting.
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Endnotes

! Although they are presented below as one seamless discussion, | have differentiated
discussions among the section cohortélojuding a subtitle with the introduction of
each new theme. Shifts in discussion topics aedarganically. As studentegged

on to the forum during the week, they would decide whether to continue with the topic
of discussion underway or to begin a new thr&hadents were also able to return to a
previous conversational threddccasionally participated inéhdiscussin; in most
instances did so merely to reinforce participant awareness that | was following along
in the discussion even though | was not actively moderating it. More rarely | felt it
would be useful to offer a differently informed perspective if a studeyy have

asserted something as factual that was in fact not supportable. Most of the time,
however, students moderated themselves and one another quite effectively without
active intervention on my part.

Al members of the class prepared for the dis@rs about each artist by reading the
relevantmaterialfrom TheGuerrilla Girl Bedtime Companion to History of Western
Art, and/or viewingassigneadiocumentary video footage.

% Dr. Bozalekwas a collaborating academic in thelineWo menés Headl th and
Beingcourse we had initially hoped to incorporab®dy mappingnto that courseout

the necessity of having students post digital images of their body maps made it

unfeasible given the relatively limited technological resources available to most of the
course participants.

* Students were not obligated to share either their narrative reflection or their final
body map with anyone but mysefowever, and éspite some initial uncertaintgnly
2 of the 8Qparticipants chose not to share their body ammnmentwith peers.

> fParticipatory Learning Activitigs ( Pdudh)s the construction of body maps,

are used extensively in projects that seek to apssips historically lacking

institutional powel(such as women or youttgither in developing amtries or in
depressed areas of more prosperous econoiftiesgoal of using PLA is to initiate

the formation of partnerships that will empower participantshtdlenge oppressive
structures, antb create action plans for chandehasalso been usefuh helping
participating individuals to experience a deeper personal awareness of their own
relationship to their bodieandto theresourcepoorenvironments theibodies

sometimes inhabit. One example of PLA in South Africa is the use of body mapping t
help women suffering with HIV/AIDS to creastories ofemotionalhealing iBody
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Maps is part othe Memory Box Projectised in grassrds organizingvith HIV -

positive people to encourage expression and contemplation of their experience through
writing, painting, and other media. The lif&ze Body Maps tell the artigiswn stories
through painted representations of wounds, marks and HIV viruses together with
textual fragments, areas of emotional significance, and symbols of personal power.
Shadow outlies of the partners of participants underline the importance of support

and encour age matpt/fusfom sholaf.edutndws/index.cém?fuseaction=
NewsDetails&id=2468

® All focus group conversations have been transcribed; transcriptions in gioasefs
the author.
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Chapter 5: Virtual Dialoguesi Wo mend6s Head t h ancq
Being, Transnational Perspectives

In particular, | have a greatanderstanding of how health and well

being are viewed differently in other countries. In Africa, health and
well-being is viewed from a survival standpoint as opposed to the U.S.,
where women are more concerned veii-determination In general,
womerd s h e a | tbhing & erthanged Whien their basic human
needs are met and only then can they consider striving for internal self

determination, knowledge, and empower me
well-being is generally compromised by relative positiongafer and
subordination. These social and cultur

opportunities and proges towards setfetermination.
I iStudentWo m es iHéalth and WelBeing(2007)

Introduction

In 2004, as | began to-@nceptualize th&vomen, Art, and Glure course
that initially prompted this dissertation researclvas invited to participate ima
instituteon Feminist Theories and Wdased Pedagogies at the University of
Maryland Thetwo-weeksummer institute, conducted under the auspices of the
Uni ver sity carricienrTrahstrmationsProjecand directed by
Deborah Rosenfelprought together faculty fronvo mendés st udi es progr a
Africa, the Caribbean, Europe, and the United St&asng theinstitute, four
internationakolleagues and | collaborated on a projeadsignan online course
about wo me n 6 s-bemgvihlatcdmpaaative transmdtidralientation.ln
2007, with funding from theCurriculum Transformation Projedts For d Foundat i
Grant, we cotaught theoursecross nst it utionally to womenés
Africa, Israe) and the United States. This virtual classrmogerved as the second

researctgatheringvenue for the dissertation project. Methods of qualitative research
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theorized by Adele Clark€005) and Laura L. Ellingson (2009) assistedime
conducing a situational analysis of the empirical data contributed by student
informants, andn scaffolding a crystallized framework by which to re/represent
findings
In sharinghere thestoriesofstu d e nt s 6 v i r-makiagexpetiencesy| e d g e
| chronicle the use of communication technologies to support the growth of an online
learning community. Our transnatioraaldconstructivistcoursedesign was
innovative at that particular moment in time; elfjuat encompassedn under
theorized area of research in the small but growing literature exploring online learning
in higher educationvonneFung, 2004 Pat Jefferies, 2003Dina Lewis& Barbara
Allan, 2005;Melissa B Littlefield & Kendra C.Roberson2005; Elizabeth J. Tisdell,
1998). Although research documentiaglineteaching andearning has rapidly
expanded since we first taught the course
experiences as online learners is still nascétibh Bucharman, Stephen T. Wilson, &
Nirmala Gopal2008;BrendaMoore, 2008;Gunilla Oberg 2009;Alan Pritchard,
2007; Binaya Subed JeongeunRhee 2008 YasmeerYusufKhalil, et al, 2007.
Together with other recent scholarshipe findingsfrom this qualitatve research
underscore and moremicularly illuminate the value to virtual peersaminstructivist
and dialogidransactions in facilitating productive knowledgeking collaborations
(Vivienne Bozalek, 2011Sharon Colhgwood et al, 2012;PoU Rohlecer et al,

2008).
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In narrating the knowledgmaking experiences @articipants irheWo me n 6 s
Health and WelBeing(WHWB) course asur sharedstory, | make explicit my
investment in selfeflexive collaboration witltothers and my conviction that a prigx
facilitating collaborativelearning transactions the virtual classroom enables
trangressive and transformative knowledgakingopportunitiesin re/representing
the voices of student informantsgether with those of myself and my colleagues, |
ase®rt their experiences and insights to be of value in thegrthiese processes. |
anticipatethat as readersngage the spectrum of diveiisand ®metimes
contradictoryi perspectives in this intentionally polyphonic narrative, they will
experience theiscerally compelling character of tiheulti-sensoryknowledge
makingtransactions in whiclearners weré@ v i r timanaefsédyhtoughout the
course.

Emerging from virtuatransactions interpretively re/represented in Chapters
Five and Sixare achorus ofstudent and faculty voices attesting to the transformative
quality of our peer collaborationboth indesigning andh experiencing this
transnationatlassroom. Student texts evided@a engagedearning praxis eyond
our expectationdoth in the degreto which participants found their collaborative
transactions to have been rewardiagd in the degree to which these virtual
collaborations scaffolded a critical reflexivity in the-construction of transgressively
alternative and altered understanding o f  wexparencéssiiealth and well

being.
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Despite the bvious and striking differences in the situati@ishis courseand
theWomen, Art and Cultureourse examined in previous chaptarsalysis of data
from both venues produces asharedfindi. St udent sécioexperiences
constructivistpractices, particularly their facilitated dialogic transactiith other
learners (prompteth and througta variety of discssion formats)were found by
participants in eacimstanceo have beeextrermely meaningfuland significant
elements otheir knowledgemaking processes.
In Chapter Fivel first situate this transnational and crasstitutionalvirtual
classroonby sketching the collaborative procegsich my co-teaching colleagues
and | shard in designing the course. An overview of t@nstructivist deployment of
thetechnologies utilizedand a demographic analysis of the student actors follows.
Chapter Five concludes with a descriptively interpretive re/representation of texts
constructedy students in their initial online transactions. In these introductory
dialoguesstudents were prompted to share with one another their experiences and
under st andi rhegakh andfweleiogCGhaptersSix uses re/representations
of informant texs to charthe learningpraxisin whichvirtual peersvereengageds
they collaboratively constructetli gi t al knowl edge projects ab

well-beingacrosgyeographic boundariesdsocio-cultural barriersof difference

Discursively Congructing the Virtual Classroom: A Teaching
Collaboration

In previous articles and conference presentatimyscolleagues and | have
written aboutbur participation in this thregear teaching collaboratiqiKimberlee

Staking, 2008YusutKhalil, et al, 2007)! Large as it loomed in our lives for those
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years, however, it was only a small part of a much larger project, a ten year grant for
internationalizing curriculum in higher education awarded by the Ford Foundation to
the Curriculum TransformatiorProjectat the University of MarylandAmong other
projects,th&or d Foundation funding enabled the U
Curriculum Transformation Projedb sponsor a series siimmer institutes bringing
together an i nternat iuodniaels cfoancsuo rttyi utno ofifi nw oe
curriculums facilitate the transnational exchange of ideas and knowledge, and
contribute to the evolutions of women's and gender stuepgcially at the graduate
| evel 0 (Skkingl2e0s,Ip.& e

Joiningme atthe 2004 summer institute the projecto construct an online
curriculum module with a transnational focus were me n 6 s academias froens
Bar-llan University (Israel), Makerere University (Uganda), the University of the
Western Cape (South Africagnd the University of the West Indies (Jamaica). Our
work group was one of five participating in the two week institut&hough we were
all relatively inexperienced in online teaching, with intensive support from the IT staff
at the University of Marynd, each of the five work groups created the blueprint for a
webbased unit of study. Three of these modu
and weltbeing, were incorporated as mimiits into already existing courskesing
taughtin the 2005 academigear?

While inexperienced in online teaching, the five ofaane to the institute
deeply investd in the notion of designiregtransnational curriculum. Bpite the

obvious challenges such a project would pose, its potentiabftstructingnew
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knowledyes for teachers and students alike convinced us that it would be worth the
effort and commitment it would require of us (Kimberlee Staking, 2008). We
anticipated that in mobilizing bodies of feminist knowledge across ratonders, a
crossinstitutiond e-modulewould provide learning opportunities beyond those we
might secure through our individual efforts withatal contexts

We chose to design owourseas a transnationalkploration ofw 0 me n 6 s
gendered experiences of health and \Wwelhgchiefly becauseeach of our research
and teaching interests interrogate the gen
topic bothencompassd, and took advantage ,adach of our funds of knowledge and
lived experiences professional, pedagogical and technadadjiln collaboration, ar
distinctive disciplinary backgrounds complimented one anoMegiuse of digital
technologies in the teachingwfo me n 6 s feminist drti histsryand visual
culture provided a baseline for imaginiagveb-based pedagogyith cross
disciplinary knowledgamakingpracticesGrace Banteby&yomuhendas a social
anthropologisapplying IT to her fieledcentered work on women and gender. Her
projects emphasize education, prevention and care of women witiAHIS/ and
maternal andeproductive health in rural communitid&vienne Bozaleks a social
work scholar with emphases on family studesd women and social policyivienne
had also begun using technology in teaching collaborations with colleagues at other
South African istitutions in and near Cape TowRivka TuvatMashiachis an
academic as well as a practiciclinical psychologist specializing in womgnauma

and mental healthasmeen YusuKhalil is a curriculum specialistith an emphasis
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on distancdearning progcts. Her work focusesn intersections betweegender
education, teacher preparati@md economic development

In working together to design a syllabus interrogating transnational dimensions
of womenbs exper i ebeingetlse five bf 8 thsecvdred b sharedd we | |
enthusiasm fosociatconstructivistmethodsof learner inquiry. h retrospectit was
this combination of factors our willingness to experiment with technological
innovation, along with our similar pedagogical commitméntisat kept usworking
together through the challenges that lay ah@hése challenges includediiverse
range ofsocio-culturalreligiouspolitical differencesmultiple institutional and
governmentatesource constraints, widely disparate time zones, limited ti
availability, and an already full complement of professional commitments

As we worked together on the pilot module 602, we recognized that our
prospective student participants would, like ourselves;idtdy diverse in geographic
identities,andin many other respectmcludingdisciplinary backgroundevel of
matriculation at the umersity,yaccess t o knowledge about wome
being and socioeconomic status and identity marksrsh as class, race, agender
In order to capitéze upon the multiple and diverse funds of knowledge and
experience that would be represented among our participants, and hoping to create a
highly interactive and deeply engaging virtual learning community, we drew on the
full spectrum of communication edes available to us through the University of
Marylandds online c¢ MebC3mpromgiingpgee leaenmg sy st em

transactionsAs welater notedn a coauthored article describing our collaboration
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In scaffolding tasks that were both mandgeacross a range of
institutional ICT capabilities and engaging for students in diverse
disciplines and locations, we intended the module to build the capacity
of students at each of the institutions to engage productively in online
distance learning. Wairther anticipated that participation in the
module would assist students to develop interdisciplinary and
transcultural knowl edge wi tbhhingr espect to
We also hoped that as students engaged virtually with one another in
these mterdisciplinary and transnational elements of the course
situation, they would be better enabled tecomstruct enhanced and
deepened understandingso wo men6s heal(asmeeaneeds gl obal
YusutKhalil, et al, 2007, p. 55).
Each of the modes of le@er engagement that we designed for the course drew
uponrelational interactions. In asking studentgedlectively and reflexivelyngage
one another in knowledgauilding processwe signaled our assumption that learning
is a situated process occurriimga context that is not necessarily transparent to others.
Drawing upon the Vygotskyian model of tAene of Proximal Developmefitev S.
Vygotsky, 1978;EtienneWenger,2000), we assumed that learning would be
maximized througlacollaborativepraxistat supported | earnersdé ac
next level of learningln planninge-learning tasksye intentionally deised strategies
totapintost udent s & s i tahoatdneekpetencesiheaddagdewsll
being. As students engaged one anotheually, we anticipated that they would
continually sharenand i nform one anotherds perspectdi
Our overall design thus fogeounded joint knowledge construction across
geographical contextand the deployment aligital technologieso promotehe
social aspects of learningganLave & EtienneWenger,1991) Fostering

collaborative knowledgéuilding through tasks that would bbared and peer

reviewed we placed a high value on critigadactices ofreflection respecting student
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views and perceptinsinthe process The questions we posed abc
and weltbeing were ones that really puzzled aisd to which there was no right or
wrong response. Thuthe interactive and dialogically engaged participation of all
students in the learningbmmunity in ceconstructingknowledgewas explicitly
regaded as valuable (A.W. Bates@ary Poole, 2003).
Althoughexternalfinancial support was limited to the funding grant from the
Ford Foundation, the generously unstinting dtgystep guidance @m the capable
and willing IT staff at the University of Maryland (anchored by Mary-Hehsen)
supported our fledging efforts. Once the summer institute was finished, and my
colleagues returned to their own institutions and to their professional respioes,th
became the informally appointed coordinator of clgagning effortIn preparation
for the pilot trial in the spring of 2005 spent uncounted hours in the fall of 2004
ironingoutthenittygr i t ty details of theerrAodul e weod
important and timeonsuming part of this processarticularly for aechnology
novice such as myseliyas forging the necessary collaborative connections between
IT staff at the University of Maryland and IT staff at each of the other institutions

The Pilot Module: Implementing the Syllabus

Ourplannedhreewe ek pil ot in the spring of 2006E¢E
asynchronous participation in transnational virtual dialogueéchprompedthem to
describetheir individual understandings andperiences of what constitutes health
andwetbbei ng. After responding to one anot her (

describe factors that they felt contributedocompromisewo mendés heal t h and

181



being in their local context3 he conversations we authentically rich and engaging
as students discovered that their experiences and understandings of basic health and
well-being across contexts of difference (age, gender, geography.esaciomic
class etc.) weresimilar in some aspects anddely divergentin others.Textsfrom
students responding to the sale& ningprompt in the 2007 iteration of the course
thatserved as my research venue selectively re/represented later in this chapter.
After a lively exchangef crossposting, and analysaf relevant literatures,
students were assigned to one of several anssgutional work groups in which they
coll aboratively produced projects theorizi
and weltbeing transnationally. These projects were postélde@nline course
management platform at the University of Maryland for evaluative feedback from
teachers and peers. Projects focused on topics for which the five of us could serve as
resource specialists, namely bodily integrity, mental health, raptied health
HIV/AIDS, and social welbeing. Each of us who were-teaching the course
facilitated one of the student work groups and was a secondary facilitator in one of the
other workgroups. As facilitators we mediated virtual group discussions, maried
provided feedback on assignments posted to the online course learning platform,
guided content exploratipand helped to trouble shoot technology access or
functionality issues. We envisioned our ro
knowledgeable pees 6 r a texpery it rh atnh eLafei& é&tiedné Wéndee a n

1991, p. 35
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Following the conclusion of the pilot module we were exhilarated to discover
from student reflections that they perceived their participation to have been profoundly
engagingand transformative in the new understanditngsebyenabled. This was the
case despite the not inconsiderable impdtheir participatioron the rest of their
semester courseworand the personal inconveniences posed to students in working
collaboratvely across multiple times zones. The extent of the disruption was
multiplied when we extended the module from three weeks to six in order to allow
time for the projects to be sufficiently well developed. To our dismay, the situation
wasthenfurther companded by a host of irksome technology issues arising out of our
inexperience in facilitang virtual peer collaborationand the belated discovery that
our crossinstitutional andsocic-constructivist desigawasonly clumsily supported in
the WebCT platfom we were using

As response to the course had, nonethelesn so extraordinarily positive,
we were delighted to receive a funding extension of the Ford Foundation grant that
permitted us to report on the pilot module at the SBotl0 5 Wo mends Wor |l ds
Conferencelt also allowed us toc-author ararticle about our collaboratioandto
reconvene at the University of Maryland for a week in July 2006 to expand the

original module into a semestlemgthcourse
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Figure32 Course Designf e a m:  Wo me n 6 s -BeegilYasimeea, nd Wel |

Vivienne, Grace, Kimberlee, Rivka (2006)

Discursive Constructions:The 2007WHWB C ourse

Havingdiscovered such rich evidence of transformalkkagningengagement
in data fromparticipantsn the 20® pilot, we maintained theriginal emphasis on
socio-constructivist engagement with pe@rexpanding the module. While retaining
the introductory dialoguesndthe culminating group projecta/e addeda qualitative
interviewsequencéo the middle seabn of the courseand constructed a learning
analysis as part of the final sequenagéth researcHunding obtained through the
Womends Studies Depart ment ColleghotArtSanth o ol o f

Humanitesa nd t he Pr a thelWnersiy of Mdryiland; vee also added an
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online videaconferencdeaturethat virtually convened participani®m all sites to
present to one another thiedingsof their culminating projectsAs documenteth
comments fronstudens re/reproduceth ChaptelSix, this videaconference, which
allowedparticipantgo both see and hear all of their collaborative peers in a real time
exchangebecame a centerpiece of the coursenfbich studentsuniversally expressed
enthusiasm

Figure33, below, provides a gaphic overview of thayllabus.

Syllabus Components

Assignments Ii Il Assignments VT VII:

Virtual Dialogues Data Gathering/Analysis

Assignments VIII i X: Assignment XI:

Final Projects Presentation/Evaluation

Figure33: Syllabus Components

We anticipated that as students progressed through this course of study, their
knowledgemakingprocessewould reflect their development of neskills in each of
thetransactional modes ameas ofinquiry thatwe hadidentifiedin learnirg

outcomes:
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1. Identification of factors that contribute to or constitute women's physical,
social, and mental health and wiké#ing in specific localities and across
localities.

2. ldenti fication of factors that enhance
well-being in and across localities.

3. Collaborative engagement with other students and lecturers/facilitators to
develop an awareness of gendered differences in the ways in whithareh
well-being is constructed and constituted across historical, cultural,
generational, racialized, sexualized, classed, political and geographical
contexts.

4. Collaborative engagement in constructing knowledge, and attention to

al

interrogating powerralt i on s, in anal yzi ng-baiggw wo men

Is experienced in and across contexts.

5. Devel opment of empirical dbaingdadhroeghout wo

conducting a qualitative interview with a local informant.
6. Collaborative writing of aesearch project investigating one specific area
relating t o wo ringlasa transcaliural tevebohatalysise | |
7. Presentation of group research project to other members of the class.

Human Actors: Student Demographics

As we prepared taunch the course in the spring of 2007, we were
disappointed to learn that students from the University of the West Indies (UWI)
would be unable to participate because of unanticipated budgetary consirtieiis
local institution From theremainingparticipating institutions, we recruited forty
students, which was the maximum number the four of us felt we woualtlem
facilitate without the participation of our colleague from UWI. Of these, thimtge
completed the coursés figure 34 indicates students participated in greatest numbers
from Makerere University and the University of Maryland. At both of these
institutions students wemvancedindergraduates Wo me n6s and Gender
prograns, enrolled in aspecial topics seminanw 0 me health andvell-being. The
course wasomewhat easier for them to fit into their overall program of study than it

was forgudents doingpostgraduate work in the fieldf psychologyat Barllan
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University and in the field afiursing and public healidt University of the Western

Cape

Institutional Affiliation
& Program of Study

E Barllan University: Master/PhD, Psychology and Gender Stu

m University of the Western Cape: Master, Nursing and Public He
Makerere University: Undergraduate, Gender Studies Empl

® University of Maryland: Undergraduate Women's Studies Empt

Figure 34: InstitutionalAffiliation and Program of Study

Unsurprisingly, as is summarized in the figure below, female students were
enrolled at a ratio greater than their male counterparts. Al of the male
participants was enrolled in the gender studies program at Markerere University; the
other male student was a distance learning student from Kenya enrolled with the
cohort at the University of the Western Cape. Although the ratio of & tmadvery 4.5
females was less unbalanced than the ratio iltbmen, Art and Cultuneesearch
venue the absence of additional madarticipants and perspectives wiesemed
disappointingby informantsin thisvenue ashad been the case with studentthim

WAC venue Participants speculated that perhpse was greater male participation
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at Makerere Universitypecausette progranthere isdefined as Gender Studies
programr at her t han a rogvamiglthodgh pafitipam$rom Bar- p
llan University werealsoenrolled in aGender Studies progratmeir postgraduate
emphasis was focused on women, mental health, and tramchao was not a

program that was sought out by male studgnts.

Demographics: Gender

H Female m Male

Figure35: Demographic$ Gencer
As we preparetb host this expanddteration ofthec our se on UMés Web
course management platform (with the bulk of participants enrolled at other
institutions) we recognizedhat givenboth financial and technologhallengs
identified in the 205 pilot, it would be advisable teelocate the course to the free and
open sourc&EWL e-learningplatform at the University of the Western Cape

(UWC).? Fortunatelyas had been the case at University of Maryland, we found the IT
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staff at UWC to be bothapable and generous in their assistaage/e prepared the

course to be uploadédrhe welcome page we constructetthe KEWL sitefor the

2007 courseis reproduced in the screen shot below.

