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ABSTRACT

A‘ considerable body of knowledge concerning the position of women in
academia has been accumulated by means of research. The findings all have a
cbmmon feature, which is that, aithough women academics are more fully
répresented in universities than in the past, most women occupy the lowest
levels of academic position with very few women occupying positions in the
upper structures of the hierarchies of the academy. It appears that women find it
p rticularly difficult to fulfill the required promotion criteria and because many

omen lack the required promotion criteria, they are detained in lower academic
positions.

It is often argued that many of discriminatory, subtle and covert barriers deter
vromen from escalation in the academic hierarchy. Because publication records
4re an important promotion criterion, it becomes imperative that academic
omen engage in this academic activity for their successful progression in
cademia. The paucity of available literature on women in South African
cademies extends to the processes, strategies and practices that women use to
nhance and improve their positions. There is also a dearth in research

rbgarding women'’s publishing records and women’s relationship with publishing.

In this study an attempt was made to explore the challenges with regard to
ublications experienced by academic women at three selected Historically Black
niversities (HBUs)." Although based predominantly within a feminist qualitative
ethodological framework, both qualitative and quantitative research methods
ere used in the study. A survey-questionnaire was distributed to all the women
cademic staff at three selected HBUs. This was followed up by focus group

diiscussions and interviews with academic women at each of these institutions.

HBUs rather than Historically Disadvantaged Institutions (HDIs) are used in this study as the participants
ere drawn only from selected universities and not from any other type of tertiary institution.



The quantitative data was used to provide a descriptive picture of academic
women’s publishing profiles at the selected institutions. This descriptive profile
was used as a backdrop for the in-depth subjective experiences of the
participants that were generated by the qualitative data.

The central findings point to a need for change in three main areas. These areas
relate to awareness of social identities; skills and development, and institutional
change. There was clearly a need for the development of interventions that

ould develop and support academic women in their publishing endeavours. The
participants reported that the introduction of such strategies would enhance their
rélationship with publishing and would contribute to their publishing more
regularly.

ased on the findings of the study, the recommendations for practical
interventions emerge out of the participants’ responses. Some of the
recommendations illustrate participants’ expressed need of staff development
ith a specific focus on training in publication skills; mentoring and support
etworks; assistance and support for their publishing ventures at both
institutional and departmental level and the development of strategies that would

yh%

ssist academic women in ‘juggling’™” their personal and academic roles.

he study elucidates that the participants in this study experienced aggregated
arriers to publishing which often relate to the historical-political origins of HBUs.
he challenge is, therefore to develop strategies that would create supportive

nvironments to foster academic women'’s relationship with publishing.

This concept is comprehensively discussed in Chapter Three.
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CHAPTER ONE: CONTEXTUALIZING THE STUDY

Many African countries are now engaging with the issue
of women’s participation in state structures as an

integral question to the meaning of democracy (Bennett,
2000,p. 8).

The urgency to publish

Globally, universities are facing significant new challenges and opportunities in
in#reasingly competitive contexts. The continuing under-representation of women
ini senior and management positions of academies is receiving renewed attention
(ﬁagilhole, 2000; Henry, 1990; Park, 1996; Williams, 1990). Given that women
form a significant proportion of staff complements, there is the recognition that
neither the institutions, nor the countries in which they are located, can afford to

ignore the representation of women in their institutions (Ramsay, 2001).

The National Plan for Higher Education (NPHE) for South Africa, was one of the

.

number of academic publications will be a primary criterion for institutional

accreditation (Council for Higher Education (CHE), report, 2000/2001). This plan
as followed up by the development of a document relating to a new funding

framework of Public Higher Education that was revised in 2002. The new funding

cuments which, at the turn of the century, made a recommendation that the

framework articulates the benchmarks that will be used by the Ministry of
E}ducation when allocating state subsidies to institutions (Ministry of Education,
2002). From this report it becomes apparent that all academic staff at academic
iﬁstitutions should be actively involved in publishing on a regular basis. It should,
therefore, become an imperative for academic institutions to begin developing
strategies for providing support for staff in order to enhance their publishing

capabilities. This is of particular importance to Historically Black Universities



(HBUs) absence of staff development programmes and a tendency for more
emphasis on teaching activities (Subotzky, 2001).

Furthermore, women in academic institutions appear to be at a particular
disadvantage in relation to the publishing endeavour. The history of patriarchy.
globally, is still evident within academia. Men continue to predominate in senior
positions, while women still struggle to establish themselves within the 'center’ of
the academic enterprise. Androcentric ideologies and male values of promotion
continue to inhibit women's advancement within these institutions (Evans, 1996;
Kaufman, 1978; Morley, Unterhalter & Gold, 2001; Park, 1996; Subotzky, 2001).
Internationally, and nationally, publishing is used as a key criterion for academic
promotion, yet the history of knowledge production continues to be dominated by
male voices. Given women’s relatively recent entry into academia, they have
been marginalized from the research enterprise of academies. Women have had
to struggle to play an active role in research, theory development and academic
debates. Although women fulfill many responsibilities and play meaningful roles
in the academic life of universities. their contributions have seldom been
acknowledged (Aisenberg & Harrington, 1988; Dines, 1993; Evans, 1996; Henry,
1990; Kaufman, 1978; Park, 1996; Williams, 2000).

Clearly, gender relations have shifted over the last few decades, and women are
now employed in greater numbers and their voices more represented than in the

istory of patriarchal academia (Aisenberg & Harrington, 1988; Bagilhole, 2000;
looper & Subotzky, 2001; Harper, Baldwin, Gansneder & Chronister, 2001,
Morley et al, 2001; Park, 1996). Yet, there is a clear argument that women's
voices, particularly the voices of women outside of the dominant western,
northern context of knowledge production, such as women in South African
historically black universities, remain largely marginalized (Cooper & Subotzky
2001; Peacock, 1993; Potts, 2000; Wolpe, 1988).



Within the South African context, HBUs have, from their very origins, inherent
inadequacies that further obstruct women'’s publication endeavours. The socio-
political origins of HBUs, such as'the lack of facilities, understaffing, and the
historical, educational and socio-economic disadvantagement of the majority of
students and staff, present particular barriers to publishing (Gilmour & Soudien,
1991; Singh, 2001; Subotzky, 2001). It is arguable that these inadequacies have
translated into institutional cultures that are characterized by a very strong
emphasis on teaching and community-based research, while publications are
relegated to a more peripheral component of the academic project. While such
cultures may have been politically appropriate in the environment of the national
democratic struggle, they now place HBUs in a disadvantaged position, given the
current emphasis on the academic project and scholarship in Higher Education,
globally and nationally.

The particularities of the history of HBUs, together with the history of women in
academia, intersect to create a particularly challenging context for women
gcademics at South African HBUs (Bethlehem, 1992; Singh, 2001; Subotzky,
2001). It is argued that publishing can piay an important role for women in their
realization of academic credibility. For academic women, publishing may be
regarded as a tool for their full membership into the academy and into their
discipline. In order to challenge the continued marginalization of academic
women, women's potential as agents of knowledge production needs to be
recognized and developed (de la Rey, 2000; Fester, 2000; Mama, 2000;
Prinsioo, 2000; Smith, 2000). As agents of knowledge production, women may
be able to challenge both their positions of marginality as well as the traditional
androcentricism of academic knowledge and methodologies (Mama, 2000;
Subotzky, 2001). Similar to a project by Miller (2002), this project is couched
within an understanding of the historically gendered organizational culture of
academia and is aimed at making women'’s experiences with regard to publishing
Yisible. in line with developments in Higher Education globally, the South African
Higher Education sector is being scrutinized by the state in terms of cost-



effectiveness and relevance of programmes. Although recently introduced
legislation, (discussed in Chapter Eight) has attempted to ensure progressive
human resource policies and practices for equity, as with many other

professions, academia has a poor record of women in management levels.

The value of the current study lies in the lack of information and research on
South African women'’s relationship|to publishing. This study aims to address the
paucity of quantitative as well as qualitative research studies which explore the
relationship between publishing and academic women's positions and careers in
HBUs. While the aim of the quantitative data is to provide a descriptive profile of
the respondents, the primary use of qualitative methods in this research, aims to
provide an in-depth discussion pertaining to the barriers which participants report
as impeding their publishing endeavours. Studies which focus only on the
quantitative monitoring of the over-representation of women in the lower rungs of
academia, may be misleading and may serve to obscure patriarchal institutional

ultures (Evans, 1996; Halsey, 1992; Kaufman, 1978; Park, 1996; Subotzky,
j001; Williams, 2000). The current study uses quantitative data as well as
qualitative data to represent women’s voices with regard to personal and
institutional barriers to their publishing activities. The focus on academic women
ih HBUs aims to elucidate the particular barriers that are created by the socio-

political origins of these institutions.