2 E-Learning at the University of the Western Cape - Microsoft Internet Explorer

File Edit View Favorites Tooks  Help

Qeak - () \ﬂ @ ,h /,-“Saarch ‘i_‘:(Favnrites & - :; L 3

EEX
.‘,’

and Well-Being:
Transcultural
Perspectives

Transcultural Perspectives

This is a collaborative E-Learning module designed by academics from Bar-llan g
University (Israel), Makerere University (Uganda), the University of Mandand (U.S A, the
University of the Western Cape (South Africa) and the University of the West Indies
(Jamaica). Students participating in the 2007 course are associated with the first four
institutions, and come from many different disciplines. The module focuses on
developing interdisciplinary and transcultural perspectives about what constitutes and

Join Workgroup

Assignment 1 h

112 3 |4
5 6 |7 8 9 |10/11

E 1213 14 151617 18

1921 22|23 |24 25

i |2627 2829|3031

auddress [ (€] hitp:felearn.uwc. ac.zafindex. phpPmoduls=context v|Bs s > Google |G~ w0 (@) settings~
&
E-Learning @ UWC
Kewl.Next Generation (KNG) u:,‘::;;’g:r
[
» Womens Health and well-Being: Transcultural Perspectives
Womens Health Welcome to Womens Health and Well-Being: i Calendar

contributes to women's health and well-being across socio-cultural and histarical

E COntests
No Events for
] Dear Students 5
g this month
= Thanks to all who took part in the video conference. it was a wonderful experience to
meet everyone and hear them talk about their projects and experiences
ES ! Who's Online
Flease note that for Assignment 11, there is a slight change from what has been posted
V% on your discussion farum. Instead of posting your essay to your facilitator, please go to i 1 a lecturers online
the assessment har in the left hand corner and to assignments and choose essays H
. then upload your essay in the space there. Your facilitator will read your essay and P O h. students Online |

€l

% Local intranet
(IR il

[ 2

o | Tl Hersemann - .. | O 11 - M

Figure36: WHWB Welcome Screen

FOUp. ; E-Learning at... 02:06 PM

In Dialogue: Discursive Construction of Human Actors withHuman and
Non-Human Actants (TechnologiesBodies of Knowledge)

Situational analysis of data fromtiléo me n 6 s H e a-Beingcoussea d We |
indicates five elementss having significantly shaped and ditnsed participant
learning transactions. These elements (highlighted in the situatiatiak mn Chapter
Ong are:
o the discursive construction of human actors in the course

o the discursive construction bfiman andhon-human actants in the course
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O locd and global conditions -bengating

o contested issues r el evbaimgtandt o0 womenos

0 spatial and temporal issues present in the online learning environment
Crystallizedwriting practicesn Chapters Five an8ix, includingselective
re/representation of student texts illumintite ways in which participanenrolled in
the WHWB coursexperiencedheir learning transactions throutiteseconditional

elements.

Virtual Dialogues

Participants engaged one ar@tin productive conversations from their initial
virtual exchanges. Figure 37 summarizes the main tasks in unit one, all of which were
dialogically based. The first was to write a 350 word introductgouenal that
i ncl uded pvaddfinitionofpvlaanconstifutetealth and welbeing with
relevant illustrations or personal exampl8tudents then resndcedto the postings of
at least three virtual peengt from their own universityWhile rubrics were provided
to assist students in cstnuctng their ejournals posts, thenline syllabus postedm
our KEWL course spacelarified: thereis no right or wrong answer so feel free to
express yourself according to your own understanding. Please note that both your e
journal and your responses touy virtual classmates will be in a public discussion
space available to all members of our course. Also, note that during the period of this

course you will have the opportunity to change or modify your views.
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Virtual Dialogues

l. E-journal assignment:
Post introduction and personal explanation of
health and welbeing;

Respond to-gournals posted by three peers

Il. Readings and Response: Complete
readings on woméengs heal

Post gjournal reflections
Post preferences for final group topic

[ll. Compare/contrast:

Dialogue with at least two virtual
classmates about posted responses to the
assigned readings

Figure37 Introdudory Assignments

Notably present in excerpts of thes@earnals below, is the sense of
anticipation and pleasure with which participants engaged in theseimstisgional
and transnational dialogues. Equally notable is the degree to which knowatedtgey
is observed to beeflectiveand collaborativeParticipants gave thoughtful
consideration to the question, decidedhorenting for many, as to what they
understood the relationship to be between experiences of health and experiences of
well-being. Upon reflection, and in conjunction with reading the comments of their
virtual peers, most students felt that health was a component efened), or in other

words, thatwelb ei ng was a construct that included
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while students found it easy to articulate what the absence of health andeaedl
meant to them, they were initially less certain how to describe what itivaoehn for
women to experienggositive stateof health and welbeing. Thus,he first
knowledgebuilding thenes to emerge iand fromdialogic transactions were those
probing barrierghat students perceived to t@mpromisingo w 0 me expesiences
of health and welbeing.

Excerpts reproduced below originate from the course archive on the KEWL e
learnirg platform at the University of the Western Cafeme of the biographical
information included by participants in théirst posting is included to give readers a
sense of the diverse backgrounds and interests that participants brought to the course.
Emphases added are my oyamd are made with the sole intention of underscoring the
beginnings of many rich dialogic conversat
health and welbeing that occurred in this first series of assignments.
Re/representations, htiugh abbreviated for considerations of space, are re/produced
rather extensively to permit the reader to more fully experience this sghwaich is
extraordinarybothin terms of deptlandbreadth for a first assignmefthese
assignments proved to baateriallyconsequentiatio the capabilities of students to
engage irasustainegraxis of collaborativiknowledgemaking as theourse
progressed.

Hallo from a rather hot South Africa! | am a single 27 year old female

living in Cape Town. | was born armted in South Africa and moved

quite a bit during childhood. We are very close knit family and |

believe that families can have a positive effect on your health and well

being | am currently doing my Masters in Women and Gender Studies
at the Universityof the Western Cape. | am aiming to do my thesis next
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year in the area of women and technology . . . To answer the question
posedwo me n 6 s h e éeing Is differemt butvobosely
connectedWo men6s heal t h refers to
statewhileweltb ei ng woul d refer to on
|l believe that weemghasasinttreoanécteth and we
relationship as without the other, o
s
e

oneds phys
els i nanc

various conditions af fl-leemg. fFong wo men o
example, war would affect womends h
being as the country they find themselves in are politically not stable

and women are affected the most during these pressing times . . . Thus |
would say the two terms aseparate but connected. | am looking

forward to your responses!

_:T('D_mj

The openly collaborative and generous attitude expressed by this student
towards her new virtual classmates in the richly detailed excerpt above is characteristic
of st uvabrmmubhicatie veith one another in this and in all subsequent
assignments. In responding to this introduction, a virtual classmate, below, asserts
sociocul tural component of wo mebeidigsOverander i ence
over againstudents from Makerere dtJWC insisedon the significance of the social
context to womeno6s e xheiag This isio makedocbntrdstdoa | t h  a
students from Balan and UMD who initially constructed understandings of health
and weltbeing from a more individusst perspective.

Hey, thisis S. fromUgandd.t 6 s a pl easure to participe
great course that is helping usdet to interact with different people

from different |l ocalities. ltés good to
this widens your uterstanding . . . and can also help us to know how

different cultures impact on women's health and-Wwelhg.Your post

is interesting and | do agree with yon the fact that women's health

and weltbeing are connected because a popular use of the &llm w

being usually relates to health. However when you say health refers to

ones physical or mental state gnppu are leaving out the social well

being. So please to define healt h, | et
complete physical, mental, and sociallleeing and not merely the

absence of di gNo@Ihe stadent haswbed a quote y . 0

from Martha Nussbaum (2000) which was posted as a link in the online
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course space and which all students were asked to read for the next
assignment.]

The posihg above generated general agreement and extensive commentary
from virtual peers as students participated in the-givétake process of collaborative
knowledgemaking. The comment below focuses on both the-ob@nectedness of
the two concepts (healdnd weltbeing) and on the impact of socially constructed
frameworks such as patriarchy and gendero womendés experiences of

| am a female Ugandan married with three children. Am a social worker

by profession with a 2year work experience as alfare officer with

the Uganda police fordeMinistry of Internal Affairs. Am a third year

evening student..in t he final semester, pursuing
.. Gender and development studies is my major course emphasis and
psychologyisthemor... The terms fAwomendés healtho a
Awomenésiwmgl, |0 in my understanding refer
and comfortable living of women in all aspects of their lives;

emotionally, spiritually, physically, psychologically, socially, culturally

and poltically . . .it is hard to differentiate one from the other because

they overlap each other, they are complimentary to each other . . . In

my vieww o me n 0 sis rélatiray Imbrdato biology, bodily integrity,

reproduction, and chitcbirth. In this casé look at health in the

absence of disease as aWelthzihgphas aspect of
to do more with womends ability to thin
what goes on in their societies and the ability to judge what is best for

them in termsfoculture and other norms that subject them to the

second class positiolVomen must have the ability to embrace the

efforts being taken by others to emancipate them. For example a

woman may be very healthy physically, emotionally, and the rest of the

condtions mentioned above but then she may not have good

interpersonal relationships with the social networks like the husband,
relatives, friends . :being not doods wi | | ma k

Thesocialcomponent ofvell-beingcontinued to be extsively
discussed and ctestedn virtual dialogues. Notan the exchanges belothe

ways in whichstudentgyrapple productively with the concepts, and began to
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focus their dialoguesn tension®bservedetweemotions ofindividual and
collective weltbeing. Note also clear references to earlier virtual exchanges.

Greetings to everyone, | am a 22 year old Ugandan male, the only child
of my beloved mother, and the first born of my father's five children.
Currently, am a full time student at the UniversifyMakerere . . . Am

a major of social administration, and a minor of gender and
development studiesiealthin my understanding covers the physical,
mental, sexual, psychological, and spiritual wieding in totality. It is

not necessarily the absencedefease, but rather . constitutes aspects
like good feeding, having access to foods with all nutrients necessary
for good health, access to routine medical examination, being genuine
to one's self through life style, getting enough sleep, or relafteg a
stressful dayOn the other handyell-being an important concern,
involves access to resources and services, freedom, and happuness.
well-beingis shaped by our upbringing, personal circumstances or
choices, and the social condition in whieh live. Collective weH

being is improved if we live in a peaceful, flourishing and supportive
society.This explains the fact that it flows from individuals to society.
Health is one of the aspects that determine-teithg.

The student above hagfdrentiated very clearly between the two terms,
indicating his sense thatwddle i ng d e p e n d-politiwat locatioreléthe soci o
next posting, a participant from the University of Maryland nttiashis comment
caused her to reonsider her undaianding ofwomerd s di f f er @ont i al abi | i
respond tdheir differently positioned circumstances of health and-tveihg.

| really enjoyed your description of health. | found that it showed me

what my own definitiori and even understandiiigp f  w s imealth 6

is missing.This is because a lot of the examples you gavé g o o d

feeding, 06 Agetting enough &l eep, 0 fArel a
depict women as agents in regard to the
these examples that | realized thad tiefinition | gave lacks any

acknowledgment of this agency. By failing to mention #gsncy. . . |

portrayed womenébés health as conditions
bodies were defenseleddus, | really like that you made me realize

t hat womdamsdth gallstth meddiitcd 1 ea@atnidoms,ci &ama e
women have the power to act.
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Another respondent, from Bdlan University, both validates drcontests the
original posting:

| completely agree with your definition of health, it is not just the

absencef disease and iliness . However | believe that welleing is

more than just material and mental things; my opinion of-velhg is

that i1 tds a goal Welbaengdealewithreaimst o st ri ve
that impact us spiritually, physically and paplogically.

A striking examplen the countereply from the original@éspondent
(Makerere University)llustratesthekinds of relationshigouilding that marked
dialogic transactionbetweerpeers as they included references to their own health and
well-being; such exchanges personalized and made relevant the work of virtual
knowledgebuilding across the potential barriers of transnational difference. This
socialelement of relationshipuilding, first occurring throughitial e-journal
exchanges, wdater describedby many students as being effective preparation for
their subsequent small group collaborations.

Hi V! Am so happy that you are in agreement with me. Did you have a
nice weekend? How was it like? Mine was full of fun. | joined friends
atthe beach. We played volleyball (do you like it?), and fed ourselves
to the fullest. You should join me (us) next time. Thanks for your
knowledge of the fact that webeing is just more than material, and
mental things. Please believe with me the aspdqislitical, economic
and sociecultural concerns around us. We strive to get employed, and
work with well paying companies, which will easily give us the base to
set up our own. In this we seek to be economically upright. We also
strive to exist in politally sound environments where all institutions
that influence wetbeing of individuals are active without any

instability, or even to participate in politics, where it will be possible to
influence decision making, to positively represent the vulnegoleps

for the betterment of their welleing and ours as well. We also strive to
break patriarchal sentiments in our secigtural settings in order to

pave way for women to enjoy the benefits of the public sphere. All this
considered impacts our livder the better . . . | wish you the best of
today, B!
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Virtual peers were not unwilling to ask for clarificatiordéor to pointedly
contest initialunderstandings of health and wb#ing This is illustrated in the excerpt
below, an exchangeetween virtal peers from UMD and from Bdfan.
Hello S. | do not agree with what you said about health andheéil.
| feel like the terms armter-changeable and identicéealth does
describe the general condition of the mind and body, but that refers to a
pe s o n GleingMmefact health encompasses wiedling.When |
thinkofweltkbei ng | t hi nk healthof & pesonfande | f ar ed or
happinessA person is happy if they are healthy, prosperous, and

free! Do you see how easy it is to use the two intangeably? J.
(UMD)

*k%

Thank you for your reply. I still do not agree with you and think that

Awebleli ngo i s a broader, whosesiuatiorhlan heal t h.
previously describedf o es not stri ke me as fAunhealt|
definitely feel her werall welfare/welbeingis severely damaged from

her depression. S. (Bdan)

As will be evident in the reading of participant narratives re/represented in
Chapter Six, by the conclusion of the coumsest participants noted that their original
undersandi ngs of wo meleidghaduaderganehmodificationaseal |
result of their shared knowledgeaking experiences. Students such as the one above
who asserted thater-changeabilityof the terms health and wediking were thenost
likely to hawe reconstructed their notions following virtual dialogues with their
transnational peers. N&nconstructedinderstandings highlighted and theorized lived
experiences that had been shared in virtual conversaisngell as those realized
from engagememwith relevantacademic discourse. The respondent below highlights

all of the above isharingunderstandings of health and weéing.
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| am a Kenyan lady residing in South Africa with my family and

studying at the University of Western Cape, doing a btash

Advanced Midwifery and Neonatology. | previously worked in

intensive care unit and currently working with high care neonates and

maternal units. My interest is in gender and reproductive health. My

thesis will be based on HIV positive mothers arertheonates . .In

the past womends health was focused on
as maternal care and family planning. It did not put into account the

fact that this was just a part of the woman and she is encompassed by
more than just theeed to space children . . . as a mother and wife.
Wellbeingin my view is encompassed as the core of her functioning,

t he woman being able to realize t
full 6 before she can takelymthe e of
African setup where the woman puts herself last and the needs of
everyone else before hers . .. The woman needs to be part of the
decisions and policies made for her. Do
for most of the population in Africa thakhow of; does it in your

s h

hat
t he r

This posting initiated a vigoroudiscussion about the impact of societal
practices equating aniotherreprodectivea capanitgekh wo me n 6 s
the posting below, the writésresponsevalidates the journal reflection above,
asserting that in her experienseael womenalsotypically construct their own well
being as a secondary concern to that of others. At the same time, her response
demonstrates how her culturally inforchexperiences witkand ideas abopivo me n 6 s
health conditions in locations different from her own, such as in Africa, had been
chall enged and changed by her cl assmateods

I'm an Israeli woman and an expert in psychotherapy with women. It

was very inéresting to read what you wrote about women in Africa. It

seems that they really suffer from oppression and they can't choose

about their life? . . . | strongly agree with you about the idea that a

woman must take care of herself in order to take carallftiie others.

And I'm working with my clients about this point. It's amazindpiuk

at the very common idea that women should take care and nurture the

Awhol e worl do, as you wrote, without ©be
themselves. It is impossible to dpaind | agree with you that it is not a
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realistic expectation, and its hurts the women's-eihg because they

feel that something is wrong with them. | also agree with you about the

Il dea that women fAneed to be part of the
to improve welbeingi and as a result from improving the women's

well-being, their health will improve.

Another respondent underscores the ways in which political, social, and
environmental conditions informcaomends ab
Am glad to know that | have someone from my country Kenya taking

the program with me. Let me take this chance to appreciate what you
have been doing and what you are still doing for the good health of

women and their webeing . . . | want to concuvith you in your

definition of health in relation to women that it entails the physical,

ment al and the psychological as well as
true that in the recent past womends he

reproductive side. Stachas caused a lot of sufferings and even death to
many women due to the neglect of the social environment in which
women | ive and its impact in their heal"
well being as having all the important human values that would help
one to be able to attain a good standard of living free from
discrimination, coercion, isolation, and all forms of inequalities.

The posting below generated deeply empathetic responses from virtual peers.
The dialogue that ensued as a result of the fras&kmith which this participant
described knowledge about health and seeihg, constructed out of her lived
experience, served as the impetus for a final group project that superbly explored the
transcultural dimensions of maternal mental vioeling.

Sodety is responsible to keep its members healthy. Israel is very
developed country in terms of health system. Giving birth to my baby
was safe and good . . . Giving birth to motherhood was much more
difficult because of the same society, its expectationgomfien, values,
and beliefs that left me very lonely, healthy (thank God) but my being
wasnotlt 6wmelklel i gious and it is very centr
committed feminist, struggling in conflicts between the two identities . .
| 6 ve s tyaaPhlzingerader stodies, imeeause | hope it will
deepen my understanding in both worlds Jewish and feminist. | wish to
contribute something to the dialog between the tiell-being enables
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good health and vice versa. When my first son was born | was
depressed . . . It took few weeks until | was healthy again, but my well
being was threatened, and it took me three years to really overcome this

crisisl felt 1 6m |losing everything that

brain, my body, my sexuality, intellectuaterests, vitality. | felt angry
at myself, my husband and aboveiathy baby. | was disappointing
everyone; this is not what motherhood meant to be.

In these processes of dialoguing back and forth together, participants deepened

their understandingfavhat constituted components of health and aeelhg across

localand globakontexts, probed the relationship between the two constructs, and

pondered the impact of soemou | t ur al f act ebeisyaowell awihheane n 6 s

degree of agency women able to exercise in their health choices. Their postings
both explicitly referenceand implicitly demonstratenultiple evidences of the
strength of localized social and cultural factors in their experiences of and

understandings abweldeinggomends health

As students continued with the next assignment, the considerable disparities in

their experiences a b-beingserved tmanmate thdre al t h

transnational knowledgkuilding collaborationsEqually, & participants began to
know more about one anothas a result of their crogsstitutional dialogues, and as
they began to workollaboratively in smaljroups.they began to engage one
anot her 6mwamydas ddompleklyensanced discursive transactions

Consideration®f space and privacy havergirained my ality to include more than

a smallsampling of their textdNonethelesd, have attempted to make the selection as

broadly representative as possible in reflectimgygrowth ofindividual learnersand

of the vitual communityitself.2

200

ma o

we

and



Discursive Constructiors: Engaging Relevant Literatures

To build upon new ideasabqet nd under standings of wome:]
well-being generated through their initial dialogic exchangeglents posted
reflective comments alob critical literatures we hadselected theorizingg o me n 6 s
health and welbeing from a variety oftransnationdy-informedperspectivesAll
students read an essay the human capabilities approach to resource distribution by
Martha NussbaurWomen and Wrk i the Capabilities pproat, 2000).Additional
readingselectiongdentified for students wergelections from the websites of the
World Health Organization and the United Nations Population Fund Millennium
Development Goals arah article by Chrigane NorthrupE mp ower i ng Womenaos
Health,2002). Each of thesselections, though transnational or global in scope,
reflectedd heor et i cal and policy ap-pangtlat hes t o w
were distinct from one anothe8tudents were askeddelectat least onarticleto
read and comment an addition to the Nussbaum article.

While all students addressed Nussbaumés
them did so indirectly, by wusing other rea
Development Goals. Hy chose to do so in order to highlight structural barriers and
ot her hindrances that they argued would af
proposals. In general, participants from the University of Maryland mere likelyto
engage the theoreticahip | i cat i ons of Nussbaumbés framewo
viability of implementing her framework, while students from8an University

wereleast likelyto journal about Nussbaum, preferring instead to concentrate on the

201



possibilities for female empowment with respect to health and wiéing theorized

by Northrup. Participants from Makerere University and University of the Western

Cape weramnost likelyto use the WHO and UNFPA sitestt® existence of

overwhelming socieultural and structural consta i nt s

and weltbeing in their local contexts.

t

0]

I mproving wor

Figure38, below,graphsthe relative frequency with which students cited

themes from the readings to support their @esitions about policy approaches with

the potential t&enhame ortoc o mpr o mi s e

w0 me nb@isg. As theyl t h

and

had in assignment one, students were then prompted to respond to the postings of at

least two virtual classmates, comparing and contrasting their understandings of the

readings with those of theaeers.

Assignments Il & Ill: Major Themes

UNFPA:
Development

Nussbaum: WHO: Gender

Capabilities

Northrup:
Empowerment

Figure38: Major Themes Cited from Relevant Literatures
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As students posted their reflectipasd subsequently responded to those of
their peers, their narratives madoeplicit the ways in whicltheir earliertransnatioal
dialoguesemained provocative and relevant. As noted in excerpts selectively
re/represented below, participants commented on ways in which the readings
amplified ideas previously discussed in assignment one, and/or assisted virtual peers to
more clean understangbositions articulated earlier lmne anotherStudent exit
evaluationsubsequentlyndicated that dialoguing about these readings with their
peers further prepared them for their upcoming-gathering assignment to interview
a local womanlaout her experiences of health and viring.

llluminated in the following excerpted texts a@veral examplesf the types
of transnational knowledgeuilding emerging fronsensemaking interactions
between virtual peers as theéigcusseddeas they hd found to be provocative in the
readings. Evident throughout is the degree to which the-socistructivist
scaffolding of these assignments facilitated the integration of new perspectives by
allowing learners to tap into prior learning and experiendbesnegotiated processes
of meaningmaking together. Postingdsodemonstrattheways i n whi ch | ear
initial dialogues with one another in assignment one contributed tcathitiy to
engageameaningfullywith theliterature Participants then bitiion their insights and
those of their peers in constructing more complexly nuanced understandings of
w 0 me div@rse andnulti-faceted experiences of health and weling.As a student

at University of the Western Cape insightfully observed:
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All'in all, | feel my view of the subject is much more vastv that |
received inspiring feedback from students and a framework of tools
from the authors.

Representativ&keflections: Nussbaum and human capabilities

As all students wer e wak(20@0y manyostings r ead

commentedn her capabilities frameworkssertinghat all human beings have equal
dignity and worth. Nussbaum frames her apprdaciyuaranteeing this dignity with a
list of ten capabilities, ofisubstantial freedomsthat eery human being should be
able to experience in and through thdaily activities. These include capabilities of

life, bodily health, bodily integrity, senses, emotion, reason, affiliation with other

humans and ot her speci edijcalgnd mayerial and contro

environmenf, While many students expressed enthusiasm for the theoretical apparatus
she definesmost added guarded skepticism about its pragmatic possibilities for
implementation.