As academic women in HBUs, we need to examine our realities and within these
realities, we must attempt to create ‘space’, both institutionally and personally, to
publish. The development of strategies to support and sustain publications may
be necessary to shift the current status quo of academic women'’s relationship to
publishing. In response to the National Plan for Higher Education, and the new
framework for funding Higher Education, South African academic institutions,
especially HBUs, need to be cognizant of their responsibility to ensure that all

staff have sufficient development and training in publication skills. Women, who



are often ‘new’ to the realm of publishing, would benefit from adequate
institutional infrastructures that support their publishing endeavours. The
availability of such structures would firstly, ensure that women understand the
value and significance of publications. In the second place such an institutional
infrastructure would provide the basis for an enabling environment that wouid
assist and support academic women in their publishing activities.

Although publishing as a tool for women’s full inclusion into the academy needs
to| be regarded with skepticism, given the feminist argument that ‘the master’s
tool cannot dismantle the master's house’, there is a strong argument for its
value in and outside of traditional male academic values. It has been argued
earlier that publishing may serve the broader goal of gender equality. On one
level, women's publishing may facilitate a decentering and destabilisation of
authoritative, dominant male voice. On another level, it is argued that shifting the
dominance of men in positions of power will also facilitate a challenge to
androcentric policies and practices in academia. In this way, according to Mama
(2000,p. 20):

the proverbial maid needs to know her master well enough
to anticipate his every whim, writers from the periphery are
required to be versed in all the master texts ever produced in
the belly of the beast that devours us.

By publishing and achieving promotion, academic women could use the position
of the ‘outsider from within’® in male-dominated academies. This, while there is
still a need to reflect critically on the centrality of publications in promotion
structures, it may be argued that more women in leadership may facilitate shifts
in modes and standards for hierarchy and leadership in academic institutions.
ﬁurthermore, the analysis of the relationship between power and institutionalized

discourse provides an important tool for disaggregating women’s positions in

I New with reference to women’s involvement in academia which includes the academic activities of
research and publishing.

2 This concept is discussed in detail in Chapter Two. It relates to women using their marginalized positions
to gain an understanding of the dominant social order. From these positions the flaws of the dominant
ideology are more visible, than for people who form part of the reigning ideology.



academia (Preece, 2002). Institutional atmospheres have to be created to
sustain and support women in ‘entering the center of academies. The study is

therefore directed by an analysis of gendered power and its location within
academia.

Contextualizing women’s publishing in HBUs

South African Universities

The study is focused on women’s relationship to publishing at three selected
South African HBUs, namely the University of Durban-Westville (UDW), the
University of the Western Cape (UWC) and the University of Venda (Univen).
South African academic women’s relationship to publishing needs to be
contextualized within the historical backdrop of apartheid education.

Much has been said about the racial stratification of universities prior to 1994
which facilitated a dual system that combined advanced education for whites with
under-developed and inadequate education for other racial groupings (Bunting,
1994; Cooper & Subotzky, 2001; Fernando, Hartley, Nowak & Swinehart, 1990;
Wolpe, 1988). Black education was granted lower state funding than white
education and subsequently the ‘non-white education’ systems were
inadequately resourced by the dominant political dispensation. The inadequacies
Ind inequalities in this system of separatist education reflected and reproduced
the socio-economic disadvantagement that was experienced by the
disenfranchized racial groupings. Even in the disadvantaged sector of the
education system there was a distinct hierarchy in the allocation of resources
among the HBUSs: universities that were established for coloureds and Indians
were better resourced than those for blacks (Bunting, 1994; Cooper & Subotzky,
2001).