Nussbaum . . . seemed to serve as an umbrelldehicompassed
many of the opinions from our initial virtual class discussion. She was

able to argue against the current tradi

that prevents women from enjoying a basic quality of life equal to that
enjoyed by nseapabilitiNapmaadh aejectsdhe subjective
guestions of how satisfied a woman is with a more objective question
of what can she do. | found this to be most significant aspect because it
takes away the generic notion of measuring the-baitg of a perso

based on GNP or other statistical measures, and replaces it with a
measure of sincerity and a genuine inquiry of the individual state of

onedbds | ife. Prior to reading Nussbaum,

perspective on webarmgnHHneverhadter teading and wel
her work, | am coming to understand that the solution is of a
multifactor basis. (UMD)
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Her virtual classmate responds in a manner that affirms and extends this insight.
Hi L. Your reflection particularly enhanced my insight inte thenefit
of the capabilities approach as being a much more objective measure of
a womanPei nmpltthan her satisfaction. I h e
the subjectivity of one approach versus the objectivity of the other . . .
The readingandourclassmas 6 r ef |l ecti ons have somewh:
initial reflection upon health and wddeing, but more importantly, they
have helped me organize my thinking about the topic, and helped me
think of them more concretely. (BHan)
Many students in the two cohedbove indicatethatNussbaurd s wor k mi ght
provide them with helpful languagad oriening perspectives their efforts to work
across relevant north/south and westernivestern dividesis they worked to
elaborate transnationaligformed knowledgea b o ut wo me n 6 s-beimg al t h an
togetherwith their peers from the two Africasited institutions Their reflections,
however, are equally enriched by thesights into howtheg nvi si on Nus s bau mt
ideas as having utility within their own local coxtt@s well as in other geographi
locales Although students from Makerere University and University of the Western
CapealsofoundN u s s b adeamid be powerfuh asserting universal notions of
dignity, they were much less likely to envisiontordescibe potential scenarios for
successful implementation bfu s s b a u md s withim themnlecal@antiexts.
Nussbaum presents a crazgtural conceptual framework which
establishes a set of human capabilities necessary for human
functioning. Whilehumanrightsis often considered western, political
and social, the termapabilitieshas a more neutral and universal nature.

As dignified humans, we have basic capabilities that enable us to live
well. Repressive settings cause women to be depanddausehiem

to be treated inhumanely . . . Beyond N
measuring development and Northrupés at
wisdom with our bhbeidg.e. $viouldhlikeadatddh and wel |

that a human also has a right to live on tmpalluted earth, drink fresh
water and breathe fresh air and enjoy the serenity of human nature and
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world peace. These too are core factors and our base rights as humans.
(Bar-llan)

*kk

Most of my <c¢cl| ass m&ted 1 gl amnidf ifevd memats A w
h e a lare intérlinked to each other. What Nussbaum's analysis terms

the ficapabilities approacho is a kind o
terms . . . | also appreciated her importaittal definition, the idea of

human worth and dignity as a peendition; ths is relevant in our

cont ext, wo me nliemg fioraceosstuluralgpoird of we | |

vew.. . ACapabilitiesd soounds | ess weste
Apost moderno than Arightso. Her analyse

think that Israel has adopted theoliberalism way of thinking . . . the
gaps between the classes are getting huger and huger, and it affects

womenods healetimgagndswelcliall y old women a
c o | @& Arabavomenand other minorities who live among us. (Bar
llan)

*% *

: : Martha Nussbaumdés formulation of
very salient to i ssu-being tnpartisuammendés heal t
this can be seen . . . by considering the crucial differences between

rights and capabilities with respect to howmen are actually doing. In

the United States, many people do not have adequate access to health

care; the state is hesitant even to fund health insurance for the children

of working poor through the Childrenés
While healthcarecaul d be considered a Aright, o t1
di fference in the stateb6és role in terms
woman here has the right to purchase health insurance for herself, but

in reality she can only do so if she can afford it. Otheilonatsuch as

the United Kingdom, have interpreted health more in terms of

capability . ) . Il n my mind, Nussbaumés
provide an excellent way to look at this issue in the United States,

because it would mandate working towardsditions that were

actually conducive to womenés health. (

Participants in each oli¢ four cohorts addressedh e pot ent i al of Nussb.
framework to address inequities globdllywhether institutional, socioultural or

structural in nature.
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...lam not sure that Nussbaumdés frameworKk
perfect or ideal (how would many indigenous cultures feel about her

inclusion of the right to own land as an individual?). However, it helped

me think more deeply about a couple of things. Fifstlpit was a

reminder of the necessity of both the politically protected right to health

and weltbeing, and the material and social environment in which

health and welbeing is a real possibility for women; and it offers

| anguage, A ¢ anpasbadll bf theésy gsmects. Becoadty cit

reminded me of the struggle to be able to identify and share points of

common experience for women across cultures, without presuming to

fully understand or judge anotheros i nd
(UMD)

* k%

| noticed a correlation between the qualities of happiness and freedom
and good health that | referenced in my first post and Martha

Nussbaumdés ABasic Human Capabilities. o
highlighted a critical coampemiealk. & hat |
A womanés role (often as wunpaid | abor)

framework complicates matters . . . additionally, within the lacal

global context, the control and regulation involved in-laaking

processes make it difficult for women tchaeve their futhuman

potential . . . Although | do not completely agree with all of

Nussbaumbés ideas, her essay does provid
that does not put women in terms of a victim status, but rather in terms

that actually push them intbstate of agency as she emphasized the

fact that womermarehuman (UMD)

*k%k

The social aspect was also emphasized by Nussbaum to contribute to
wo menos h e albeihgrandahis dvaswdire with our argument.
For example she talked about affiliatiand talked of being able to
recognize and show concern for other human beings, to engage in
various forms of social interaction, to be able to imagine the situation of
another and to have the compassion for that situation, to have the
capability for botHriendship and justice, which is vital in political
participation, free speech protection and association. Nussbaum also
talked of the control over ones environment. This entails at a minimum
protection against discrimination on the basis of race, seMake
orientation, religion, caste, ethnicity, or national origin. And having a
right to hold property both land and movable goods, to seek for
employment on equal basis with others. (Makerere)
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*kk

The capabilities approach as well as my virtual classidategs i e ws has
chall enged my understanding and my Ot

capabilities. Martha Nussbaum contends that the central question in her
argument is AWhat can women do or
asked to defi ne wheingd reisconsideed t h an
concepts such as education that inevitably affect thelvegtlg of a

woman. Education presents a person with the ability to choose. | see
education as an enabler. It enables a person the option to be something
or do something. (UWC)

Reflections: Northrupand GendefBased Health Empowerment

The aspects of Christiane Northru
commented upon were those that discu
perspective attentive t & mihdansdecstate ofe c t
bodly integrity . Northrupdés work was most |
enrolled at Baillan University than elsewhere; that students from IBar were

studying gender and psychology illuminatesoagiblereason fotheir taking up

be?
d we

pos
ssed
i on

kely

Nort hrupos wor k. -llanhoweverwearepalsombors likdlyrtoonote B a r

a k

W

(2

\W

be

t

the | imitations they percei vedseresponddort hr up

primarily addressdNus s baumdés wor k.

ChristianeNorthrup'stext Womers Bodies, Women's Wisdodid help

me to conceptualize my views pertaining to health and lestig.

What stood out for me was that women using their creative ovarian
energy promotes women's health . . . What devastated me was her
sharing at the end of thmok that she actually had her fallopian tubes
tied which seemed to me, not practicing what she preaches. She calls
for tapping into our natural, instinctual wisdom and respecting our
bodiesd dialogue with us and t hen
mechaitally and surgically. | feeh need to respect our bodies'

integrity and befriend it, not belittle or betray it! . . . However, she
presents a global gendered perspective since all women can situate
themselves on the continuum of motheripges and featig pain . . .
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being consciously aware of all aspects of our lives, controlling them
and directing our life, improves our health and well being. {|Ban)

*kk

| 6veChreiaglt i ane Nort hr gisdgeewithapt er

some of hediagnosis Neveatheless there are some significant ideas,
which relates to wo meNvoidhsup,hke al t h
Nussbaum, mentiongae-conditions and demanagomen need in

order to achieve welbeing and good health, as well as having free
choice in patriazhal societies. On the other hand, Northrup draws only

one model, of women who obey #fAthe

and mot herhoodo and therefore,
(Bar-llan)

*k%k

Northrup speaks of wholeness . . . my reflectiortos is that health
means to be whole . . . health is toifbéune with myself and my
instincts, to be in balance through examinamgifully engaging in my
own holism. Our body has an intimate language through which we can
deciphemwhat our soul requigeof us. This is empowerment. (Bléan)

By contrast, responses belogiting the two United Nations web sitegyain

stronglyunderscore the inescapable social dimensions of health antieirsi

and

her

and |

we |

perceived by respondent s henmon Afritah eontéxtsswo me n 6 s

Byreadingg he United Nations Population

can now further discuss the issue of why | feel women are not given
equal rights to men . . . from personal experience in South African
Government Hospitals ar@inics, the focus is just on women; women
are mostly given contraceptives, tested for HIV during pregnancy and
treated for STDO6s, Hi\ugregrant womengo
home knowing their status, probably infected by their husband, given
an STDand their husbands still refuse to use protection during
intercourse.A strategy should be implemented to include the men in
this process as welfUWC)

K%k

| agree with younbservationgnade as to the need to ascertain the
barriers of sustainable ddgpment as they will be closely related to
good health. Discrimination of women contributes to ill health as it
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limits their accessibility to durable resources or fixed assets like land
and what is done on it. Barriers exist in nearly every culture asd thi
increases marginalisation, health and veling. Millennium
development goals may help women to raise their status; universal
primary education has helped young girls to acquire some basic
education . . . Even this has postponed early marriages amedtebt
girls from becoming mothers at early age and we hope by 2015 this
goal will yield more fruits for women around the world. (Makerere)

Many participantsioted that their understanding of structural barriers
impedingwo mends abi |l it ilteasdwekdbeirgagdiscusseelimthe he a
readings) was strengthened by sharing the reflections of their transnational peers.
Students continually supported their reflections by referencing not only their own lived
contexts but those put forth by their peser

Hey V. ! I n my previous summary of what
and weltbeing meant | had left out the financial aspect of the equation.

| guess | had taken the standpoint of the intrinsic determinants of health
and weltbeing. However after readingudsbaum and your post | have
changed my outlook . If a woman is prevented from accessing work,
than clearly in turn she will be unable to provide for herself and her
family. | feel as if | have bypassed this in my previous post due to the
fact that inthe U.S., getting a job is not very difficult. The job itself

may not pay very well and or the conditions may not be optimal, but
there is opportunity to get one. Thus, | agree with your take on
Afinancial constraintso! (UMD)

*k%k

| have found the readings be very enriching. While | concentrated on
Nussbaumés reading, others have concent
Department of Gender. We have spotted the barriers that hinder women
from having access to health care and from attaining and maintaining
the bespossible health. These include poverty, unequal power relations
between men and women and lack of education. Other factors reflected
on were the strategies and programmes set forward to reduce maternal
and infant/child mortality; the two go hand in haitfch mother dies the
probability of the infant to live or have a healthy life becomes very
minimal especially in developing countries. They also strive for the life
expectancy that can also lead to economic development, universal
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primary education that ngeacilitate girls especially in developing
countries to delay sex and eliminate early marriages. B. identified the
need to target rural women in a special way. It is indeed necessary
because the majorities of women live in rural areas and seem to be
moredisadvantaged as compared to the urban women. Most of them
hardly travel beyond their areas of origin hence are not exposed to the
outside world, making them ignorant of issues pertaining their health
and weltbeing. (Makerere)

*kk

Hey M.You enriched mk no wl ed ge wh ddiinitelydhat wr ot e: i
girl will experience good health because she will be getting advices

from the mother that can help her avoid some circumstances that can

| ead to poor healltwhsrdading Bortlhiupdsaand Al DSoO .
white woman who lives in a developed country and as such, | neglected

to see things through namestern eyes. Yes. Mothers can and should

help their daughters to avoid bad circumstances like AIDS. | never

thought about it, because here we have lavggreness cammns. |

think things are quite different in Uga
realize thamy A wo me n dedinitibnasaifferentdrom yours.

Thanks for making me more aware and sensitive.-(Baj

*kk

It was very interesting to read abobetway you connected

Nussbaumbés themes and youbeingbgfinition w
concluding that women should have auton
disagree with you that women should have the ability to live their lives

as they see fit. However thissanply not enough for them to reach

their fullest potential as functioning humans. | feel that the government

should not just pronounce these rights but to also have opportunities

and resources ready for women to use them . . . Women could be

autonomousrad be married with children but if the government does

not step in and provide her with necessary resources like financial aid

or daycare then when will she find time to go to school to study so that

she will be able to pursue her career aspirations?JT8eis based on

the value of freedom but at the same time it is a nation with the highest

poverty rate when you compare it to other developed and industrialized

countries. These women in poverty have autonomy; however because

of their lack of accessiblesources many of these women do not have

the ability to choose which opportunities they wish to pursue. (UMD)

*kk
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Hi A.! | read your posting and it was really good, encouraging and

above all, educative. | also agree with you on the point of women not

having equal rights and opportunities in some societies and countries

because for example here in Uganda, women are regarded as an inferior

sex and most of the privileges and rights are enjoyed by only men and

this has affected woecauseoslackadal t h and
resources like money to improve on their health and-lestig. For

example, women/girls in Uganda are always denied the right to

education, and employment . . . and this always done on the assumption

t hat Omen ar e t Wdtherdiocethsyeshobldbbethe heads an
ones to provide for the women and therefore no need of employing

women. 6 Here in Uganda, even i f a woman

never fAequal to the mano and to make
control the income of alhie family members. So you can see that in

some countries, thing are different, being well off does not mean being

equal, with equal rights, opportunities and privileges. The questions are

what can be done to ens+engist hat womenods

improved? Why is it that reproductive health programmes always target

women as compared to men and yet reprod

issue? (Makerere)

The posting above is particularly poignant, given that the author is one of the
male participants; thperspectives of his transnational peers have prompted him to
challenge the dominant cultural construction of the role of males in his country. In the
two postings below, female students from the University of the Western Cape address
one of the other malparticipants.

Hi: W. | totally agree with you. You have raisashse important points

that make me think deeper about women's health anebeisld). The

fact that some women have no access to education or resources in some
parts of the world is a contriing factor of the low status that women
experience. You are rightculturally women are also excluded as they

are viewed to have no valuable contribution.

*kk
| enjoyed reading your posting on the reflections. | agree with you
when you say that "Womedo not have the opportunity to develop and

exercise their human powerdhe reality is that many women are not
given the room to exercise rights. In my Shona culture in Zimbabwe,
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most women are aware that they live below their potential but they
seem tdoe powerless in gaining the strength to implement that
knowledge.

Contestations: Responding to Virtual Classmates

Assignments two and three provided opportunities for course participants to
engage in extended dialogues with one another as they compdrednarasted their
understandings of the readings. One such extended exchange occurred between a
student at the University of Maryland and students from Makerere University and
from the University of the Western Cape. Their dialogic exchange is notathleugth
not exceptional) for the willingness of learning peers to ask for clarification from the
student at the University of Maryland, and for the willingness of the student at UMD
to respond. The UMD student begins by noting her disagreement with gewetalin
the Martha Nussbaum reading. In this, she is expressing a minority perspective. While
most course participants found Nussbaumoés
in general they did not, as did this student, take exception @rdgementor the
necessity of theorizingew approaagkst o wo me-heing. we |l |
There is very Ilittle in Martha Nussbaum
many elements she discusses are farfetched and virtually impossible . . .
She mainly focuses on the need of reorgjagi elements such as the
redistribution of wealth, power, and employment on an international
scale. Being a government major, | have spent many hours studying
different aspects of international cooperation and do not see her ideas as
being feasible at all do agree with her that the methods that are being
used to measure a womandés | iberty, such
show how well women are being treated or taken care of within a
country. | also agree with Nussbaumés t
Capaliities. These are things that every person in the world should
have and | think this is the strongest

work makes a great contribution by explaining that there is a deep
relationship between mother and daughter, and tbatehefs we all

213



develop come from our motherodés influenc
within a culture, the generation of new mothers must be willing to

challenge the gender norms as described on the WHO website, in order

for changes in cardCnfegMD) s heal th to oc

*kk

C., | agree with you whenyou saytliaF or change to happen wi
culture, the generation of new mothers must be willing to challenge the

gender norms as described on the WHO we
pointer.However, | seem to fumbl&ith the idea that you would not

find it feasible to have equality among womenfbgusing on the need

of reorganizing elements such as the redistribution of wealth, power,

and employment on an international scale. (Makerere)

*k%k

C., The difference | pked up between with your reflection on

Nussbaum and mine was that you did not agree with most of her ideas

of reorganizing elements such as redistribution of wealth, power and

empl oyment on an international scale. D
globally needo address why the above seems so impossible in order to

work on achieving some equity amongst womenand nwh?y canoét

we work towards Nussbaumos el ements if
achieve women éeingflepesstrdis givendo we | |

governments to reassess their policies and to address the imbalance that

exist, it can be maWhdeitfsaldessimetha& dondt yo
Nussbaumés ten human capabilities seems
clear that despite our locations or cultuddéferences we have

ultimately the same desires to live a life free from oppression and

discrimination. However, your reflection and the readings have helped

me to see that women's health and skelihg are not so clear cut . . . |

speak from a South Afram context where it is virtually impossible for

women to move freely from place to place or to be secure against

violent assault because of our crime situation; our bodily integrity and

bodily health are compromised every second of the day. (UWC)

These obervations and queries prompted the student from UMD to respond:

Thankyou for your responses! | reviewed what | had posted before and
| can see how we would disagree. | personally would love to see a
world where countries care about each other and @il bountries

based on their need. | think Nussbaum is reflecting her idea of a perfect
utopia, but | have to stick by my comment that it would unfortunately
never happen. As | am sure most of you all know, the United States
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rarely takes action unless tkdas some sort of motivation to do so . . .

However, | also think thdiusinesses and ngovernmental

organizations may play a huge role in attempting to accomplish some of

the ideas that Nussbaum lays out and I think this is the most feasible

way of doirg it. NGOs have been responsible for a wide range of

programs that are at least making small steps towards providing better

health and welbeing programs; especially for women . . . NGOs are

one example of reorgani zi-beigg weal th to b

Note the ways in which student posts above provide clear evidences both from
readingsand from their own lived experiences in support of the perspectives they
articulated; all participants benefitted from the collective podding sharingf
knowledgethat resulted. Exchanges such as these continued to occur throughout the
course as students collaborated together to construct their final projects; contestations
followed this model of productive and mutually respectful engageréalbgic
contestatiortoncerning controversial topiegould, perhapsbe more unusual in a
traditional faceto-face classroom situation, in which students may feel more
constrained in their interactions with each other. These opening virtual dialogues were
so frequently cited ifinal reflective essays that one easily deduces their impact on
student learning as significaidne student observed:

In a traditional classroom situation one tends not to be so challenging if

one does not agree with immotel | ow studen

circumstances there is not enough time to offer your opinion on a

matter you did not agree with in the classroom because of lecture time

constraints. | found that one can challenge and clear up issues in the
discussion forum one has with fellow dants much more easily.

At the conclusion oassignment three, participants were asked to articulate
how the readingsand their virtual dialogues up to this point in the course had helped

them to think about their upcoming assignment to conduct adefaee interview
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with a local woman about her experiences of health andheelly. Representative
comments from students follow. A posting from a student at Makerere University is
re/produced in some length to reveal the thoroughness with which she aslthesse
guestion, and the manner in which student participants engaged in sytiitesih
shared processes of knowledgaking Many of these ideas were also reflected, if
less well developed, in posts authored by other students.

| am H., a (female) Ugalan. After reading the reflections of my virtual
classmates, | have understood that my ideas about the two terms are in
agreement with my virtual classmates. We all include social aspect to
be a part of health as well as wb#ing. Other classmates are
expressing similar ideas about health and Weelihg and this leads me

to come to a conclusion that after reading from Nussbaum, Northrup,
and the WHO and UNFPA websites, we have become more similar in
our understanding of health and wieding, unlike befae. We have

come to understand that there is a difference in connection with race,
geographical context, age, ethnicity and class. From the readings one
understands that health and wedling are socially and culturally
constructed and it follows that womeo are economically upright

and educated, have access to resources and control are more likely to
have better health and their weking is enhanced; this is clearly
identified from the differences among women in terms of class, age,
geographical areand etc.. . . These assignments have enhanced my
understanding of health and weking to be having a big relationship
between the mind and the body after reading life experiences from
different virtual classmates. And this has enhanced my ability to
interview a woman in my local area because | will be able to interpret
and analyze the unequal imbalances existing in different cultures, races,
class and geographical location which affect women differently.
(Makerere)

Six additional responses, excerptetblae note very specific ways in which
participants felt that broadened perspectives developed through their participation in
the first three assignments would assist them to conduct a more effective interview.

The work has enhanced my ability to interviawoman in my local
area on this topic as | must now concentrate not only on physical but
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also social and mental aspects as regar
being.

*kk

Christiane Northrup discusses the need to learn how to respect your
body; she suggestsahwe should engage our own inner wisdom in
order to improve our wholeness and heal
health and welbeing helps me to broaden my perspective. In my
interview, | will plan to ask and listen not only to the specific issues of

a wonan's physical or mental health, but also to many other aspects of
her life like freedom, economic state, sense of fulfillment, work,
education, relationships etc. The concrete example | can think of is my
plan to interview women who suffer from eating daser and | want to

do a narrative study in order to give space to the women's own words
and how they perceive the central issues and oppressions in their lives
that caused them to develop the eating disorder, perhaps as a symptom
that signals that sometlgns wrong in their welbeing.

*kk

Hi, S./! I havendt gotten a chance to re
but | really enjoy theni your writing is always very energetic and

refreshing. From what | pieced together, you are tariyt, very

spiritual, very welttraveled and live in Israel. There are all areas in

which we differ: Consequently, | am twenty, atheist, American,dand

unfortunatelyd have never traveled outside my country. Your interest

in spirituality really showed through in your response your writings

have shown me the need to recognize bot
agencyd and with this in mind, | feel much more prepared for my

interview. | can now compose interview questions and conduct my

interview with the mindset that women afietir souls and bodies are

powerful agents rather than victims of politics and economics.

*kk

Whoever | choose to interview will share my culture to some extent,
but she will also probably differ in many respects, and | will seek out
her concepts of healtand wellbeing before 1 try to fit them into a
normative frame.

K%k

These readings have deepened my perspective on the topic and
broadened the issues included irl would learn to listen to a woman
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in my community and ask her what she does, and whahe
circumstances she is-who is she taking care of, has she done any
physical checlups, how does she eat, does she want and have the
opportunity to study? What are her resources personally and in her
community?

*kk

| plan to interview my mother arfibnestly, | do not know what to
expect. She spent half of her life in the Philippines living in extreme
poverty. Now, she is a family physician and currently runs her own

practice. After [Ilknosthidis bingts sopand mo s

silly and nédve but, | realized that | only thought of my mother as a

mot her . l 6m finding..tneans. .ldnow f i cul t
that she is also a wife, sister, daughter, doictowt, | honest |l vy

think | ever saw her as more than my mbihthat makes any sense

As is richly manifest imarratives re/representisgudent voices above,
participants were enthusiastic about understandings they constiruthede

introductory virtual dialogues with one anotfidbout themselves, their pegesd

aboutl ocal and gl obal fact or s-being.Asacourse g
designerswe committed a generous allotment of time tes#fiest three assignments
becausave werepersuaded thagiven all of theborder crossings with which students
would necessarily dengagedcultural, disciplinary social, personayjirtual, etc), it
was incumbent upon us to allocate a considerable obiutike to dialogic processes

of community building across barriers of differenés.pedagogues, we felt it was

critical to allow this time/space for participants to tap into existing situated

knowledgesand to be able to compare and contrast thetitm thbse of their virtual

peersbefore promptinghemto collaboraive transactions in the processezof

construdng new knowledges. Although student feedback indicatedhbatlatively

shortenedime frame forsubsequentollaborative work in small groupsas a
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challenge informants were emphatic about thgortance of theeinitial dialogues to
their subsequetnowledgemaking transactions.

Importantly, through their virtualialogues, students were prompted te de
center themselves as learnensd thus tonterrogateheir own positions and
assumptions as well as thoselwdir peergMichaelDavidson 2004) The stories
narrated in their dialoguedso manifesthe ways in which these virtual transactions
promoted more meaningful learning engagement with the relevant literatures which
they were directed to read. From these initial dialogues, students nmboedseries
of connected assignments, the fopait of whichwas theirdatagathering interviews
in which they each spoke with a local woman informant about her experiences of
health and welbeing.These transactions airgerpretively describgand séectively
re/represemd (ogether with a description dbw they informedheir culminating
projectsg in ChapterSix. | conclude that chapter with re/representatiorisarhing
analyses that students constructed to evaluate their experience as meittimers of

Womends He a-Beirdicousse d Wel |
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Endnotes

! Although material used in this dissertation has been touched upon in these previous
projects, most of the data (atite accompanying analysis) re/produgedhis
dissertatiorhas yet to be published.

2 Other univesities representewereCentral Europan University, Bking Univerity,

Chinese WomanbBwha&ZoWdmgreds University and Ki
(both from South KorgaWhile it would have been ideal to hakad a participating

member from one of the Asian institutionsaur team, groupings when possible were

composed with attention to pairing scholars with similar disciplinary, teaching and

research interests as welltasnaximizing transnational participation in each group.

% Other modules constructed during the 20@stiiute explored (1) identities in local
and global contexts, (2) feminist cultural criticism, (3) women's leadership and
devel opment, and (4) globalizationds i mpac

* Participation in the module was voluntary on the pégll studentsvho were

enrolled in our2005courses. University of Maryland studestsolled in my course in
2005 were alfreshman and sophomorasdhad a limitedparticipatoryrole; they
provided feedback for each of the culminating projects. II2€@¥ course, all student
participants, including those at the University of Maryland were either in their final
year of undergraduate study or were already enrolled in graduate courses of study.

®>The open sourcelearning platform at UW®as beemevised sincewe first
uploaded the 2007 coursts aurrent iteration (KEWL.NEXTGEN) can be found at
http://www.ohloh.net/p/5081

® Additionally, Barllan University funded a technology aide to work online with the
ICT staff at UWC to upload the revised coaite its new platform in time for our
spring 2007course.

" The screenshot of the welcome page from our open soueeergng platform was
retrievedfrom http://elearn.uwc.ac.za/index.php?module=cont2@07).

® Several crieria have played a factor drecisions about when and how much

information to provide about aspects of identity such as the gameeysity

affiliation (etc.) of students authoririgese texts. | havendeavoredb strike abalance

as towhen the provision of added informatonwdul e nr i ch t he reader 6s
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of the participant exchangeand when to omiinformationas less relevanin

excerpts when privacy considerations necessitated the omission of personal markers of
identity, | have, at least, included institutiosahort identificationwhere it seemed to

be particularly relevant

°Jan Garrett provides a brief but wuseful
approach and framewarkttp://people.wku.edu/jan.garrett/ethics/nussbaum.htm
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Chapter Six: Virtual Collaborations T Wo men6s Heal t h

Well-Being, Transnational Perspectives
| found the course to have been designed quite carefully and that each
assignment was a building block towta the end product. Although it
was not in the beginning as clear as this, towards the separation of the
two groups it soon took shape for me, probably because smaller groups
offer the greater opportunity for more intimate from learning and

demanded a gater degree of attention of all members.
i BtudentWo mends He a-Being(2067h d We | |

Introduction

Chapter Five concluded with re/representatiivosn dialogues constructed by
virtual classmates during t hendwellbeingst assi
course. Chapter Six continues with a description of the knowdedeng
transactions in which students were subsequently engaged as they shifted from
communitywide dialogues to crossstitutional virtual work groups. Students worked
in these groups for the duration of the course in order to researdo and
collaborativelyproduce culminating projects; their findings were presented to their
virtual peers via a videoonference, and posted to the course Wiks a result of their
virtual transactions with transnational pegasd their collaborative engagement with
feminist knowledge frameworks, many participants were prompted to exaanth¢o
alterpreviously held assumptiomsb o ut wo me n 6 s-beimg@ ahallerdgingpga nd wel |
deepening, atior modifying them. Stories told by participants in and through their
transactions with one anotheas they ceconstructed digital knowledge projects about
womenods h e aeinghllunainatd a shadd tonsciousness that despite often

severe accesmd resource constraints, and in the face of vastly different lived
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experiences, participants realized unanticipated and transformative growth as learners.
Chapter Six concludes with re/representations of narratives from the learning analyses
authored bytsident participants at the conclusion of their course. Students reflected
cogently upon their experiences in the course, noting both the barriers to and the
rewards of successful learning engagement in the virtual classroom. While barriers
identified focuschiefly on challenges with technologies, benefits described center on
their technologyenabled collaborativprocesses dénowledgemaking.

Figure39, below, summarizes the flow of tasks across the semester. After
students transitioned (virtually) intoein small work groups, assignments four through
elevenaccounted for only a little more than half the time allocation of the entire
course. However, in terms of work production, these assignments were substantively
more intense than the introductory dialeg, which had been focused on building
community in the virtual classroom through dialogic discovery and-sédiiyg.? As
students dialogically shared t-bemnd,theyexperi e
also began to elaborate alternative knowlsdgj@out the topic through the sharing of
transnational perspectives. Workingyébher in the production afulminating projects
required students to mobilize collaborative work skills within the virtual classroom,
and to identify and analyze external res@s thawould extend and support the
articulation of thes&nowledges.

In co-producing culminating projects, students were required to work flexibly
among knowledge contexin communities frontevek localto global. These

activities included conductingualitatively structured facm-face interviews with
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local informantsthe aitical analyses othese interviewsand ofrelevant literatures,
andparticipation througlvirtual conferencing to producecallaborativedocument
reportingtheir findings. Ater peer reviewthis was posted to a digital platform. Each
of these activities addressed one or more of the objectives we had identified as

desirable learning outcom@s.

Syllabus Components

Assignments I 111 Assignments VT VII:
Virtual Dialogues Data Gathering/Analysis

Assignments VIII T X: Assignment XI:

Final Projects Presentation/Evaluation

Figure39: Syllabus

Student participation had beenemely animated throughout tivetial
dialogic tranactions, and studentemained highly engaged during their data
gathering interview (assignments four through seven). At the conclusion of their
interviews, however (and despite their universal enthusiasuosing the interviews as
data in their culminating projects), their anxiety about the demands of cyberspace
collaboration across multiple time zones, and their concerns about the technology

intensive nature of the projects they would be producingofadtheavily into a
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collective ebbing of earlier enthusiasm. Thegeational elements the virtual

classroom, together with oceasal technology misfires, describbdlow, temporarily

sl owed student sod pr ogssignsiengeadimesdorurately | t e d
the satisfaction students experienced as they collectively shared ownettbieip in
production otheir reports, and the anticipation of presenting their findings to one

another in the videgonference effectively renergized and renga@d them.

Discursive Constructions:Virtual Work G roups

Participantplacement irtheir virtualwork groups was chiefly based on two
factors: (a) student preference of research topic, and (b) our commitment as co
instructors to preserving the transnatioaspect of participant collaborations as
broadly as possible in each work grolipe instructor whose own research interests
were most closely aligned with the group topic facilitated each work gkbmpever,
all facilitators served as resources to stuslent other teams as needed. Figlie
below, summarizes the distribution of students emsstutionally within the four
work groupsAs is evident, all groups do not have the same number of participants.
Because we wisheghch student to have theirsfiror second choice of a research
topic, even at the expense of complete geographic diversity in each group, the social
well-being group was the smallest learning community. No students frosteBar
University were placed in the social weking group beause each of the five students
enrolled there were studying at the Ph.D. leaatl thus had the most livelefined
research interestapne of which were primarily focused on the topic of social-well

being. Howeverthe social wellbeing group did have twvof the male participants in
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the course; their participation brought a significant diversity of perspectives to the
groupods coll aborative work. And, even thou
allocated to the mental health group, it was the largeseokthik groups as it was the

first choice for many of the female students. Its broad geographic diversity was felt to

beavalued diversity factor, notwithstandirige lack of malgroup members

Institutional Cohort Representation in Work Groups
Total Students (Male Students)

. . University
Bz_;\r IIa_n Me_lkere_re University of Western
TOTAL | University | University | of Maryland C
ape
Bodily Integrity
(facilitated by Kimberlee) 9(3) 1 5(3) 2 1
Mental Health
11 2 2 4 3

(facilitated by Rivka )

ReproductiveHealth &
Sexuality 8 (1) 1 4 (1) 2 1
(facilitated by Grace)

Social WeltBeing
(facilitated by Vivienne)

Figure40: Institutional CohorRepresentation in Work Groups

5 (2) 0 1(1) 3 1(1)

Discursive Constructions: Interviews with Local Informants

Figure4l, below, provides a summary of assignments four through seven as
students prepared for, conducted, and reflected upon interviews with local informants
about their experiences of health and viseling. After first reading prototoabout
how to conduct a qualitative interview, each student posted potential interview
guestions to their groupds workspace on th

peers and facilitators. Participants then selected from among the posted quastions,
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conducted a faed-face interview with a female informant of their choice. Each

student posted an edited transcript of the

along with a guided journal reflection about the experience. Finally, studergs we

directed to read at least two interviews conducted by other members of their group,

and to prepare a preliminary |list of the
health and welbeing they noted in reading the interview transcripthe interviews

were a vital component of the research data base that students amassed in constructing
cul minating projects reporting-bemg womenos

comparatively and transnationally.

Interviews and Analysis

IV. Interview preparation:

*Complete readings on conducting a qualitative interview
*Post list of potential interview questions

*Compare your questions with those of your peers
*Add at | east two quest.i

V. Conduct a faceto-face interview with a
local female informant about health and weH
being

VI. Interview and reflection: ‘
Post an edited transcript of your interview with &
brief description of your informant;

Post a guided reflection about the experience,
identifying possible sources of bias involved

VIl. Interview analysis: ‘
Read interviews conducted by yourself ana

two members of your team looking for
t hemes that emerge about

experiences of health and wbking

Figure41: Tasks for Condcting and Analyzing Interviews

Relationships between the interviewers and their interviewees are summarized

in figure 42. Familial relationships included mothers, sisters and aunts. Students
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interviewingtheir mothers were all part of the University ollandcohort while
all of the other kinshipelationships were betweamformantsand interviewergrom
the other three universitieBriends were selected as informants as often as relatives
Students from each of the four institutions were equalhyiko selectcolleagues,

friends or roommatess their interview informants.

Demographics: Women Interviewed

EFriend ®Relative = Employer ®Professor ® Not Specified

Figure42: Demographics of Women Interviewed

Excerpts re/represented below ilLlustrat
andthediversity ofther experiences of health and wéking; they are a selective
sampling of the narratives that students c
informants to other course participants, and were posted as part of the culminating
projects. The universi affiliation of the interviewer is in parenthessat the end of

eachnarrativeexcerpt. Even in these bfiexcerptswhich vividly illustratethevariety
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of factors af f et@whaveamgrged oomnterdisws, lorf@aor t h
emerged as the mosalient. Consistent across all geographic, social, and cultural
contexts for interview informants no longer in their twenties was that all were heavily
involved in caretaking of family membersvhile working full or paritime outside of

the home. Many athese informants, even those with psstondary schooling,
appeared to benderemployed as a result of their caeking responsiltities; most

felt that their roleas caretakers haddversely affectetheir personal situation of

health and welbeing

Discursive Voices The Informants
Friends

| chose t o,ablhyeaesnold maered worGam and a mother
of three because in a symbolic way, the two of us constitute an

wholeness througheeonst ructing of the concept Aw
While G embodieste concept of Awomanhoodo and i
womanhoodo, |l chose to remain dAchildfre
point of view, the two of us personify options of multiplicity, the ability

to undermine societal and patriarchal dogmas and role models. G got

mari ed t o her fAhigh school sweethearto. .
book | ast year, at the age of 50. G def
wifeo. As opposed to her, | define myse

and editor, not as a wife. (Bédan)

**kk
| interviewed my roommate. She is an amazing and inspirational
person. She just recently graduated from UMD with a journalism

degree and is currently working for The Washington Post. She is very
intelligent and welspoken. She is also very creative MD)

Relatives
My interviewee was my sister. She is 25, single, Jewish by formality

but i1 dentifies her sel tschaotgraduata.s no r el i g
At present, she works in Florida, USA, as a store manager. She takes
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her hobby of photographing very smisly and hopes to one day be a
professional photographer. In the meantime she takes various
professional courses. She is very political in her ideals and activities.
Most of her present photographs were taken in the occupied territories,
expressing the $iering of Palestinians especially Palestinian women.

| work as a youth counselor in a boarding school, which is the home of
260 underprivileged children (ages-18) with various problems. | am

a very active feminist, as well as active politically. e both

bilinguali grew up in a Hebrew & English speaking home (my mother
is Israeli, my father is Canadian). (Blan)

*k%k

My interviewee that is my aunt is a 55 year old colored lady employed
as a sale lady in a second hand shop in Wellington 10GkmCape

Town. She is married and has got five grown up children and stays with
her husband and her youngest daughter aged 24 at home. They live in
an urban area and her husband is employed as a plumber at the local
municipality. She speaks English and iRfans; their home language is
Afrikaans. Her highest level of education is Grade 8; they had to leave
school early to financially assist their parents and were previously

di sadvantaged during the apartheid er a.
suffers from hypeaension. (UWC)

*kk

The lady | interviewed is my aunt and housemate. She is from
Zimbabwe as well which already makes us closer being from the same
country living in the Diaspora. She is 40 this year and she is a single
mother of two. She is a lawyer bygdession and is currently working

at a conflict resolution centre facilitating workshops internationally. We
believe in the same religion in this case Christianity. We also attend the
same place of fellowship in our religion. We speak the same language
Shama and we both are from a middle class background. We both are
black or African in race as one may choose to define it. (UWC)

K%k

| interviewed my mother, a fiftjour-yearold registered nurse. She

was born in Lucena, a town in the Philippines . . . @bged to the

United States and lived in New York City for about twenty years. Her
husband is Filipino and Spanish. Although she adapted to the American
lifestyle, many of the values she has are still those from the Philippines.
(UMD)
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*kk

My mother is adrty-nine-yearold government worker. She was raised
Catholic but is nonreligious. Her husband is Jewish. She has three
daughters, the oldest of which is from her previous marriage. She
graduated high school but did not attend college. She is on many
mediations and has experienced many health problems, particularly
arthritis. (UMD)

Colleagues

The lady | interviewed is a 35 year old lady living in Cape Town and
married with two children. She speaks English and Xhosa. She
currently works as a nurse alonggsiof me. She is a colleague and an
outspoken woman at that. She strongly believes in advancing herself
even with the challenges and lack of support she faces at times. She
speaks her mind and often challenges the status quo at her workplace.
She is an ehusiastic, hardworking lady and self motivated. (UWC)

Others

R. is 43 years old. She is the young sister of my best friend. She was
born at New York to exsraeli parents. She worked as a successful
lawyer, but about 8 years ago she decided to leavedeeipation and
she and her husband came to Israel anddheyinning an independent
business. Rhas no family in Israel. She has two young daughters. |
asked R to do the interview because | thought it is interesting to hear
how she manages being a tealy "old" working mother. And how

the stressful period impact her health, mental health and well being.
(Bar-llan)

*kk

My Interviewee is called Faith (not her real name). She is a married
woman aged 37years. She is a Munyarwanda by tribe but marréed t
Mukiga from Kabale District. They have three children, two kearys
one girl. I got to know heat the university. She is a Graduate
Bachelors degree from Makerere University. She isesalfloyed on
her farms. (Makerere)

K%k

My informant is a Ugandawoman that | have come to know and
respect as a mother figure. She is in her late thirties, married and has
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three children. She works as a teacher but is also currently furthering
her studies. She is a strict Catholic and is very talkative and assertive.
She views herself as liberated and free from cultural obstacles that
hinder many women in her society. (Makerere)

*kk

My informant is a fiftyfive-yearold Caucasian American woman with

three children. Her husband, from whom she is separated, currently

lives in the Middle East. She is not religious but her husband is a

Moslem, which has partially been the source of many marital issues.

She still feels that her husband uses his position to oppress and harass,
and this frustration is evident when she talkswliom. She feels very
strongly about politics, especially about her belief that women need to

be heard in society. She has a college degree and was, at one point,
enrolled in a masterod6s program. She has
been able to work foa very long time due to cagving obligations

and personal health issues; she has suffered extreme stress as a result of
many of the situations she has endured in her life. (UMD)

Student Reflections: The Interview Process

When we focus on the inteews collected, we find out that there are
di fferent transcultural per-spectives ab
being; however despite age, race, color, geographical location all
women are affected in their daily experiences. Women face different
problems ofviolence exemplified by poverty, no power to make
decisions, access tesources, gendered division of labor, being
battered by husbands . . . cultures both compromise and enhance
womends bodily integrity.
I TStudent reflectionWo me n 6 s He a-Beingp(206/n d We | |

In designing the syllabus, we anticipated that assignments would scaffold
shared understandiagf lived experiencg and offeminist literatures theorizing
wo menos h e aeirghandhat thesenuaderstandingsuld prompt students
to theorize transnational applications of scholarly frameworkthdeomments
re/represented belgwuthored by students as part of their final learning analyses, their

reflectionsindicatesatisfaction about the degree to which they felt\pedpared for
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the interview assignment after having completed earlier assignments. They also
indicate that their understandings of transnational theoretical frameworks were
materially transformed as they engaged in the construgbtragisand multisensorial
knowledgemaking transactions thatere prompted in the interview assignment,

Interviewing women about their health and wedling was challenging.
.. The preparation for the interviews assisted us to conduct the
interviews professionallytraining us to bélexible and to follow ethics,
for example, in building trust.

*k%k

The interview opened a door which hitherto had been difficult to open.
At the end of our discussions my interviewee expressed the need to
write about her experience. That to me was the begiroiia healing
process for her. | felt fulfilled doing that for her. Her interview also
spurred me to research about health practices in my country.

*k%k

| think the single most valuable thing about this course was being able

to conduct a qualitative int@ew with a woman about her health, and

being able to read my classmateds inter
this activity. Being able to read my cl
extremely revealing.

*k%k

Information extracted from different interviews indied the majority

of women perceive health as only the absence of disease in the body,
and this puts women in a very vulnerable state. For example the
majority of women (are) living under cultures that harm or violate their
bodily integrity, like female gatal mutilation, and will take it as

normal, and some are even proud about it.

K%k

One of the most illuminating experiences was reading the interviews
that were conducted in Africa because they used such candor in
describing the daily interactions thateaft gender issues.

*kk
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These intervieweesOdO responses were i mpo
way to inform myself and my classmates about the society that we are

living in globally. It is easy to walk away from something or ignore

something that does noirekctly affect you because you live on the

other side of the hemisphere. The responses from the interviews

brought me closer to these women . . . and while | still feel that there is

not much that | can do, perhaps this class is a way for us to startghelpi

by recognizing the problems and asking questions to understand the
situations of these women . .. 1 learn
are put at risk and there is little they can do about it.

*k%k

One of the most significant themes revealed innterviews was that

the obligation and burden of being a caretaker typically becomes the

responsibility of women. This situation is very common across the

globe because men exploit cultural dictates, applying stereotypical

gender biases that justify th@equal distribution of cargiving

responsibilities. Based on my interview, it is also evident that

stereotypical gender roles and gender bias result from repressive social

and cultural traditions. These social constructs directly relate to social

justice i ssues that perpetuate inequality a

*k%k

After reading my classmatesd interviews
presented across them, |l gained an appr
experiences transculturally. | realized that although the USitatks

has progressed, there dondét seem to be
achieved gender equality. The assignment also did a great job of

highlighting gendetbased power struggles and how seaidtural

dynamics shape gender inequalities. They alsbligigted how

undervalued the work is that is traditionally the responsibility of

women. Finally, the interview assignment demonstrated that although

womends experiences are individual and
class, age, etc., there is commonuyra crossnationally.

Student reflections about their experiences of these interviews also highlight
their awareness that themes about health andbe@lh cited by interview informants
(such as the prevalence of seciau | t ur al bar r iiestoexperiencewo me n 6 s

positive health and/ell-being), were resonant witheir own lived experiences; many
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had been referenced in earlier dialogues. However, as they encountered these themes

in their interviews, students were prompted to deepened conneotitwsen their

classroondialogues and relevant literaturd@hefollowing list of themeswvas

compiled bystucentsas part of theirnalyse of one anot herds inter
some way the focus of further research and analysis in at least onecoliningating
projects.
1 Distinctively local cultural constructsamo me n6s h e ebéingh and wel |
T The i mpacts of constructs of gender acr
bodily integrity, including
o Sexual powerlessness
o Violence against women
1 Gendered inelitiesin sociceconomic contexts as impactiagcess to
resources
o Women are not allowed to control and even inherit properspme
contexts
o Womenare not allowed tdind gainful employment in some contexts
o Community wellbeing versus individual webeing
1 Gendered inequalities with respect to etmidng responsibilities
1 Implications of the spread &flV /AIDS to womenandsubsequent effects on
children
1 Spiritualtyand womenés experi#$anges of health
1 Fear ofiness
1 Impact of physicabppearance n womeno6s hbeimglt h and wel |
T Womenods ¢gen dndationgli.e pregrmahcy h |
1 Mental/Physical/Emotional Stability
T Womends health needs di f fteemormagvef r om men

health construction

1 How gendered divisionsoffteo ur af fect womenoés
vulnerable to ill health

T Womends h e abeihghs hightyduscemtibld to and variable with
respect to their experiences of violence aodepty

A

T Womends dependency on men for thei

Situational analysis of empirical data from student interviews poignantly

illuminated for me the astute awarenassnenacross geographic contexts nfast of

social factors affectinther compromised health status, even if they are unable to take
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actions thawould address or remediate them. A common expression threaded

throughout the interviews and the projects which developed around them was a

determined sense of hope that a commitment to working together to pradenw

with education, includingditer cloicsof and access to fibest pr a
resources may eventually lead to more positive health outcomes for women across

geographic contexts.