ALtotal of ten HBUs were established after the Extension of University Act in
1

59°. These institutions have been understood within three broad categories
(Subotzky, 1997). The first category included the six black universities which
were located in the rural areas (Universities of: Venda, Zululand, Transkei, the
North, Fort Hare and the North-West); the second comprised of two HBUs
located in the urban areas, one for coloureds (University of the Western Cape),
the other for the Indians (University of Durban-Westville); and the third category
of HBUs was established for specific purposes, one to train medical personnel for
tTe treatment of black people (Medical University of South Africa) and the other,
a distance — based university to cope with the increasing numbers of black
people who required access to university education (University of Vista).
Although significant strides have been made to attain an equitable system,
remnants of these historical differences are still apparent in HBUs (Cooper &

Subotzky, 2001; de la Rey, 1999; Singh, 2001; Subotzky, 2001).

In March 2002, the National Commission on Higher Education made proposals
for the restructuring of the South African Higher Education sector (CHE report,
500/2001). The recommendations were tabled with the Minister of Education who
ﬁresented these proposals to parliament for debate in order to implement them

as law. These recommendations were legislated in October 2002.

Some of the major areas of contention, which were heatedly debated, centered
around the ‘landscape of Higher Education’ which has been recommended by
the Minister of Education. Many of these recommendations included the mergers
of Historically Disadvantaged Institutions, (HDIs), while many Historically
Advantaged Institutions (HAIls) retained their established status. The
implementation of these recommendations is currently underway at various
levels in South African Higher Education. These developments further highlight
the need for HBUs to strengthen their own resources and the value of increasing

publication rates could be regarded as a strategy of self-sustainability.

% The act no.45 of 1959 Established Universities based on racial and ethnic classifications. Thus separate
universities were created for black-Africans, Indians and coloureds.



Women in South African Universities

Before the South African democratic elections, black women were subjected to
the cumulative effects of race and gender discrimination. After the 1994
elections, the democratically-elected government committed itself, through its
constitution, to non-sexism and non-racism (Mbeki,1998). The South African
constitution prohibits discrimination and has embedded in it methods to promote
tne accomplishment of equality as exemplified by the current South African
president's comments (Mbeki, 1998,p. 261):

the progress we make towards the attainment of a
democratic society can only have fuller and deeper meaning
if it is accompanied by significant progress and struggle for
the emancipation of women

In spite of this commitment to non-sexism the dominant culture of institutions of
higher education continues to be organized on masculine policies and principles
(Bethiehem, 1992; de la Rey, 1999; Subotzky, 2001). Following global trends,
women are represented in larger numbers in the lower ranks, with few in the
professoriate or the governing bodies (de la Rey, 1999; Henry, 1990; Park, 1996;
Walker,1998; Williams, 2000). Universities have been very slow to adapt staffing
patterns and policies to enable women academics to advance in the hierarchy of

the academy.

Furthermore, although overt gender discrimination apparently does not occur in
South African universities, patterns of behaviour which may not be not overtly
sexist, but which continue to privilege meh, are reportedly common in most
departments and institutions (Bethlehem, 1992; Cooper & Subotzky, 2001;
Meintjies, 1997; Subotzky, 2001; Walker,1998). Men still predominate in positions
?f power and the culture at institutions remains gendered, reflecting its historical
roots as institutions designed ‘by men for men’ (Bagilhole, 2000; Blackstone &
Fulton, 1975; de la Rey, 1999; Evans, 1996; Kaufman, 1978). Although the term

‘power’ often has negative connotation in Western society, it must be realized



that ‘power’ cannot exist on its own as it is a relational reality (Boesak, 1977;
Potgieter, 1997; Shefer, 1999). The grappling with and dismantling of
androcentric power at different levels within the social order has been a constant
goal for feminist theorists (McDowell, 2002; Sagaria, 2002).

Due to the slow changes in staffing patterns, the dearth of women in senior
positions in universities is still evident in HBUs (Cooper & Subotzky, 2001;
S[ubotzky, 2001). A comparative study between the positions of women in HBUs
in 1988 and 1998 shows that while there are definitely more women in all
academic positions, there is still evidence of women’s over-representation in the
lower academic levels while the more senior positions continue to be dominated
bbl men. The table below, drawn from Cooper and Subotzky’s study (2001,p. 228)
illustrates the shifts in the number of women in academic positions between 1998
and 1999

Table 1: A comparison of numbers of women across various academic
positions in 1988 and 1998

(Rank | % women in academic | % women in academic
positions in 1988 positions in 1998
Professor 5% 10%
| Associate professor 14% 23%
Senior Lecturer 21% 34%
Lecturer 45% 52%