Discursive Collaborations Producing Culminating Projects

After posting their interview transcripts, andith@reliminary analyses of data
generated from interviews, students in each of the work groups gathered virtually for a
synchronous planning meeting. The primary
to discuss interview material judged to be most relet@developing their
collaborative research project, and to decide how to complete each of the required
features of the project (summarized in figd@ below). Through synchronous chat,
students developed an outline and a project timeline to assisirtleamducting
research, compiling and writing up results,and eer edi ti ng/ revi ewing
contributions in a timely manner. As facilitators, we moderated the chat and helped
students to allcate the tasks. Followingitial chat sessions, stadts continued to
work in both synchronous and asynchronous modes (with instructor support and

facilitation as needed) in collaborating to produce their group projects.
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Collaboration: Final Projects

VIIl. Synchronous chat:

Meet virtually with final group members and
facilitator to plan final project;

Reread interviews of each group member to
identity data relevant to specific stheme

IX: Individual Research:
Post data from assignment eight;
Identify at least three additional academic sources

relevant to the group project and post an annotated
bibliography for each

X: Co-construct final project:

Summarize global and local factors of impact and
topical issues raised in interviews and research;
Conclude with policy implications, specific
recommendations and directions for future research

Figure43: Collaborationi Final Projects

Each group expled one of four topicasserted biartha Nussbamto have
significant impacuniversallyo n wo me n 6 s e xalfhand waellbeiogetkeseo f  h e
topicswerebodily integrity, mental health, reproductive health and sexuality, and
social weltbeing. Using temes identified in theperendedinterviews as their
starting point, each group targeted their research to specifihenies within these
broader topics. Each portion of the project was required to have at least two group
members working collaborativetp generate a draft document, which was then
reviewed by other team members.

As part of their process, students were directed to identify outside research
sources, which were usgdgether with analysis of interview data establish a

generalcontextul background for womendbs health wit
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Groups were prompted to consi dbeingas opi cs ab

expressed in their own local situations, as well as globally. Participants collaboratively

wrote analysesf research, described existing health policies and practices with

respect to their topic, and produced recommended future policies that, if implemented

|l ocally or globally, would have-baingpositive
The requirementsfahe groupproject, both in terms of content and

collaborationwereadmittedly ambitious on our partvénthe mostacademically

advanced students found the process to be challenging, particularly given the

unanticipated technology challenges that haewgéneir transnational collaborations

even as digital technologies enabled their virtual processes of knowteigeg.

Studens alsofound thesustained commitment of time and effort requiaedoss

geographic contexts and multiple timmenes to be pragttive, butdraining in its

intensity. These elements wedtegther exacerbated by the relatively short time frame

allocated for the project, necessitategartby differing semester start and end dates

among the four institutiorsDespite thesenultiple constraiing elementsand

although many students indicated that they wishedetime hadbeenallowedto

permitthem to engage their topic more deeply, all groups developed successful

projects.Indeed, despite adverse technology experiences furthenitzbtand

documentedn crystallized re/representatiohsr 0 m s tearring analyses later in

the chapterthe degree of student commitment to collaborative process in the

production of these projects, which were posted to a wiki hosted at the Utgiedrs

Maryland, was singularly impressive.
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Women's Health and WeltBeing WIKI

Welcome to the Final Course Project for Women's Health and WelBeing:
Transcultural Perspectives (Spring 2007). Our online course was jointly
coordinated in Israel, South Africa, Uganda, and the U.S.A.

BODILY INTEGRITY

MENTAL HEALTH

REPRODUCTIVE HEALTH and SEXUALITY

SOCIAL WELL -BEING

Figure44: Screen Capture Projed Wiki

Projects developed by studegtoupsdemonstrated both a thorough
engagement with existing theoretical frameworks, and deepened undeigsanidin
their research topics as theejatedd6 womends exper i edbangs
transnationally. Each project also provided astutely incisive recommendations for

policy and practice changes at levels both local and glbttatweaving feminist

of

scholarship together with their own analyses of interview data, participants theorized

new knowledges that were not only highly relevant to each of their local geographic

contexts butvhichwerealsotransgressively other to dominant knowledge
hegemonieeas bout womené6s gender ed -lexgpobballye nces

Although a more thorough analysis of the culminating projeaistside the scope of
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this dissertationeven a cursorgxaminatiorrevealsacommon andtronglyshared

insistenceontheeed t o use a transnasexgeneacksof ens i n

health and welbeing Having posted their projects to the course wiki, students

approached the final series of tasks, which included sharing their knowledge projects

with their virtual geers in the course videmnference, with great anticipation. Figure

45 summarizes the componentstbis finalassignment

Presentations/Reflective Evaluation

XI.A - Videoconference:

Presentation of findings from all
group projects

X1.B - Project evaluation:

Complete an assessment of each
project, I ncl udi ng

XI.C - Reflective essay:

Construct a narrative assessing all
aspects of the course experience

Figure45: Assignment 11

Discursive Knowledge-Sharing: Video-Conference Presentations

The culminatingaspecbf the final projectand indeedin many ways of the

course itselfwas the videeconferenceT h e

Uni versity-obthearMar y| and

videoconf er ence cent eiondystenspermittdd usstacvirtealyn pr oj ect
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convene participants froall four centers in real time. Our use of the videmference
center was supported liyndsremainingin the Ford Foundatiomgrant supplemented
wi t h a nD®eésigratecaResearch Initiative Fuiddm the College of
Humanities at the University dflaryland. These funds also supported IT staffing at
each of the other three universities to prepare for the sadeterence. Preparations
for the videaconference, which waseld in April, actually began in January 2007, a
full month beforethe course iself commenced Funding allowed us to advertise the
video-conference in each university commun#yd to stream the presentation live
during the videoconference. The videonference was also available online for one
month following the event. Aublicity poster (see figurbelow) was created and

shipped to each of the universities.
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This poster, created by Catheri
WOV KIS CEENOAWA SIS | Nichols (at the - iversity of

Transnational Perspectives

Maryl andoés @ used]

dndpeddgogl.es A Video Conference t wo Of t h € . un I
colors White ext identified the
Apilis participating faculty from each o
00 2.m.-10:00 2.m. the four centers and described

transnational premise of th
course. Nichol8 d e srnceph
celebrated the hope embodied
the course. fie treesymbolized
its collaborative pedagogy.The
singing bird perched on one ¢
the (as yet) bare branchy
suggests optimism that this ar
future collaborationsconcerning
womenos heal th
awareness of the need for mo
equitable policies and structures
at levels local, transnationaind
global. As was subsequentl
acknowledged by participants, tf
transnational knowledggharing
occurring in the deo-conference
promoted exactly this awarene
for many.

Figure46: Video-Conference Poster

At the 90 minute vide@onference, each student briefly presented a portion of
his or her project findings. [uto the difference in time zones, the conference was
held at the beginning of the University of Maryland work day (8:00 am) and at the
close of the work day in Cape Town, South Africa. Despite the occurrence of last
minute technology issues (which by nbad come to seem inevitable), students found
their participation to be absolutely exhilaratingven those from Baitan who were

able to participate only via a sound link for much of the time. A representative
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sampling of their reflections is briefly esspted below; further comments about the
video-conference expence are reproduced later in the chaptayether with other
re/representations culled from student learning analyses. Reflected in these an

subsequent texis the profoundly affectiveral multrmo d al qual ity of par
shared learning experiences.

That videoconference made me see the power that can be wielded by
women working together. To see my classmates from around the world
and tosee thepublication of our work online has gim me deep

fulfilment. | feel the power of togethernegslWC)

*k%

Very many of us had good time in the videoconference and we
experienced what we had never in our lives sl was good for us all.
(Makerere)

*k%k

| want to elaborate more on the videaérence. | have never
experienced anything like it before. It was already interesting to me that
I would be in a class with students not just from my school but from
other schools across the world. The opportunity to actually speak with
them and see theon video simultaneously was an amazing and
historical experience. It spoke to the advancement of technology in this
day in age and to the determination of the teachers who worked hard to
make this happeriBar-llan)

*kk

The videoconference was AWESOMEehlly enjoyed verbally
communicating my thoughts with all of the students in the course.
(UMD)

K%k

The videoconference was one of the cool
ever had! It was so exciting to finally get to see the people behind the

wonderful poss that | had been reading. What an amazing coricept

classes from several different countries meeting up to discuss issues

about wo me n 6 s-beimgaad ways of@mhancing ehém. |
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wish we could have had more of thésgerhaps at the beginnirgd at

the end of the courdebut | understand that these videoconfes=nare

extremely costly s@s probably not feasibl§lUMD)

The conference was such a tangibly collaborative and so unique a learning
experience for participants that it more than eseeleexpectations for all involved,
including the facilitators and other faculty who were in attendance at each of the
centersPerhaps the most extraordinary revelation of the viaderence for
participants wagds discursivearticulation of authenticdrder crossingsnacted
through thevirtual performance of technologies and humtogether Obviously, the
main borders were geograpfhiistudents from four countriesere virtually present
together as they sharéukir coconstructed knowledges aboutwem 6 s heal t h and
well-being. But the conference also enaldednstance of bridginigetween teachers
and students, as alemocraticallycontributed their insights tdis analysis. Together
with earlierdialoguesandthe community building and bridgingdt occurred among
participants through collaborating on th®jects, the videaconferencdacilitated
student s6 c ol lindransnatiorel kpoaledgmaking.(Shated o n
knowledge included stories of similaealth challenges faced by women asrthe
world, as well as illustrations of therofound differenceand disparities existing in
womenods exper i en ebeirg atdefels bathdocal amd globatl we | |

Presenters in the videmnference cited a range of factors as having an impact
on womenos hbeiaglthese inadudeissuesof gender bias, lack of
knowledge, education and resources, and the resistance of institutional and

governmental structures to change. These were genesumiprtedvith research

244



andillustrated wit relevant examples. Narrative excerpts re/represented below
summarize findinggrom each work group that wedescussed at the videmmnference
with respect to barrierstand/ or future policy recommendat
enhanced experiences of healtl arell-being; these textare part of theulminatirg
projectsarchived on the course wiki.
Bodily Integrity:

Womends dependency on men for their hea
negatively as they cannot make their own choices. For example it is
often the hulsands or partners who decide when, how and where

women and children will receive treatment . . . Women lack

information, education, skills, support, and services needed to make
responsible decisions about their health, Welhg and bodily integrity
thatwould be consistent with their own values. It has been noted that
women in developed countries have better health seeking behaviors as
compared to the developing ones. However, as is also noted . . . even in
developed countries many women without suffiti®come, education,

or access to resources are forced to choose between access to health
resources and other basic needs for themselves or for their families. In
general, women suffer a severe lack of appropriate and accessible
sexual and reproductive Heaservices, which although most severe in

the African context, is nonetheless, also highly problematic in the other
geographic locations as well.

Mental Health:

Many barriers and obstacles stand in the way of achieving changes in
policies and practe&s. In developing countries, there is a lack of
willingness on the part of the government to provide funding for
research projects. Other barriers include issues of ethics, capability,
accessibility, accountability and accuracy. Difficulties in implementin
government policies mean that many have ended up on paper and are
more rhetoric than reality. We suggest thinking about the world as a
community, rather than a world separated by nations. Changing the way
we think about our political connections provaevider range of
possibilities. We hope our module encourages others to actively engage
in the production and propagation of knowledge of the cultural and
political implications of women and mental health.
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Reproductive Health/HIV/Aids:

In every settingwomen are more vulnerable than men to HIV/AIDS,;

this results from many intersecting factors Thebestpolicies may

includee nhanci ng wo-makingpssitichg i all spheven of
political, social and economic nature, both in the domestic ahlicp

sphere . . . However, we caution that local, regional, national, and
transnational organizations would face barriers while implementing

such policies . . such as having inadequate resources, gender
stereotypes which cowdgandlilesiaseella | o
as menod6és, strong attachment to di
instability, including lack of or inadequate governmental support for
policy implementation.

t to w
fferen

Social WeltBeing:

The issue of welbeing is often olmured by tle emphasis on health.

The concept of woméns -beind) should be expanded .The

i mpact of gender bias on womends | ives
research to attain knowledge of tinealth and well being of women . .

. There is lack of dataonwhatanpr omi ses or enhances a Wwf(
well being, especially in Africa. .information should be collected at

all levels, and should be disaggregated by age, sex, gender, and other

relevant social groupings such as ethnicity or sestainomic class.

Qualitaive data may indicate problems with the provision of services,

which are not ilistrated by quantitative ratad/omen need to be

educated about their basic human rights so they can enhance their social

well-being.

DiscursiveVoices Student Learning Analyses

Following the videoconference, students completed the final tasks of the

course. These included evaluations of their own collaborative project experience, and

providing feedback on the projects produced by the other teams. Students were also

directedto compose a learning analysis of not more than 1200 words reflecting on

their individual degree of participation in the course. They were asked to highlight

what they perceived to have been the most striking aspects of their learning.
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Participants were inted (but not required) to comment upon any other aspects of the
course syllabus and design that seemed relevant to them, and to submit critiques and
suggestions for further iterations of the course. The entire assignment, including the
video-conferencewas worth 10% of the total course grade. Thus it was to our
considerable astonishment and delight that we received evaluations and essays that far
exceeded assignment requirements (and our own expectations) both in their rich detail,
and in their overwhelingly positive and insightful reflections about their course
learningexperience

In thesefinal commentsstudents constructed thoughtful analyses about the
collaborative knowledgéuilding processes of the course, as welhasdegree to
whichthey faund the experience tave beem deeply engaging one. Their reflections
indicate that because students perceived their assignments to be authentically
meaningful, particularly in terms of transnational knowletgéding, they were
willing to work collabaatively (with supportive facilitation) despite substantive
obstaclessuch as time constraints and technology access issues. #ighedow,
graphsthe relative occurrence of tlkeytopicsabout which students wrote in their
essays. Aepresentativesap | i ng s el e c trardativsollows foseaand e nt s 6
of the four elements most frequently cited: technologies, course design, assessment,

and collaborative process.
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Learning Analysis: Student Reflections

Technologies  Course Desigr  Assessment Collaborative
Process

Figure47:. Reflections’ Assignment 11

Reflections: Technologies

Introducing critical questions of resource availability and access, stories told by
student informants challenge notions ttheet deployment odligital technologiesin
and of themselvegrasanequitable access tamowledgemaking opportunitieamong
Anewl y digialiearners.CAlthough concerns of access were clearly heightened
in this particular transnationai@llaboration(bringing together participants from
institutions on both sidesf the north/south developmedivide), student naatives
strongly suggest the need of a broader feose thatacknowledgesot only the still
deeply persistent nature of the north/south digital divbdé also the issues inequity

and incommensurabilityelevant toanytechnologyrich learning envirament(Joseph
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Kamugisha, 2007Simone Volet& Marold Wosnitza 2004). Despite strenuous efforts
by academics and IT support staff to construct as seamlessly smooth a technology
enabled learning environment as possible, our transnational collaborations were
punctuated by a range of technolegjated disruptionthat demandeljurdensome
labor on the part of all participants to resolve.

Student narratives reflect considerable frustration with the broad array of
technologychallengesand constraintthataffectedther communication within the
virtual classrooni even aghey acknowledged tha&tchnologywas a critical element
in enabling and shapingeir transnational and collaboratilearning praxis. Many
students expressed a general dissatisfaction hétlslow response time and perceived
clumsiness of the navigationadtures oKEWL, theopen source-&arning platform
on which our course was hosted. Two larger issues, however, appear to have been
even more widely experienced as problematic elementddents(1) the lack of
adequate technologwgfrastructure and resource accassheir respective institutions,
and (2) the lack afufficiently responsivenstitutionaltrouble shootingsupportwith
IT issueswhen they occurredVhile students werepareciative of the opportunity
technology afforded them to participate in the course, they were not only frustrated but
seveely hampered by thesesues$ Nonetheless, lthough students were frank in
describing these shortcomings, their estimation ofrtipact on their learning
collaborations was actually less harsh than my own. While loftas both remorseful
andindignant at the ways in which | perceived students to have been needlessly

hampered by these continuing technology issleeding a sensefauilt for their
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strugglesthey consistently qualified their own description of these pitfalls with
unqualified enthusiasm for the opportunitiesthe ur se af forded them to
doi ng taorgss Mirthad borders.

Challenges detailed by steigks remain problematin virtual learning
environmentseven at the present moménparticularly (but not exclusively) at
institutions in the global south. Each time thegtco-taught an iteration of this cose
(2005, 2007, 2010), wattempted to ensarthatparticipantsvould havenominal
access to comparaldepport resourcefols andtechnologiest each of their
respective institutions. However, for most of these participants (including some at the
most Odevel opedd i nMdrylandyuniversity computeelabsJni ver si
were their only reliable source of computer access. Students at all institutions
discovered to our collective dismay that university computer labs were frequently
unavailable at the odd times that synchronous commumiatieeded to be scheduled
across multiple time zoneA&t some of the institutions, even this limited access was
curtailed by external factors. Within the twelve week course, flaesersincluded
government and institutionblidget shortfallshat tempoarily closed labs entirely
frequentpowerinterruptions anautages, university labor strikes, awither types of
local political unrest In these instances, many students had to resort to using local
internet cafes.

Although virtual design options ohé KEWL platform were relatively limited
and students found them confusing at times, it was primarily our failure as designers to

understand the potential of these larger issuesstaptcollaborative knowledge
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building processes that most struck usvasanalyzed student feedbacka &xample
that has yet to be satisfactorily resolved (as is, unfortunabelycase wittmanyof the
technology issueslentified by studen)sconcernssomplications that arose
participating insynchronous chat3.00 often, despite our best efforts to preview
problems that might arise, support staff proved unable to quickly resolve chatiissues
whether it was making a lab available for chats, or having a staff person on call. While
IT support was requested in advanceupport chatsand to trouble shoot problems,
in many cases it took the IT staff hours or days to figure out what caused an issue
during a chat, or how to address it. ArthaughIT support staff had assuredins
advanceof the ability of their systemasnd staffto handle the demands of synchronous
chat, and systems checks indicated that each university had the nominal capacity
(speed/disc storage/memoejc.) to handle a synchronous chat involving fewer than a
dozen participantsjnforeseen obstacles $uasthediffering types and layers of
security (firewallsetc.) sloved chat timeat bestandmade them largely impenetrable
in the worst scenarios reported by some participarsen students using their own
computing system® engagen group chat from outside of university computer labs
were adversely affectday many of these issues, including slow response times,
despite thespace (university or otherwis) whichthey were physically locatems
virtual participants?

While the toefrequent unrkability of the KEWL platform to support real time
text chat for studentparticularly for those participating fromutside the UWC

institution remained consistently problematitifficulty conductingtransnationateal
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time chat extends beyond the KEWAfrastructure Indeedpur experienceas
collaborating academscusinga variety ofiT toolsand platforms t@onduct
synchronous chdtom ourdispersed geographic locatiomgyve beenljke those of
our studentsessthansatisfactory These and o#r technology issues never
adequatelyesolvedduring ourteaching ofth&Vo me n 6 s He a-Beinp and Wel |
course servetb strongly illuminatel for us theoverallinadequacyf technology
infrastructure and staffingt participating institutions of higherdeningin the support
of faculty working to uséechnologytools for classroom teaching purposékese
difficulties wereexacerbatedas is often the case for faculty attempting to utilize
digital technologieshy the facthat none of us haenough expeence using
technologiesn classroom teachinigp be able to interface very eftaely with IT
support staff irdescribingor adequately understanditige issuesve encountered
Technol ogical Aglitchesd not witbfst andin
synchronous chat experiences to their collaborative knowdbdiging transactions.
It allowed them to establish a sense of rapport with their virtual peers at the beginning
of their group collabation and to subsequently exchange feedback with nothar
as they allocated and completed responsibilities for their culminating profest.
opportunity to virt uiadommeghingapgaimaingaealdimet o b e
was viewed by students in hindsight as an almost necessamgquisite to heir
abilities to build pathways of communicatitmat weresufficient to support the

production of what was for many their first collaborative cyber project.
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Unfortunately, as students moved through the process of creating their projects
and posting theran the wiki site, they continued to experience a range of technology
usage problems that strained, rather than facilitated, their collaborative praxfesses
knowledgebuilding. It was not that students were afraid to experiment with new
technologies. Indek they were eager to do so. But many of them had less experience
with newer digital technologies than we had imagined, and even those who had some
experience of them had generally used them as consumers of rather than as producers
of knowledge. All of thee issues were compounded by a brisk time schéalglet
projects ready for the scheddieideo-conferenceAst h eofficialoGonduits of
technology access were curtailed in unanticipated ways by our failure to preview
institutional and structural inadaeacies, students often lost precious time in seeking
other avenues of online communicatiés. a resultstudents were unable to meet
deadlines, and in the push to mobilize tech support for them, our own abilities to
trouble shoot other issues needinglfi@tion, and to provide timely feedback in
marking assignmentsa/as compromised. Although many students would,
understandably, have preferrdtht welighten the derands of the remaining tasks
compensate for lost time, as we consulted together wih&tlto do so would be to
compromise the integrity of their transnational knowletigéding projects, and thus
strip the course of its transformative potential. Students proved to be remarkably
resilientin the face of these challenges, however, and ves@urceful in overcoming

obstacles. Nonetheless,tasir textsindicate students were perhaps most troubled by
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the ways in which these issuiaserfered with their ability to work collaboratively with
their virtual peers.

The use of dearning is supdr despite its challenges but efforts should
continue to be made to accommodate those with limited agths&C)

*kk

There were many challenges; a major one was access to a fast and
reliable internet facility. Living in a small city that has only two insr
cafes which break down frequently, are overatedand sometimes
fail to connect to the ISP is highly problematic for this module. This
needs stressing to new students from resepooe countries(UWC)

*k%

Due to no access to computers at our comrerg some aspects of the
module havéoeen a problem. Otherwise the assignments could be
accessed whenever one gets a computer and activities were quite clear
and | recommend them for future work. What was bringing problems
was the time for chatting, whiaould be clashing with the time we

were given chance to access compui@iskerere)

*kk

We had only 3 hours a day to access computers in the gender
department computer lab, which was not always enough to complete
our assignments in time. Very often, thavere power problems, and
access to the net was not easy at the university. Internet problems were
yet another challenge. Sometimes, there was lack of internet
connections at the university, and the costs in private internet cafes are
a bit high.(Bar-1lan)

*kk

After | spoke to a few of my classmates, we all confessed to having
similar problems with the KEWL site. It was difficult to navigate and at
times very slow. The assignment directions were located in many
different places; maybe it would be betifdhere was a single link that
could provide the students with all the necessary information. This
would definitely save time; | would say that | spent a good amount of
time just trying to figure the site out. In addition to the latk o
organization, thealendar on the main page was not helpful because it
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never showed the modified due dates which, unfortunately added to the
confusion.(UMD)

*kk

The technology in the course was fairly useful. | am extremely
computer savvy, yet | struggled with the KEWLesiWebCT, which |

had used in online courses previously was incredibly user friendly . . . |
found the KEWL site to be confusing and many times | spent a long
time looking for information on previous assignments, @iéAD)

*kk

Technically | had a diffiglt time with the KEWL server, because it was
so slow. This was umotivating for me, and it made the site a lot less
navigable. In particular, during our group chats, | would become very
frustrated because of the lag tiinéwould type something and thé&n
would not be seen because it took minutes for it to be displayed. For
example, one time, | repeated myself 4 times because nobody had
noticed my response. The result was that | contributed less than |
normally would have, only saying the essentialghen, because | di dn¢
want to crowd the server, and because it seemed like my comments
were not being received. It should be noted, though, that despite these
technical issues, the group chats were very exciting because | was able
to interact with my classates live, so it felt more collaborative than
simply posting a response to an assignment. The chats were an
excellent tool, so instead of cutting them out, | would suggest

improving the module if at all possible, or perhaps consider alternate
methods of catting, such as through MSN messenger or AIMV/C)

*k%k

The chat room experience was good, although it was difficult to try and
coordinate chat times because of time zone differences between all of
the participants. | was a bit annoyed with the respanseit] kept on
getting logged off. As a result, | lost the data and information that |
was trying to discuss with my colleaguééakerere)

K%k

Technology was great except for slowness of chat feéti\\éC)

*kk
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The chat room experience started out wiime apprehension, as this

was a new experience. Apart from a few mishaps and becoming

familiar with the process, it was a good experience . . . It was

comfortable to have a peer educator to support us in théBabllan)

As facilitators, what trouleld us most was that thesehnologyissues proved
exacerbating tthe already complicated epistemological challenges that students
routinely encounter in learning tmmmunicateand collaborate effectively online with
peers acrosgiversegeographic anduttural contextgYvonne Y. H. Fung, 2004
LarsErik Jonsson, Sylvi Vigmo, Louise Peters@Annika BergvikenRensfeldt,
2001).Nonetheless, and despite the fact thather/scholarsontinue to report a
range oftroublingissues irconfronting theubiqutousdigital divide thatmanifests
itself in student experience bothterms ofphysicalaccessandin commensurbility
of technology experiendeandeven hough it appears at first to lbeunterintuitively
paradoxical data analysiffom the WHWB couseunmistakablyindicatesthat many
students selfeportedtheir growth in online learning dis to beone of the most
satsfying aspects of the courggnalysis of their texts also yields tegually
unambiguoudinding that empathetic and ongoing fatalion offered by instructors
was an indispensable component in their ability to experience their struggles as
measurably transformatiyand @& amarker of their growth as learne/ong with
noting the constraints of the technology resources, thergfartgipants
simultaneously expressed appreciation forvlgs in whichtechnologies enabled
their participation in a transnational exchange of this type. Their reflections

insightfully challenge the variety of institutional limitations that stetrange their

ability to fully experience theirtual capacity of the course, and explicitly point to
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important theoretical as well @sagmatic factors that would be usefully considered in
planning future course iterations.

The wiki is great but how will disagntaged women make use of it?
(UWC)

*kk

have done the course at al |

We coul dnod
i was fl awed at times | 6m mos

although
(UMD)

t
t
*k%k

Working with colleagues was one of the most exciting aspecteof t
course . . . creating friendly relationships was inevitable. | was so
overjoyed when | saw some of them in the videoconference. | only wish
they were close enough, | would shake e
them a bigHUG! From all this, | learnt thatchnology can actually

unite people far away from each other, and create friendly relations that
are academically, socially, and otherwise inspiring and developmental.
More so, the fulfillment of tasks if done on time and if responsibilities
are shared aomg individuals, gets more knowledge of the concepts.
The contacts we made to/with each other through email, and chatting,
and the consultations with my colleagues in Uganda, helped me to
complete my assignmeni®lakerere)

*k%k

The team spirit being baiithrough working together in the chat made
me feel we can run projects through networking on improving on the
health of women(UWC)

Reflections: Course Design

What fascinates me and what is differen
taken is that much of éhinformation that helped broaden my
knowledge came from my fellow students, whereas it traditionally
comes from the professor. Our professors for this class, however, were
truly facilitators in the way they guided us while allowing the lessons to
materiaize from the group processes.

I iStudentWo me n 6 s He a-Beinp20a7h d We |l |
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In their learning analyses, student comments reflect considerable homogeneity
I n perceiving t heociai@masuucteigidesigh te mverpiowsded a n d
thema unguelyefficaciousa ppr oach for exploring the topi
well-being. Narratives selectively re/represented below indicate that in the intensity of
their sustained dialogic interactions, participants perceived that their knowledge
making praesses were materially facilitated by the collaborative and constructivist
design of their virtual transactions. Participants reflected thoughtfully on these
relational aspects of their learning transactions, and on the value of a scaffolding
framework thaenabled them to build upon atwldeepemewly acquired
understandings articulated by themselves and their peers as they progressed
col |l abor at i thredglytheftdunse. Theiristorges) excerpted below, assert
that these elements of theiceurse experience facilitated their abilities to nourish
virtual collaboratios, even in challenging circumstances. Participant narratives
underscore the value of their shared role in knowladgking processes to the-co
construction ofransdiscifinary knowledges that wertrangressivelyglobal in scope.
|l thought it was great to begin with th
health and welbeing, but then go deeper into health and-veihg
areas that we find more interesting such as the reproductive health,
bodily integrity, etc. It was also pleasant to read about all of those

topics at the end of the course and be able to extend my knowledge of
womends health in other | ocations as we

K%k

It was not a textbook védengiba,n of womeno
focused more on the practicality and reality of how women actually

feel. The interviews, for instance, pr o
health and welbeing that, perhaps a regular classroom setting of

learning cannot provide.
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*kk

| really enjoyed doinghe interview since it was the first interview that
| did in my life using tape recording and doing it formally.

*kk

Chatting with the facilitator and our peers in the brain storming sessions

tapped into th&nowledge of each participant aneé gained isight

into the ideas of others that we would not havieer$ had we not been

incontact..I' t was interesting to read everybc
openness and transparency contributed to relationship building. The

views of our peers about their topic piced conversation and

discussion. The different points of view also made provision for critical

thinking and opinions.

*k%

The course provided us with the ability to analyze data we collected
through the interviews.

*kk

| learned so much throughreadmghd r evi ewing t he other g
information and their work.

*k%k

All of the assignments related well to the course and helped to explain
or complement course material. Breaking our class into different
sections was also incredibly useful because it madgmups smaller

and more condensed, allowing for greater specialization of the content
we covered.

**kk
The depth of the material we covered was something | did not realize
could be achieved via an online module. All of the assignments, as

opposed to siply being the exercises that are assigned in many other
classes, had purpose and were very meaningful.

K%k

The methodology of the course was perhaps the most unique aspect of
it, from the teaching style to the online module to the opportunity to
interactwith people all around the world! Most of the assignments were
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very meaningful, as | mentioned above, although our group was a little
confused about some parts of the final wiki project. Also, some more
optional readings might have been nice, although aweegl many
resources from our final projects.

*kk

The methodology of the course was really innovative and novel in that
it emphasized gender theory and feminist ideologies that address issues
of wo me-baing thraugh ah interactive online atmosphénee

of the most unique aspects of this course was that we were given the
opportunity to gain an international perspective from our group
members. This integration of viewpoints allowed a comprehensive
analysis of the topic in relation to the challenges thomen face in

other countries. This level of integration would not have been possible
in any other course format. The increased interaction that resulted
promoted responsiveness amongst my group members because
comments and feedback were immediatelyilalsée through the-e
learning website.

*k%k

The fact that we had to develop
health and welbeing meant to us was very significant . . . | also like

the fact that most of the assignments required that we read the other
group mates responses because we got a chance to see how other
people reflected or thought about certain issues. It was also important
we reflected on our group mateds
collaboration; it was good to get responses from @ur group

members of our own work just to see that out responses were actually
read.

*kk

By promoting this form of learning, the instructors were encouraging
students to be taught by peers, rather than a single professor. | feel this
type of learningismr e applicable to the fi
promoted a freal |l ifed view that
Rather than reading about other cultures and discussing their plights as
given to us in literature, students got to experience throlg posts,
interviews, and discussions of others exactly what issues are
predominate in their minds. This transnational view cannot be obtained
solely in a classroom. The interactions with other universities were
essential in this learning process.
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Not surprisingly, students struggled with some aspects of the course design,
particularlythose connected with the discursive construction of and performance of
virtual technologies, adiscusse@bove. In surprising numbers, their commeatisut
course degn pointto the gender imbalance among course participants as something
they felt should be addressed in future iterations of the course. And while many
students noted their appreciation of working closely in small groups, a few students
expressed reservahs about their experiences in groups, noting the challenges of
sustained virtual collaboration, particularly with respect to time constraints.

More men need to be involved in such projects, especially from those
universities that did not have them. Mame the perpetuators of

inequalities and they are the ones who own the resources hence need to
be involved. If they change their oppressive attitudes towards women
and girls then they can be in position to change other men when they
talk to them.

*kk

Furthermore, | would suggest that these other universitieshmare

having a course. .should involve male students laese they could

have also helpo get rich information since gender means both men and
women.

**kk
| must also note that not only was tieauty in this exchange of ideas
between women, we also had males enrolled which to me gave a much
needed flavor to the course. To me, the time when men across this

world recognize that a woman i ssue
peace and equality fail will arise.

K%k

| did not enjoy as much to work in the final group assignment because
it was very difficult to get hold of my other classmates even though |
was using email.

*kk
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| am of the view that the programme went way too fast and am not sure
iIf it was good or bad. Personally, | wish it went a bit slower so that one
can have time to internalize content gradually until it sinks perfectly in.

*kk

Managing the assignments of this course, together with the university
academic activities was anotlarallenge. It was at times difficult to

find an alternative to forego, since both according to me were equally
important.

*kk

Time management was another requirement of the course that was

challenging. One incident in particular challenged me to put group

interest above a personal challenge. It had to do with an unfortunate

situation when we were doing assignment four. Something happened

back home in Cameroon which gave me sleepless nights, and | could

not coordinate my thinking. If | were doing any otlkeurse | would

have asked for a holiday, but because the flow of the exercise depended

on everyoneods participation, I struggl e
assignment before going back to bed. The results were not good, but |

learnt the lesson of collabation.

*kk

There was some disagreement between me and my group mates with
what a qualitative interview is and should be.

*k%k

Once we broke off into groups | feel as if the cohesiveness of our class

as a whole quickly deteriorated. When working with mgroductive

health group, | feel as if | had completely lost sight of my other class

members and their research. | feel as if there should have been attempt

to bridge the work of the individual groups at a much earlier date. The
amount of informationleaend i n regards to a womands h
being may have been more extensive if we would have learned with the

other groups.

K%k

| would have appreciated a casteidy to be added to the course reading
materiali a casestudy of a community or country wang towards
setting standar ds -bang. It wonldadties heal t h &
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process of bringing academia closer to the real struggles of women and

their communities for a more equal and fair world. It could also be used

to test the usefulness ofttkeN6 s Mi | | enni um Devel opment
assess how far the realisation of these goals would go to ensure well

being for women around the globe.

Reflections: Assessment

To our surprise, many students chose to comment on the methods of course
assessmenWithout exception, these comments were positive in nature, and
demonstrated their perceptions of the importance of having assesbatamas
transparently anduthentically integrated intitve learning praxisAs excepted
re/representationadicate, degite well-documented frustrations with technology and
with the heavycollaborativeworkload of the course, assessment was one of several
elements that contributed to high levels of overall satisfadtiostudentsParticularly
rewarding for students waise opportunity to be continuously involved in a peer
feedback loop. Students enjoyed providing and receiving peer feedback throughout the
course, and being rewarded for doing so; they amsphasizedhe facilitative
assistance they reseid from the cowge instructorsis useful. As a group, informants
indicated that facilitators weidghly instrumental in prompting them to become
productively engaged in the learning communty.

The markings were both encouraging and challenging, and especially
fair.

* k%

| think the way the assignments were thought through made it very easy
to learn and to try to be open minded about other points of view
regarding the same topics. | liked that we were able to assess and be
assessed by our own class members
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*kk

The natwe of the feedback throughout the course was encouraging and

positive. On no account were we judged or put down. We were

timeously motivated to complete each section of the work and a vital

|l ink was formed as each participantods w

*kk

The grading rubrics . .served as a guideline and an indicator of the
expectations for the course. They also allowed us to do self evaluation,
after completion of a section of work, as we could monitor the work
ourselves and we could set our owarslards. The grading rubrics

were clear and covered all aspects of the work.

*k%

Through the thoughtful assessment and feedback in this course, | was
able to continually modify the development of my research by
incorporating different perspectives anhlysis.

*kk

| really enjoyed that some of the assignments were to give comments
regarding our virtual classmates work and that | was also given
comments from them. This motivated me and made the work very
interesting . . . furthermore the learning wasenenjoyable and | think

| got a lot out of the course without even realizing that | was learning so

much

*%%
|l really enjoyed my classmatebds feedbac
were required to comment on each ot hero
in what they had to say.
Reflections: Collaborative Process
As | coded data from studentsé | earning

commentary reflectephsightfully on theirstrongly affectiveransactionss virtual

collaborators. While these coremts clearly pertain to the overall constructivist design
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of the course, and thus might have been included with other comments relevant to
course design excerpted above, tkeimments about the unique experieate
transnational knowledghuilding throughvirtual collaborationdemanded, it seemed
to me, to be underscored separately. Students took the opportunity to stress the
pleasure they derived, as well as the satisfaction they experienttedr close
collaboraton with virtual peers. Ashey notebelow, the cultural border crossings they
experienced as they collaborated together were among the most striking elements of
their learning processes. Embedded within their comments, as well, is their
acknowledgement of the effort these collaborations ddedand their
understandings thalhe benefits derived demanded many types of labor on the part of
virtual classmates and learning partners. Students came to appreciatec(as shd
instructors asve collaboratedvith one anotherand in our interactionsith students)
t hat coll aboration flourishes in correspon
reflexive, to listen and to speak for and with understanding, and to work across
differences of many kinds as equals.

However . . . | only worked closelyith one other student on our part

for the final project. | really enjoyed working with her and | think that

overall, it was probably the most collaboratively written paper | have

ever done! However | would have enjoyed additional feedback or a

chance tavork more closely with my other classmates as well. 1t would

have been really great to work with someone from more than one other

country, and | think 1 would have learned even more from the
experience.

*kk
When | saw it how it was going | realized it wasre challenging than

| thought it would be. | appreciated that we had to review and analyze
the responses of our other classmates. Admittedly | was not completely

265



interested in their responses because | was focused solely on my
contribution. However, whel put forth the effort and reviewed their
work it was very useful. | was informed about the different experiences
of other people who were older and/or younger than me. | was able to
inform myself about the experiences of women who were from
different cdtures and societies.

*kk

Although working together was hard because of different time zones

and different cultural aspects, it was great to see how each person

i nterpreted wo mbem@ d feltire sethhologyzauld we | |
have been a little bltetter. It was so slow!

*k%

When we worked in partners (mine was a male colleague), it was easier
to get to know that individual and | enjoyed that aspect. | received a lot
of positive feedback from my partner in the final project and am happy
we waked well together.

*kk

| learned to work with others as a team and above all | learned to

appreciate peoplebds ideas, contribution
the best way of learning. Through it | have learned to be analytical on

issues and abovdl 0 appreciate criticism from others.

*k%k

This particular collaboration project was truly a unique experience and
overall, | am happy that | had the chance to participate. Before the
actual collaboration began, our facilitator Kim Staking asked each
stucent to write a reflection on collaboration. We were to write about

our past experiences with group projects and we also had to identity our
personal weaknesses and strengths. | admitted that | had a problem with
control. The desire to possess some kindamitrol has accompanied

me throughout much of my life. At first, | exerted control upon my

body; managing it, disciplining it, smoothing out all of the

imperfections, everything single inch of my body was subject to
improvement. Looking back at those dgdars | realize that | put so

much attention to the structure and form of my body that | failed
recognize the consequences of my actions. | no longer struggle with an
eating disorder but the desire for control is still alive and its focus is

now on othersThis is something | struggled with during the final
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project. My primary mistake was in conceiving the final project as a
Afinished product. o | only realized
Staking sent me a few days Bgb. She
actually expect collaboratidnthey just pretendThey really want a

very professional finished product, which means someone has to

compensate for someone elgée wantprocesgo count in learning and

eval uati on as |wantedthe coienttcbe pasilg nt . 0
understandable yet, also meet a high standard of academic work. |

wanted the group space to be aesthetically appealing and also project a
sense of academic authority. When | read the drafts, | compared them

to a rigid standard and | fedompelled to revrite their work

(fortunately | did not have a chance ted® everything). My obsession

with perfection and presentation prevented me from acknowledging the
agency in others. How many voices did | silence in the act of revision?

How many &periences did | erase in my blind obsession? This

dangerous kind of thinking reenacts old exclusions based on

differencé exclusions that we as feminists struggle to deconstruct both

inside and outside our community of practice.

*k%k

A good balance existdoetween individual work and group work. | had
anticipated that cultural differences would be more of an issue and
technical problems would be less of an issue, but it ended up being the
other way around for me. Communicating with fellow group members
wasrelatively easy and cultural or language barriers did not coniie up
rather the cultural differences enriched the interactions.

In their learning analyses, participants universally expresbégh degree of

engagemenh the course, citing the significa@ of the virtual dialogueand he

depth of new understandintf®ey gained as they negotiated with virtual peers in each
of the shared knowledgauilding sequences that mstitutedthe course. Howeveas
evidenced abovearticipants also franklycknowledged the often laborious costs
exacted in maintaining the level adllaborativeengagement required by the course
design In acknowledging their effortful labor gpticipantnarratives iluminate a

multitude of ways in which the virtual and transnaticglaments of this-¢earning
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situation greatly multiplied the extent and impact of saxitturatpolitical difference
among participants, and thus materially shagieallenges faced ithe sensanaking
negotiations in which participants were engagéur virtual and transnational
transactions multiplied not only the pleasurable intensity of their learning experiences
but alsathe relational inequalities with whicuch transactions are inevitably
transcribedTheir stories illustratparticipant® a neasrthat timely, empathetic, and
supportivefacilitation on the part of instructorgasa critical element in assisting them
to collaborate efficaciouslgnd with care for the oth@m knowledgemakingprocesses
situated within a virtual learning communithat required the straddling of
transnational barriersf differenceboth psychic and physicabisanWegmann

Joyce McAuley 2010)*

Reflections: Learning Competencies

As a part of their final essay, participants were asked to revisibilrse
leaming objectiveso reflect on which experiences of the course therggived to
have contributednost significantly to their knowledgeuilding. In their responses,
which were as diverse as the participants themselves, each referenced the value of
dialogicvirtual engagement with transnational classmates to their ability to construct
and to articulate new knowledges. Most of their narratives reflected significant new
understandings acquired in at least one of the following three competency areas:

O Understadi ng di mensions of difference
and weltbeing

0 Understanding of gendered differenitesvo menés experi ences

and weltbeing across transnational contexts

0 Attention to interrogating power relations in analyzingweomdé s heal t h

well-being

268

n

0]

ar



As selectively chronicled in narratives re/represented below, participant
reflections demonstratetiath r ough t heir i nterrogation of
health and welbeingas members of this transnational and feministaening
community, they acquired paradigrhanging insightsin many case$s e ar ner s 0
narratives also reflect the sense that their transactions assisted them to acquire a
greater awareness of themselveglabalas well adocalcitizens. Emerging from
narrative re/representationshich are deeply personal in their artidida, are
student s6é acute awareness of the degree to
comprehensively sharpened.

Understanding di mensions of difference
and wellbeing

The health concerns addressed by the younger women, and those of us
who fall in the age group above fifty were also different, confirming the
theory that age is one of the concerns to address when treating issues of
feminism.

*k%k

It is interesting to see how viewpoints on health andvelhg have
evolved since this first assignment. In looking back on my own initial
understanding of the concepts of health and-tveihg, | still believe

that health and welbeing are inextricably linked andulti-faceted, but
my depth of knowledge about the factors that compromise or enhance
them has greatly increased.

*kk

As a male student doing this module on
being was very interesting for me. | believe that women all over the

world need to be empowered. There are stil
heath that needed to be addressed. All men in their communities must

support women and treat them as equal members. Women are valuable

and needs to be treated as such.
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Gendered differencesiwo meno6s experi encleimg of heal th
across transnational contexts

This elearning course, provided us with the opportyite interact with
one another . .The emphasis was dhe learning of new skills,
exchange of ideas and through interviewth different groups of
women, including different geographical locations, religion, race, and
class, the multiple difficulties that women experience was highlighted.
The readings raised critical issues with regards to the health and well
being of womensuch as the inequalities of women and their
difficulties to access resources to improve the quality of their lives.

*k%k

Having learnt what bodily integrity is | realized that the majority of
women at one time in their lives violate their own bodily initggr
through ignorance. For example when some women refuse to go to
hospital or wait until the sickness reaches the worst stage then she is
putting her life in danger. Some women go in for prostitution due to
economical constraints; others go in for pomagdic advertisements.

All these activities abuse the bodily integrity of women and girls . . .
The knowledge acquired from this subjec
being has given me a challenge to do what it takes to help women
understand or change theerceptions of health and w4léing and
above all to understand that the destiny of their lives is in their hands
and they need to say no to some of what is culturally constructed as
normal.

*k%k

It is very interesting to find out that many of the proldethat affect

womends body integrity are deeply embed
people live. Very many students in their findings showed that practices

like female genital mutilation, early and forced marriages, tattooing,

husbands treating their wives agperty, not allowing women to have

access to and control over resources and not allowing them to

participate in decision making were mainly the causes that make

women not have good health and wellbeing.

K%k

| made the connection that cultural practices beliefs highly
influence womends r ewpllrbeind and bodily e , ment al ,
health. It is now evident to me that cultural practices have a major
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| mpact on women6s health and well being,
know.

*kk

The coursebrough us to refl ect o-beinwomends heal't
from a transcultural perspective. Simply put we were brought to see

t hat t he woateaizénspostian cam bhedquite problematic

to her physical, social, and mental wellbeing. Her geographical

location, her level of education, her ethnicity, race and culture, and her

willingness to take up responsibility for her health, all have impacts on

the quality of life she lives, which in turn affects her health.

*k%k

A concept that | gained a much clearaderstanding of during the

course was that of bodily integrity. In my previous examination of this

concept, it seemed abstract, and | didn
theory translated into actions that would enhance the health and well

being of women (anthereby men). | also enjoyed being a part of the

mental health group as this is a topic that | am passionate about. Gender

and mental health has always fascinated me but | was hesitant to

delineate any sort of difference bet wee
experienes. This assignment opened my eyes to a world of research |

did not knowexistedia per fect marriage of womenos
and psychology. | found that it has been proven that gender role stress,

genderbased power differentials, and other semidtural and

socioeconomic structures all play a major role in the higher incidence

of certain mental health disorders in women and men.

Attention to interrogating power relationsmma nal yzi ng womends hea
well-being

In an age where we unconsciouslyide ourselves on the basis of

national manmade borders, close to 40 students came together as global
citizens to a much needed perspective o
being.The scope of this course has showed me that there are many
dimensionsthataot r i but e to the injustices of a
and health. The fact that we as a class had to separate into 4 separate

groups to get a good grasp of the issues, tells me that much more

research needs to be vested in this area. Also the fact thaatbere

unique issues per geographical locations speaks to fact that women are
suffering across the world. I donét bel
inaccessibility to reproductive health care weighs differently than the

depression that a woman may suffer due to melfjipbs that she must
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maintain in order to support her family. There is no hierarchy of
oppression. As seen in the interview data across all groups, there is
disproportionate amount of suffering of women compared to men.

*kk

The transcultural perspectivarmhg the course gave me a very valuable
insight into the daily issues affecting women worldwide whether in the
developed or the developing world. Every woman deals with similar
issues if not the same . . .

*kk

The groupsod responsxcallentvesoucad t o read wa
because it gave a sense of what problems women faced in different

geographical locations other than the United States. | got a sense that no

matter where we are or where weobdre from
being are affected by many diféat aspects and some are the same!

*k%

After reading the article of Nussbaum o
now have a different view on things. Access does not necessarily

guarantee capability, a person can have all the facilities to better his or

he | ife but that doesndét mean that he o
were highlighted are factors that affect women all over the world. For

generations, women have been sacrificing themselves, their health and

bodily integrity for the sake of familieand the greater society. The

idea should not just be equal opportunity or access but the freedom

from making that sacrifice for families and societies.

*kk

Even with group members in many different countries we found that
women shared very similar exper@es, which is something | was very
surprised to find. Women have different health care needs and many
women are responsible about seeking the attention needed when they
have the resources to do so. However, in every country that participated
in the coursave found that there are many barriers to making this
happen
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Reflections: On Designing and Implementingvo men6s Heal t h

Well-Being, Transnational Perspectives

My colleagues and I initially envisioned our collaboration as an opportunity to
d i s c ohether it i§ipossible to successfully provide access and support to
implement a weltbased course on women and gender across borders given the
geographical, cultural, economic, social, and interdisciplinary differences that students
wo ul d e nYusutikinalileet ab, 2007,p. 549. As we worked fiercely together
in 2006 to hammer out the details of the-falhigth course, the five of us recognized,
both from the intenselgleasurable androductive nature of our own collabticans,
and from analysis adata collected from the pilot module in 2005, that participatory
engagement across virtual and transnational borders had exceeded our expéctations
subsequently analyzirgpta from the 2007 course, | hamece morediscovered that
benefits to participastin this regard were again more than anticipated. As my
colleague, Viviena Bozalek has written (Bozalek, 2011 hdt W& could nohave
anticipatel was the extent to which the module that we desigvead provideall
students multiple affordances to éép new skills, talents, abilitiecand knowledge
Nor could we have predicted te&riking degree of authenticityhichwould

charaterizetheir virtual exchanges with one another toeir ability toboth dialogue

andcortest new understandingswbmerd s  hanéwelbhe i ng wi t H* each

Analysis of informant data froitihe 2007research venue of thtdo me n 6 s
Health and WeiBeinge-coursestrongly illuminates the fact that teackand students
alike engaged in this challenging virtual collabaratwith the anticipation that it

would offer rewarding learning interactiqgrasd a unique opportunity to interrogate
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the di mensions of -beiogifrem avarieth & mahgndtionaand wel |
transcultural perspectives. Selectively re/producegm ts of participant texts have
demonstrated thenpressivedegree to which students and teachers alike benefitted
beyond our expectations in acquiring deepened and transnationally informed
perspectives on factoemhancing and/ac o mp r o mi s i n geriewesowé N 6s e x p
health and welbeing.

In sharing stories from this transnational femini¢¢arning course, this
di ssertation contributes a rich tapestry o
literature on collaboration among academics in higher educatimss borders, and
the role of new media technologies in facilitating team teaching and-social
constructivist | earning as a meé@uossf of expl
Khalil, et al, 2007,p. 64). Qualitative analysis aftudent narrativesrables me to
assert that technologyediated socio-constructiviste-learning environmentisave
enormous potential toemefit all learners, particularly in assisting participants to
collaboratively excavate and challenge knowledge hegemonies across nyjitgsle
of borders. However, dlso caution thasuch collaborationsequirea serious
investment otime and laborfrom all participantsboth in the design and
implementation phases of praxis. Among the unforeseen obstacles with which we
struggled were awwn challenges in collaborating equitably, and with group
consensus, across sodoltural factors of differencéJneven response on the part of

institutions to support technology usage also proved challenging.
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Our manyvoiced stories have given resonarpression to the reality that
these preexisting situational elements were, at times, complicating factansrin
collaborations. Clearly evident, as well, however, are the ways in which the sharing of
these challenging labors enhanced @pportunitiesor bothteaching and learning.

Many of us experienced a sharpening in our virtual transactions beyond those we have
experienced in facto-face knowledganaking collaborations. As previously reported

in the literaturein consequence of the intensely sddimensionsf virtual

transactions witlothersasequallyknowledgeable peerthis experience is particularly
prevalent in constructivistiearning environmenitseven across real and perceived
inequities of difference (Joseptamugisha, 2007Paul Kavachi, 2013, Elizabeth

Tisdell, 1998.

Manifest through crystallized re/representations of participant voices in this
dissertation is the manner in whitthis sharpening aspect of our virtual collaborations
also worked explicitly in cultivatingraincreasd awarenesamong learners that
differential access to resourcesamatically &#ectswomen's healthAs we
collaborativdy exploredw o me n 6 s h e &béing imang of ds gaiee d clearer
perspective of womenods Ialeetd understansigeottle t r ansn
complexities ofglobal resource allocation with respect to women's hedlittual
collaborationpr ompt ed participants to explore dim
well-being from a range of interdisciplinary and transcultural petsgs deepening
their engagement with feminist frameworks interrogating and theorizing dimensions of

difference (race, class, gender, nationality efich)s in turn prompted them to
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reflexively interrogate the divers®cio-cultural, geogaphig historical and political
contexts that impacted their experiences a
real worlds.

Importantly,participant storieslsobear witness to the fact that many of us
have become moikeeenly aware otheways in whichpre-exiging conditional
elementsnevitablycreate situational inequalitiésn ot only wi t h respect
health and welbeingi but with respect to any transnational academic collaboration
We have experienced concrete examples of the ways in wdoddd, political,
economic, andther factordiavematerial as well as virtuabnsequences for
academics and theituglents In constructing the storied quilt of participant experience
from t he wo me n-being dowse,lhdvd becmekephcednizan of
the fact that we cannot and should not ignore siiebeconsequencess we work to
transnationalize learning contexts for our studemisshould wedismiss the
possibility of their leing minimalizedn any classroom teaching situatias
institutional practicesare discursively articulated for tisentinued and accelerated
deployment ofdigital technologies

Ultimately, in sharingstories emerging fromth@o mené6és Hea-l t h and
Beingcourse | assert thatonstructivistengagement itransnationeacademic
collaborations offer feminist pedagogues substamossibilities forinternationalizing
their teaching within the expansively interdisciplinary but as yet too infrequently
globalized space f Womenbés Studies. | t the's my hope t

pedagoguesngaging storiesf this transgressivknowledgemaking praxs, will have
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developed a stronger sense by which to agkessks and benefits to their

participationin academicollaborations of this nature.
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Endnotes

! Culminating projects, al@nwith other relevant course materials, are archived on the
aut horodés dissertation wiki; see appendices

2 While workload is often heaviest at the end of the semester in many university
coursesijt was exacerbated in this instarimeexternal constraints sh as juggling the
differing semester calendars at the participating institutidosvever,l encountered
similar challenges ine-conceptualizing th&®Vomen, Art and Cultureourseas a
learning community in which knowledgeaking processes were shared and
collaborative. | was constantly adjusting the syllabus in an attempt to disttieute
workload more evenly whilstill allowing students time to build the necessary
relationships and capabilities to produce succegsfulp collaborationdn their final
reflections, tudentparticipantan both courses frankly acknowledged the dilemma
this aspect of theowirse experience posed for thdyat neither |1 nor my colleagues
nor student informants have yetidentify an approach that we feel would as
effectivdy facilitate the building of classroom learning partnerships sufficiently robust
to support the cproduction of digital knowledgéuilding projects; the processes of
developing, nurturing, and sustaining these collaborations arectimgiming.

® The ®ven learning outcomes we identified are:I@Bntification of factors that

contribute to or constitute women's physical, social, and mental health arokimngil

in specific localities and across localiti€8) Identification of factors that enhance

and or compr omise wo-be:agidand deress lodaliig8and wel |
Collaborative engagement with other students and lecturers/facilitators to develop an
awareness of gendered differences in the ways in which health arodemglis

constructed andonstituted across historical, cultural, generational, racialized,

sexualized, classed, pidial and geographical contex{d) Collaborative engagement

in constructing knowledge, and attention to interrogating power relations, in analyzing

h ow wo nealth @nd welbeing is exprienced in and across contexts; (5)

Devel opment of empirical dbaingahroaghout wo meno
conducting a qualitativenierview with a local informant; (6}ollaborative writing of

a research projectinvestigaty one speci fic area relating t
being at aranscultural level of analysis; afid) Presentation of group research project

to other members of the class.

* Interviews and associated data are archived on the KEWL site; transwipt®in
possession of the author.
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®> And, ashas beempreviously notedin consideration of both the soeimnstructivist
design and the transnational orientation of our virtual classroom, the first third of the
course waslevoted to dialogic discoverydassociatedelationshipbuilding

activities

® We linked from the KEWL site at UWC to my wiki at University of Maryland
because | was the only member of the teaching team with wiki experience. It was
apparent to us in looking at the process of pgdiigital projects to the KEWL course
site that the UMD wiki would be more negotiable for all participants, faculty and
students alike.

" The pace of exchanges over email among facilitators and ITastidké four centers
as we attempted to organitestvideaconference was absolutely frenetic. It was also
particularly challenging as | and my colleagues lacked expertise with the technical
infrastructure requirementand so were hampered in our abilities to preview and
trouble shoot potential problentsadvance.

81t is my sense, even in the contemporary moment, that while one can vary the type

and extent of the technologgnabled learning environment widely, participants would

still experience inequities with respect to issues of access and sugtavould prove

similarly constraining to their knowledguaking capabilities. This would be

particularly the case with respect to any type of collaborative learning praxis.

l nstitutions of higher | earning generally
investment in the types of support needed to consistently offer effective support to

newly adopted digital learning environments.

® The inability of existing learning platforms (available to us ciosstutionally), to
adequately handle the commurtioa demands of the soemnstructivist course

design was an eyapener to me and to my colleagues. If this course were to be funded
again, | would envision an entirely different user access option, possibly a wiki. At the
time, none of us were experiedcenough in wetbased teaching to be aware of other
possibilities beyond the proffered access to a university supported online course
management system. A highly effective use of funding in future iterations of the
course would be the provision of adequattetraining for faculty in the technology
selected to host the course, and in the provision of continuous IT support for faculty
and students throughout the duration of the course.

19We had experienced similar problems with the chat feature in the Wet@se
management platform used during @95 pilot moduleHoping to find a more
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satisfactory solutiom the latesiteration of the cours€010, | utilized Googlechat

which provedsimilarly problematic Even in my most recent online teaching

experience at the University of Maryland (January 201&ing CANVAS/ELMS),

and despite assurances that this tool was-efafee-art, useifriendly, and flexible,

our small group virtual conferencing experiences were impeded by technology issues
of respons time, remaining connected, efmnding an improved meartyy which to
conductsmall group synchronous chat would be a high priority in any future iteration
of the courself a video connection is not needed, Skype and similar virtual
conferencing toolsra reportedly able to accommodate more than two users
synchronously. Unfortunately, even using Skype, when conferencing internationally, |
have frequently experienced dropped calls.

1 Although we thought we had resolved many of these issues, studantltitf
participating in synchronous chat actually mirrored our own earlier experiences. As
designers we had ourselves tried unsuccessfully to hold occasional synchronous chats
as we collaborated together on the syllabus, and we too had experiencedtthédn

of slow response times, university firewall interference, etc. Fortunately, both for
ourselves, and for the students, synchronous chat technology did allow facilitators to
capture and post a textual transcript of chats for all members to review.

'2|n keeping with our emphasis on learning as both relational and procested,

course assessment markings were of a low stakes nature at the beginning of the course.
The heaviest allocation of points was spread among the final assignments; however,
even this portion of the course was marked from a formative rather than a summative
perspective. That is, we were looking primarily at the collaborative procashe

resources the students had brought together, and how they responded to the assignment
prompts in constructing their projedtsather than measuring the finished product

against an externally identified standard of measurement. In the first phase of the
course, each facilitator marked the cohort of students from her own institution; once
students were placed in their project work groups, each facilitator marked those

students who were in her group. Final grades were made by adding all of these marks
together, as well as those accumulated through any additional tasks required by the
home instuctor.

3 1n our planning and implementation of the course, we were particularly interested in
discovering from participants whether or not they perceived our effopt®tide
technology access and suppactoss transnational bordéesbeefficacious,given the
geographical, cultural, economic, social and interdisciplinary differences that critically
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shaped the learning environmemt which they operated€hallenges notwithstanding,
the response was universally affirmative.

4 Our original funding haimg expired, our dearning course is currently approved

only at the University of the Western Cape. In the summer of 2010, Vivienne Bozalek

and myself facilitated the most recent iteratiod me n 6 s He a-Beinp and Wel
offering it to a small group afistance learning students enrolled at UWC. Analysis of

the data from this latest iteration of the course is ongoing, but preliminary results

indicate once again that participants found it to be an exceptionally engaging (and

complexly demanding) learnirgpportunity. Notwithstanding the strength of data

supporting similar conclusions across all three course iterations, and the permanent

|l ocation of the course on Uni vseurceety of th
learning platform (therefore greatlyccing the costs of operating such a course

relative both to traditional fae-face courses and to other transnational online

courses in the post secondary setting), funding participation from other institutions

remains problematic. Given our own higlplgsitive experiences of engagement,

together with findings that also support high levels of student learning engagement,

and notwithstanding the laborious work otfemilitating, each of the five of us who

initially collaborated to design the course woglddly undertake to participate in the

course again should funding become available.
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Conclusion

My premise, discovered in the classroiself, is that the students |
teach have already been schooled too mBtidents themselves are
not unaware of thisfact. Wh at | h a dvas@Ghat the manher z e d
in which we conduct oundes is even more impamt tharthe things
we do with them . . A pedagogyenvisioned]as the creation of a safe
space Human beings, no matter what their background, need to feel
that they are safe in order to open themselves for transformation.
I 1iJane Tompkins (1996.60,199, 213

But there are no safe spaces. Bridging is the work of opening the gate to
the stranger, within and without. To bridge is to attempt community.
For nepantleragindividualselecting to leavéhe placeofino | onger 0
tocrossta he s paygettoldridgéisaniactofwil an act of
love, an attempt toward compassion and reconciliation and a promise to
be present with the pain of othersatt losing themselves in.it .
Youbll have to | eave partsaof yourself
barrier and a point of transformation. By crossing, you invite a turning
point, andinitiate a change
I 1Gloria E. Anzaldug2002 3,557)

Additionally, in order to understand our place in the world we must also
examine our social relationships andgtices in which we are engaged.
Collaboration requires that we come together to work in difference, for

it is difference that gives feminism flexibility and strength. Unlike the

popular work produced in commodity culture, this sort of wiovkork

thatatt mpt s t o Abridgeo different worlds ar

complex, messy and never finished.

I 1StudentWo m es Héalth and WelBeing(2007)

Though they differ about the extent to which the space of transformation
can/ shoul d b e emrtufesathdf tbeomenaiiechabovaehdrethed
premise thatollaborative engagement with othacsoss difference is an essential, if
challenging aspect of choosintp engage in&ions that mayead tosocial justice

outcomesAs a wo me n &hr, | envisioth the dasseocnmhas@nmunity

spacepregnant withtransformativepossibilities Evidence from student research
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informants suggests that building community with/in the classroom, as participants
work collaboratively to construct bridges c@eting them to one another across and
through difference, is a vital component of facilitating transformative learning with the
hope of social justice outcomes.

Due in large part tds interdisciplinarycommitmentt he fi el d of Womer
Studies hagreaty assisted my inquiry intavhat might constitutéransformative
classroom praxisSocial justicescholarship produced by academics and activists in
manydiverse communities of practites convergeath this dissertationincluding
transgressively criticalvork by educatordeminist art historians, narrative
ethnographers, visual culture theoristsp me n6s st yahdahers schol ar s

As | was somewhat disconsolately reflecting on a sense of dissatisfaction with
my teachingin 2003 my observations led m@ believe that despite positive
evaluations from students, my pedagadjapproachva s n 6t prompting t hen
meaningfullearningengagemenivith course themes or witbne another across their
many types of difference. | decided to work inductively kemgisioning the
classroom as a ape of trangressive possibilithssuming that classroom participation
inevitably produces some degree of change in how members enact their identities as
learners, | reconceptualized the classroom as a community in whiaiestts would
be prompted tduild relationships of care and trust as they engaged in collaborative
knowledgemaking transactions. &ognizingalsothat learning is a series of situated
processes not necessarily transparent to othedsintuiting that thie input would

contribute significantly to my inquirygs well as tdroader conversations about
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teaching and learning in higher educatibimyvited students to contribute empirical
data about theiexperiences in the two courses with stueamitered peabogies that
served as research venues.

Susan L. Stards queries about the owner
myresearch nqui ry i nt o ¢earning b guergirsy staderassatsout therm
engagement in learning processeanticipated tht a qualitative analysis of informant
data would enable me to describe processes
participated in knowledgeaking. My hope was to discover thatransactional
praxis scaffoldedthroughdialogicdiscussion within é&minist pedagogics of
community, andnaking use o$ocio-constructivisprocesses of shared knowledge
making in a technologyich learning environmentvould prove to be of value in
prompting participants to transformative learning across differerefindings of
this dissertation demonstrate thishave beemhe case

As | have writtenthisl i sser t ati on, I have continued
courses online, to participate in conferences, to author articles and to write a book
chapter about dialogusdigital technologies, and transformative teaching and learning
in higher education. | have noted that conversations contesting and theorizing
classroom teaching and learning practices have become much more ubiquitous in
nearly every academic space than tiveye when | began this reseaftarend
Baijnath 2013; Megan Boler, 2006; Ping GaoGerald M. Mager2013; Jan
Herrington, Ron Oliver& Thomas C. Reeves, 200Baul Kawachi2013; Ronald J. J.

Voorn & Piet A.M. Kommers2013).Acute concerns about leang in higher
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education are voiced by administrators, faculty, and studdékés all of whom find
their relationship with knowledge production to be problemateome degree. In
many spaces, discussants evidence a sort of stultifying performancey abxiattheir
abilities to negotiate thecreasingly complex range of factaranstitutional,
financial, and technologicé@lthat they perceive to afectingtheir participation in
meaningful knowledge production in traditiolyabrganizedclassrooms.

Stakeholders differ vigorously in their proposals atamdin their responses to
materially changing conditions on the ground in higher educafio@y disagree as
well in formulating responses thiscursively shifting cultureshapng classroom
teachimg, and to increasingly dissimilar setsedfpectationgor classroom learners
There is sharp anxiety with what many stakeholders see as a looming irreconcilability
between the goal of providing critical knowledgmking experiences to an ever
growing anddemographically changing body of technolegpwvytwenty-first century
students on the one hand, aad the otherinstitutional policies and practices that
have perceptibly decreased support of facultheirteaching work, increased
administrative dués, and emphasized a standdvdsed approach to measigrin
learning outcomedNonetheless, all parties agree that changes in how teaching and
learning are performed or measured without a clearly articulated and shared
understanding among stakeholdem@bout roles and responsibilities in the ownership
of knowledge productioh and an accompanying investment ira@nceptualizing
twenty-irst century classroom learning spaces will exact high costs to faculty and

students alike.
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While many of these issueseaoutside the parameters of this research, this
dissertation does produce significant and relevant understandingpaboegsn
classroom knowledgmaking. It argues that a more broadly shared understanding of
learning as transactionally situated aoeconstructed in collaboration with other
participating human and ndmuman actants will permit stakeholders to more
effectively addresand/orto work within contemporary institutional and structural
constraintsand to support the growth tfienty-first century learnerg shared
experiences gbrodictive knowledgemaking Although this project does not directly
engage issues troubling many stakeholders about the migration into higher education
of weakly correlative measures of prodbeised performancaitcomes, it does
provide critical alternative narratives and trajectories for consideration.

Through eschewing quantitative measures of teacher and student performance
in favor of a deeper qualitative engagement with data from classroom learners, this
dissertation producesrauanced description of the often laborious but highly
rewarding praxis by which teachers were able to facilaai@labaative knowledge
making praxighat both students and teachelike experienced as genuinely
transformativeWe experienced this praxis as transformativéhe manner in which it
enabled uso challenge assumptions, andcteconstruct transgressively alternative
narratives in response tar collective engagement with knowledge hegemonies.
Furthermore, through it®/representation of participant texts, the dissertation renders

visible this cycle of perception and processing, thus addressing, indeed construing
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many elements relevant to classroom knowledge production (broadly conceived
beyond its traditional bordgy that are preoccupying educators and students alike.
The stories frommesearchnformants, interpretively stitched together,
collectively assert the value to learners atomceptualizing classrooms (@ variety
of configurationsfaceto-face, blendd, or virtual) adialogic, constructivist,
collaborative, peecenteredand technologyichi because thesdements hae
enabled fruitfully transgressiyirocesses of shared ownership in knowledging
In and of itself, this constitutes social justipraxis; it also opens the possibility that
transformative processes of classroom knowletdgking may engender social justice
outcomes beyond the classrodmhile the project of interleafg participantvoice
into this document hasevitably resulted ionly a partialinclusion of individual
experienceit is, nonetheless, through privilegitgxts fromstudentinformantsthat |
have been able teechonstrate how theseansactional knowledgmaking processes
enable, indeednaterially constitutgthe transformativepossibilities of the learning
environment. In thisits central narrative, the dissertation makes a substantive
contribution to ongoing conversations about classroom learkiageover, it adds

student voicegoo often excluded, to tee convesations.

Summary of Findings

The two research venues were dissimilar in many respeutse included not
onlycontentfocusvi t hi n t he f i el ltalsctlassvoomeettirys st udi e s
(blended faceto-face versus virtualjevels ofstudentmatriculation andgeographic

scope of student participants, and theusionof transnationateaching partners in the
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wo menos h e aeing barse.Mdnethetedsituational analysis of data has
demonstrated strikingly similar findings across both vemith respect to

constructivist elements of learning that are dialogadlaborative peercentered, and

rich in shared social presence through the socitstructivist deployment of digital
technologiegPaul Kawachi2013. Crystallized re/representatis of informant texts

in the two research venues paint a dynamically fluid portrait of students and other
human and notumanelements workingollaboratively and dialogically in
technologyrich environmentén the processes of coonstructingknowledge Across
research venuesiuglentinformantsemphasized the significance of transactions that
were matagrlly rich in shared experiende their sharpened participation in classroom
learning. Collaborativand constructivispractices angrrocessesncluding didogue,
story, andhe use of technologidsa ci | it at ed participant sod exrg
assumptions, antheir abilities to engageith constructs otlifference. Catalytic

learning configurationsnabled byand through these transactigremptel

participants to iteratively and critically engage with one another in transformative
knowledgemaking processes. Interpretive re/representations of participant texts in a
descriptivdy narrative framework have produced illustrative glimpses of students i
both venuess theylearned taquestiondominant cultural narratives and ¢o-produce

alternaive stories critiquinghe pavers of unexamined knowledged®nonies

Transactional Processes of Knowledg®aking

These findings offer important considerasao classroomdesigrers across

disciplinary boundaries who are seeking to poooiassroom learners towarcical
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processes dnowledgemaking. Practices identified above by informants as most
fruitful in promoting critical learner engagement werestithat scaffolded their
development of shared ownership in knowledggking processes through course
designs that provided for supportive teacher facilitation and feedback rather than a
method of direct instruction. My eteachers and | attempted to dematize the
learning community by acting as more knowledgeable peers rather than as experts and
authority figures. A final elememecognized as significant by informarmsthis cycle
of learning praxis was the elevation of processes promptingestdttion and
feedback througformative methods of assessment, and an emphagisesriearning
partnerships. Each of these elemeatsmpted the development of capabilities in
studentghatfacilitatedtheir active participation iconstrucing relationalbridgesof
understandingcross difference as they worked in close collaborations with one
another.

Dialogue

The initial prompting to listen for understanding as participants unpacked
assumptions arourmbntestedssues of difference promoted the developnodat
shared repository of experience for students to draw on. Notable in student dialogues,
whether virtual or facéo-face wasthe sense of pleasure with which participants
engaged in these pegrpeertransactionseven (or especially) when conversais
demonstrated the divergence in opinions held by discusgarabysisof their
transactionslso demonstrates the adeptness with wpasticipantsin dialogue with

one anothewere able to challenge assumpsdacitly held by themselves atiteir
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pees. Skillfully, and with evidenenthusiasmstudents deployegnderstandings co
constructedhrough dialogue in subsequent peer transactions as they collectively
assumed a greater share of ownership in classroom knowieakjag processes.

Story

Acrossc | assroom formats, | earnersod increas
through their collectivand iterativeparticipation in story, significantly facilitated
their participation in constructing newly transgressive understandings of themselves
and their pers as knowledgeable partnefbese benefits from earlidialogic
encountersssisted studengs they engaged feminist literaturasdvisual culture
producingalternative narratives about contested theiméise Women, Art, and
Culturecourse, or inhie case of th#Vo me n 6 s H e a-Beindicouese, ds théie | |
engaged the stories told by interview informants. Re/representations of student data
reflect the importance of sharedstona k i ng processes to partici
these alternative naatives and their discursive challenge to dominant knowledge
frameworks. In critical deployment with peers, these trangressive new knowledges of
self and other were enabling elements in prompting students to successfully elaborate
collaborative pathways ithhe caconstruction of digital story projects that critiqued
hierarchies of difference sustaining power regimes in knowledge hegemonies. Even as
transactional collaboration in stergaking was increasingly effortful for participants
as they invested themsges in the production of their own critically informed stories,
analysis of informant data is unambiguous about the rewards to students of their

participation in these processes.

290



Social Engagement througlDigital Technologies

Analysis of participant callborations clearly reveals the signal value of
constructivist configurations of digital and social media technologies in facilitating
transformative learning prosses. Technologyansactions were the most commented
on element of classroom learning praess informants reported their material
experiences of, with, and through technologies (along a broad spectrum of human and
non-human transactions) as the most discursively salient and affectively compelling
aspect of their course engagement. Technoldg@bktated a range of relational
learning configurations that enabled uniquely productive seraeng collaboratios
as participants engagedntested issues under interrogation.

Informants identifiedechnologyconfigured peer transactions as promptng
ounsettl i ngod assimpfonseng a rew avhrgnesh ef theldifference of
lived experiencesAs a result, participants emphaticatiynstrued their learning as
having been materially enhanced by the collaborative and constructivist nitiee o
shared digital transactionGumulatively, this cycle of knowledgmaking praxis
produced in students atademic deenteringandthe development of a differential
learning consciousness that perceptibly enhattosid abilities to perceive andqgress
alternative cultural narratives as thaterrogate knowledge hegemonigsnd
collaborated to produce stories demonstrating new understandings.

Critiques

In assertinghe significance of each of these processded above

participants also offed insightful comments about improving elements of course
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design to more fully support their knowledgeking transactions. Although feedback
at times wagplaintive with frustration with respect to inevitable technolegpnnected
glitches and migres, even students who struggled with severe access and/or related
resource constraints overwhelmingly credited their engagement with digital
technologies as having been enormously fruitful in their knowledaling

endeavors. Other particularly nettlesome cimgiées cited by students concerned the
adjustments they were required to make for the very differently calibrated workload
distribution associated with the increased emphasis on learning as proeassd.

They found this to be very distinctive from theiore traditional course experiences,
particularly in the sustained degree of engagemecriagsroontransactions across the
time period. In this regard, they indicated the importance of having adequate
technology infrastructurend of having facilitativéech and instructor support to their
abilities to remain productively engaged as they negotiated a framework of shared
ownership in knowledgenaking.

While student informants, myself, and my teaching colleagues were united in
our candid acknowledgemerntthe often laboriousand effortfulcostsdemanded of all
participants in the thesmllaborativeclassroom knowledgeaking endeavors, the
dataacross both venuasequallyinsistent inreflecing awidely shared assessment
thattransactions requiring serious and sustainedmmitment to collaborative
knowledgemakingwere not only more personally satisfyjrimyt were also more
fruitful in prompting the articulation of transformatiged transgressiveew

understandingthana praxisthat did not requiréhis engagement. In making visible
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these learning processes at worrkhe two research venues, tHissertation affirms

that constructivist practices and technologies (deployed beyond the traditional

boundaries of the classroom) were instrumentaltd stimt sé abi |l ities to e
ownership in thgrocesses of constructidfernative new knowledges relative to

womenos cultural product ib@ng. Teachersand wo men 0 s
students overwhelmingly reported this praxis to have promptegleaiyn relational

and highly revarding learning process#sat facilitatedtheir shared collaboration in

knowledgemaking across bridges of difference.

Implications

Analysis of informant data corroborated mwn observationshathigh levels
of stucent |tisfaction with their classroom transactions contributed to incrdagels
of learnerengagementwhich inturn facilitated participarabilitiesto negotiate a
trangressive praxis of shared ownership in knowlemig&ing. Inspecific,narratives
authorel by studentas they experienced knowledg®king in technologynabled
classroom environmengmphasizehat participantperceived theicollaborative
knowledgemakingtransactionso have exceeded thaikpectationsn every way
Moreover,qualitativeanalysis of data constructed by students in the completion of
course assignmentsgrtherexcavatesand illuminateghe consequentiainaterialityof
their collaborativedarning transactiorte their abilities to articulate new
understandings with respect ¢ourse themesSituational analysisf empirical data
clarifies that as participants wegpeomptedto engage one another as knowledgeable

peers theirabilities to engagwith feminist frameworks interrogating and theorizing
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dimensions of differencererealso perceptibly enhanced. In articulating critiques of
knowledge hegemonies witheir peersand in authoring alternative knowledge
stories,participantggained a greater appredat for the manner in which dominant
knowledge frameworkdiscursivelyproduceandobscuresocic-cultural inequities

Indeed, as participamarrativesexcerpted in this dissertatigersuasively
attest student informantsnyself and my academic colleagues all experienced the
dialogic nature of our knowledgmaking transacbinsas having allowed u® explore
womenos cul t urwol mepnrbosd uhcet déoiginonaanmidquelywand |
transgressively expansivange of interdisciplinary and transcultural perspectives. As
students collaboratively shared in knowledgaking processesising digital media to
articulate their own cultural narratives, they were also prompted to reflexively
interrogate the diversscio-cultural, geogaphig historical, and political contextsf
their own lived experiences witandunderstandigs of vi sual cul ture
health and welbeingbeyond the classroarklaving experienced shared knowleedge
making in this dialogicallgollaborative constructivist and technologgfused
environment , neither mysel thandwellbeingpl | eagues
course, nor student informants would select a more traditional classroom learning
design over thaénsgressivpossibilities of théransformativepraxis practiced in the
research venues that contributed to this dissertation study.

Thestrength of these findings illustrates the critical importance of focusing
attention on the nature of the material processes by and thwducih classroom

learnersareengagedThe dissertation as a whole asserts that prompting shared and
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collaborative pocesses of ownership in knowledg®king in higher education
classrooms enables learners to capitalize on vital resources of peer diversity that, when
mobilized, have the capacity to support potentially trangressive and tangibly
transformative outcomes fardividuals and for the community as a whole. However,
these dissertation findings are not only a significant intervention into discursive
conversations about knowledgeoduction in higher education; they aiso a timely
critique of the deployment ofraplistic means of measuring sloom learning by
focusing orstandard or produdiased outcomealone Rather,assertinghe utility of
some materidransactionsbove others in classroom knowledgakingpermits
educators to shifthe regster of convesations about institutional investmefsm one
that constructs learning as produocientedto one that critically examines the utilities
of processes, practiceand technologiespecificto classroonsited learningFindings

in this dissertatiomakeobvious the fact thahstitutional decisions about teaching
and learning in higher education have costs beyond those assessed to individual
learnersindeed, p r t i c domraunities aj affiliation (in and outside of the
academy)and society at largare implicated (and impoverished as wellhen
knowledgemakingin higher education iormally prompted without provision for

dialogic reflection upon thpraxis in which learners are engaged

Future Directions

Educators in KL2 sectors as well as thoserkiog in postsecondary settings
are highly cognizant of the fact that social media and digital technologies have already

altered teaching and learning practjcsd are in the process of permanently changing
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the landscape aflassroom learning environnsnYet to be sorted out, however,
anything resemblingpproaches recommending themselves to those workirsgp &l
justicelearningoutcomesMany critical educators, including mysedfe theorizing
knowledges that will contribute to this ovarching project (Anthony W. Bates and
Gary Poole, 2003Cathy S. Bouras, 2009acqueline Cossentino, 2004; David Pratt,
2004; YusuiKhalil, et al, 2007).Given thatnew technologieareconstantly in the
offering1 in classroom settings that are increasingised, wireless, and/or virtual
educators may find themselves overwhelmed with cholnesxamining university
studentsd6é |l earning transact i gichglasssaomg; ol | abo
the qualitative depth of thiissertatiorstudyoffers educators potentially
transgressive and transformative design choiclkspe that it willbe a valuable
resource tdaculty exploring their optionfor a studentcenteredpraxisdeploying
social media and digital technologies

A range of forums will cilitate my ability to contribute to conversations about
teaching and learning in higher educatiodugational blogs, online newsletters,
centers for teaching excellence, aatholarly conferences are onlyeav of the many
locations where learning thgodiscourse is increasingly conceated on classroom
use of new meditechnologiesl hope that future extensions of this work will
encourage educators to deploy technolegiianced practices in classrospecific,
peercenteredknowledgemaking collaboations. Such practices can benefit teachers
and learners alikd.am particularly heartened by recent discussions in online teaching

and learning journals from a small but growing number of scholars who are focusing
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their work onthe wide range and speanwfs t u d e nt sstotheseedupationad e
appropriations of newnedia technologiesSharon L. Collingwood, Alvina E.
Quintana, Caroline J. Smitkt al, 2012 Ping Gao &Gerald M. Maer, 2013; Ronald
J.J. Voorn &Piet A.M. Kommers, 2013). Along withtleer feminist educators, | am
committed to theorizing and charting innovative classroom practiceméyaglicit
robust studentngagement through technoleggh transactinal knowledgemaking
processes while simultaneously promptg learners to critially interrogate the
narratives of knowledge projectheirs and othergs always already politically and

discursively situated within the material space of larger social worlds
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Appendix I: | nstitutional ReviewBoard i Applications for
Researchinvolving Human Subjects

. University of Mayland. Institutional Review Board (IRB). Application Approval
Notification. IRB Application Number: 06423; Project TitleAssessinghe Use
of Critical Pedagogiesn Wo me B8tadge250: WomenrArt and Culture
Approved September 1, 2006.

. University ofMaryland. Institutional Review Board (IRB). Addendum Approval
Notification. IRB Application Number: 06423; Project TitleAssessinghe Use
of Critical Pedagogiesh Wo me B8tadge250: WomenrArt and Culture
Approved October 6, 2006.

. University of Mayland. Institutional Review Board. Initial Application for
Research Involving Human Subjecéssessinghe Useof Critical Pedagogiesn
Wo me Btade250: WomenrArt and Culture

. Multi-University Data Collection Consent Foriivo me RdalthandWellBeng
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University of Maryland Institutional Review Board (IRB) i
Application Approval Notification

100 Bl Lee B
UNIVERSITY OF College Park, Maryland 20742-5121

301.405.4212 TEL 301.314.1475 FAX
/ irb@deans.umd.edu
www.umresearch du/IRB
S 736

eptember
INSTITUTIONAL REVIEW BOARD

MEMORANDUM
Application Approval Notification

To: Professor Katie King
Ms. Kimberlee Staking
Department of Women's Studies

7
From: Roslyn Edson, M.S., CIP ‘JLLL/
IRB Manager
University of Maryland, College Park

Re: IRB Application Number: 06-0423
Project Title: “Assessing the Use of Critical Pedagogies in Women's
Studies 250: Women, Art, and Culture”

Approval Date: September 1, 2006
Expiration Date: September 1, 2007
Type of Application: New Project

Type of Research: Nonexempt

Type of Review

For Application: Expedited

The University of Maryland, College Park Institutional Review Board (IRB) approved your IRB
application. The research was approved in accordance with 45 CFR 46, the Federal Policy for the
Protection of Human Subjects, and the University’s IRB policies and procedures. Please reference
the above-cited IRB application number in any future communications with our office regarding this
research.

Recruitment/Consent: For research requiring written informed consent, the IRB-approved and
stamped informed consent document is enclosed. The IRB approval expiration date has been
stamped on the informed consent document. Please keep copies of the consent forms used for this
research for three years after the completion of the research.

Continuing Review: If you intend to continue to collect data from human subjects or to analyze
pfivate, identifiable data collected from human subjects, after the expiration date for this approval
(indicated above), you must submit a renewal application to the IRB Office at least 30 days before
the approval expiration date.

Modifications: Any changes to the approved protocol must be approved by the IRB before the
change is implemented, except when a change is necessary to eliminate apparent immediate hazards
to the subjects. If you would like to modify the approved protocol, please submit an addendum
request to the IRB Office. The instructions for submitting a request are posted on the IRB web site

at: http://www.umresearch.umd.edu/IRB/irb_Addendum%20Protocol.htm. (continued)
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Unanticipated Problems Involving Risks: You must promptly report any unanticipated problems
involving risks to subjects or others to the IRB Manager at 301-405-0678 or
redson@umresearch.umd.edu.

Student Researchers: Unless otherwise requested, this IRB approval document was sent to the
Principal Investigator (PI). The PI should pass on the approval document or a copy to the student
researchers. This IRB approval document may be a requirement for student researchers applying for
graduation. The IRB may not be able to provide copies of the approval documents if several years
have passed since the date of the original approval.

Additional Information: Please contact the IRB Office at 301-405-4212 if you have any IRB-
related questions or concerns.
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University of Maryland Institutional ReviewBoard (IRB) i
Addendum Approval Naotification

2100 Blair Lee Building
U N I V E R S I T Y O F Co]leg:llf’.\r;: ML:rle;ld 20742-5121
/ 301.405.4212 TEL 301.314.1475 FAX

irb@deans.umd.edu
www.umresearch.umd.edu/IRB

INSTITUTIONAL REVIEW BOARD

October 16, 2006

MEMORANDUM
Addendum Approval Notification

To: Professor Katie King
Ms. Kimberlee Staking
Department of Women's Studies

From: Roslyn Edson, M.S., CIP, \{{‘C‘/ﬂ/
IRB Manager
University of Maryland, College Park

Re: IRB Application Number: 06-0423
Project Title: “Assessing the Use of Critical Pedagogies in Women's
Studies 250: Women, Art, and Culture”

Approval Date Of

Addendum: October 6, 2006

Expiration Date of

IRB Project Approval: September 1, 2007

Application Type: Addendum/Modification; Approval of request, submitted to the IRB Office

on 26 September 2006, to add an additional data source consisting of
written assignments generated by students enrolled in the Women's Studies
250 course in which the named student is the instructor and to use a revised
consent form which reflects this change.

Type of Review of
Addendum: Expedited
Type of Research: Non-exempt

The University of Maryland, College Park Institutional Review Board (IRB) Office approved your
IRB application. The research was approved in accordance with the University’s IRB policies and
procedures and 45 CFR 46, the Federal Policy for the Protection of Human Subjects. Please
reference the above-cited IRB application number in any future communications with our office
regarding this research.

Récruitment/Consent: For research requiring written informed consent, the IRB-approved and
stamped informed consent document is enclosed. The IRB approval expiration date has been
stamped on the informed consent document. Please keep copies of the consent forms used for this
research for three years after the completion of the research.

Continuing Review: If you want to continue to collect data from human subjects or to analyze
private, identifiable data collected from human subjects, after the expiration date for this approval
(indicated above), you must submit a renewal application to the IRB Office at least 30 days before
the approval expiration date.

(Continued)
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Unanticipated Problems Involving Risks: You must promptly report any unanticipated problems
involving risks to subjects or others to the IRB Manager at 301-405-0678 or

umd.edu.

Student Researchers: Unless otherwise requested, this IRB approval document was sent to the
Principal Investigator (PI). The PI should pass on the approval document or a copy to the student
researchers. This IRB approval document may be a requirement for student researchers applying for
graduation. The IRB may not be able to provide copies of the approval documents if several years
have passed since the date of the original approval.

Additional Information: Please contact the IRB Office at 301-405-4212 if you have any IRB-
related questions or concerns.
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CONSENT FORM

Project Title

Assessing the Use of Critical Pedagogies in Women’s Studies 250

Why is this research being done?

This research project is being conducted by Kimberlee Staking and Dr. Katie
King at the University of Maryland, College Park. We are inviting you to
participate in this research project because you are at least 18 years of age
and you were enrolled in Women's Studies 250 in fall 2006. The purpose of
this research project is to examine the skills and dispositions gained in this
course and to inquire into how students enrolled in the course understand and

| evaluate the effectiveness of the teaching practices utilized in the course.

What will | be asked to do?

The procedure involves participating in a focus group discussion along with
several other students who were enrolled with you in WMST 250. The focus
group will take place at the conclusion of the fall 2006 semester. The entire
study will be conducted at the University of Maryland, during the 2006-2007
calendar year. You will be asked to devote a total of 90 minutes to a focus group
session on your own time. This focus group will take place after the end of the
fall semester. The focus group will consist of a open discussion based on a
series of questions about what you have learned in this course and how you
think you have learned it. Sample questions include “What stands out most in
your mind about WMST 250?"; “What was your favorite assignment, activity or
class discussion?”: and “Did you feel like your voice or your opinions were heard
in our class discussions? When did you feel like you were being heard? When
did you not?

The focus group discussion will be recorded with a digital sound recorder and
conducted in a classroom location on campus to be determined. You may also
be contacted at a later date and asked to participate in a 30 minutes follow up
interview but you will be under no obligation to do so.

What about confidentiality?

We will do our best to keep your personal information confidential. To help
protect your confidentiality, (1) your name or any other identifiable information
will not be included in the write up of the focus group sessions; and (2) only the
researcher will have access to this information. The focus groups data write-up
will not contain information that may personally identify you. Once the digital
recording has been transcribed by the research team, it will be destroyed.
(August 2008, planned)

If we write a report or article about this research project, your identity will be
protected to the maximum extent possible. Your information may be shared with
representatives of the University of Maryland, College Park or governmental
authorities if you or someone else is in danger or if we are required to do so by
law.
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What are the benefits of this
research?

This research is not designed to help you personally, but the results may help the
investigators learn more about the effectiveness of critical pedagogies in teaching
visual culture and visual literacy to undergraduate students. We hope that other
people might benefit from this study through an improved understanding of how
students understand and evaluate the impact of contemporary visual culture on
society. We hope that, in the future, other people might benefit from this study
through gaining an improved understanding of the impact of critical pedagogies
on students’ attitudes about contemporary social issues, such as how visual
culture mediates, constructs, or enforces social inequities and social norms. It is
further hoped that this study can contribute to understanding how a transformed
pedagogy of critical inquiry may equip undergraduate students to become more
aware, reflexive and participatory citizens.

Do | have to be in this research?
May | stop participating at any
time?

Participation is not a course requirement and your course grade will not be
affected by whether or not you choose to participate. Your participation in this
research is completely voluntary. You may choose not to take part at all. If you
decide to participate in this research, you may stop participating at any time. If
you decide not to participate in this study or if you stop participating at any time,
you will not be penalized or lose any benefits to which you otherwise qualify.

What if | have questions?

This research is being conducted by Kimberlee Staking and Dr. Katie King in the
Department of Women's Studies at the University of Maryland, College Park. If
you have any questions about the research study itself, please contact Dr. Katie
King at katking@umd.edu , 301-405-6877, 2101 Woods Hall, University of
Maryland, College Park, MD 20742.

If you have questions about your rights as a research subject or wish to report a
research-related injury, please contact: Institutional Review Board Office,
University of Maryland, College Park, Maryland, 20742;

(e-mail) irb@deans.umd.edu; (telephone) 301-405-0678

This research has been reviewed according to the University of Maryland,
College Park IRB procedures for research involving human subjects.

Statement of Age of Subject
and Consent

[Please note: Parental
consent always needed

Your signature indicates that:
you are at least 18 years of age;
the research has been explained to you;
your questions have been fully answered; and that
you freely and voluntarily choose to participate in this research project.

for minors.]

Signature and Date NAME OF SUBJECT
[Please add name, signature,

and date lines to the final SIGNATURE OF
page SUBJECT

of your consent form] DATE

7o

IAB APPROVED
VALID UNTIL

SEP -1 2007

UNIVERSITY OF MARYLAND
CQLLEGE PARK
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University of Maryland Institutional Review Board (IRB) i Initial
Application for Researchinvolving Human Subject

UNIVERSITY OF MARYLAND, COLLEGE PARK ! — ‘8
Institutional Review Board !
Initial Application for Research Involving Human Subjects
Please complete this cover page AND provide all information requested in the attached instructions.

Name of Principal Investigator (PI) or
Project Faculty Advisor Professor Katie King Tel. No _301-405-6877

(NOT a student or fellow; must be UMD employee)

Name of Co-Investigator (Co-PI) Tel. No
Department or Unit Administering the Project Department of Women’s Studies
E-Mail Address of PI _ katking@umd.edu E-Mail Address of Co-PI

Where should the IRB send the approval letter? _ Kimberlee Staking, 2101 Woods Hall, Department of Women’s Studies

Name of Student Investigator Kimberlee Staking Tel. No. 301-589-2280
E-Mail Address of Student Investigator kimart@umd.edu @

Check here if this is a student master’s thesis or a dissertation research project (/X

Project Duration (mo/yr — mo/yr) 01/07 - 08/08

Project Title

Sponsored Project
Data Funding Agency N/A Proposal ID N/A
(PLEASE NOTE: Failure to include data above may result in delay of processing sponsored research award at ORAA.)

Vulnerable Populations: The proposed research will involve the following (Check all that apply): pregnant women 1
human fetuses [ ], neonates [ ] , minors/children [] , prisoners []', students X , individuals with mental disabilities
. individuals with physical disabilities []

Exempt or Nonexempt (Optional): You may recommend your research for exemption or nonexemption by completing the appropriate
box below. For exempt recommendation, list the numbers for the exempt category(s) that apply. Refer to pages 5-6 of this document.
[J Exempt----List Exemption Category Numbers Or [] Non-Exempt

If exempt, briefly describe the reason(s) for exemption. Your notation is a suggestion to the IRB Manager and IRB Co-Chairs.

Date Signature of Principal Investigator or Faculty Advisor (PLEASE NOTE: Person signing above accepts
responsibility for the research even when data collection is performed by other investigators)

Date Signature of Co-Principal Investigator

Date Signature of Student Investigator

Date * REQUIRED Departmental Signature ¥s
Name , Title

(Please also print name of person signing above)

(PLEASE NOTE: The Departmental signature block should not be signed by the investigator or the student
investigator's advisor.)
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