This shows how, although staffing patterns are changing (albeit gradually),
women remain disproportionately over-represented at the level of lecturer. The
statistics identify the serious disparity relating to the under-representation of
women in higher ranking positions in HBUs (Cooper & Subotzky, 2001). This
clearly illustrates male domination in the most senior positions in HBUs with men
forming 90% of professors and 78% of associate professors. The scarcity of

women professors is not a manifestation of an overall lack of women in



academia, but indicates that women are concentrated at the lower levels of the
academic hierarchy (Aisenberg & Harrington, 1988; Bethiehem, 1992; de la Rey,
1?99; Henry, 1990; Park, 1996; Thomas, 1990; Wiliams, 2000). When
comparing the data of women in executive management in HBUs in 1999,
women comprised 15% of these positions in 1999, compared with 14% in 1994.
This indicates that there was only a 1% increase in the number of women in

executive management over a five-year period (Subotzky, 2001).

Furthermore, a 1998 Woman-in-Research audit that was carried out across all
South African universities, revealed that black women remained particularly
underrepresented with regard to senior degrees in the humanities with
approximately 25% of white respondents were found to have doctoral degrees
compared to 7% and fewer in the other racial groupings. Moreover,
approximately 25% of those who had doctorates and more than 50% of those
who had Master's degrees were employed by HWUs (Primo, 1999). This
indicated that white women in the humanities were better qualified than their
black counterparts. It also showed that women who had attained Masters and
doctoral degrees were more often employed at HWUs. The academics at HBUs,

on the other hand, had fewer women staff with such qualifications.

It is further suggested that the absence of ‘women-friendly’ support at South
African universities, (such as counselling and child-care), continues to inhibit
women’s ability to pursue activities enhance their careers (Subotzky, 2001,
Morley et al, 2001; Wolpe, Quinlan & Martinez, 1997). Within the gender and
development framework, it is argued that the absence of these supportive
facilities in organizations often serves to expose the organization's lack of
responsiveness to the needs of women (Evans, 1996; Halsey, 1992; Smulders,
1998; Sutherland, 1985). It is also noted that when organizations fail to recognize
gender differences, the working environment is often experienced as being more
enabling to men than it is to women (Evans, 1996; Kaufman, 1978; Smulders,
1998: Thomas, 1990). Bethlehem (1992) collaborates this notion with her local
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study, and together with others asserts that even though women may progress in
the hierarchies of South African universities, full equality will only be reached

through direct and facilitative interventions (Lessing, 1994; Subotzky, 2001).

Historically there has been resistance to women gaining access to education,
credentials and employment. In many countries, including South Africa, recent
legislation has assisted in weakening this resistance. The formal and informal
barriers have been eliminated by the introduction of laws upholding the
employment of women and other marginalized groups. Examples of these laws in
South Africa relate to the Employment Equity Act (EEA) and Affirmative-Action
(AA) and the Workplace Skills Plan, but there are still many informal ‘invisible’
barriers that women have to overcome (Brown, 1997; Morley et al, 2001,
Subotzky, 2001). The persistence of these barriers, because of their invisibility
and subtlety, raise questions as to whether women ought to become or to
assume the androcentric attributes of the men with whom they are competing in
order to gain access to the centers of power in the workplace. Some of the
negative aspects associated with such choices relating to career paths are

highlighted in the literature reviewed in Chapter Three.

Statement of the Aims

The major aim of the study was to explore the challenges experienced by a
group of women academics at the selected HBUs with regard to the publishing of

academic articles. This aim was articulated through two central objectives:
1. To establish a descriptive profile of current publication records of women

academics at the selected HBUs. This includes a profile of their positions,

publication outputs and a picture of how much and where they publish.
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2 To explore how women academics in the study construct their relationship
to publishing. This included key questions as follows:
What do participants perceive to be central inhibiting factors and
challenges to their success as regards publishing?

o What do participants regard as the major factors in the academy which
impact on their ability to publish?

¢ What do participants recommend, at a personal and institutional level, for
the advancement of their publishing?

The aim of the first objective was articulated by the quantitative method (survey-

questionnaire), while the aims of the second objective were articulated by means
of the qualitative methods.

It should be noted that the study did not intend to represent all women at HBUs in
South Africa and thus the findings reflect only data generated by the participants
at the three targeted HBUs in this study. Furthermore, the study did not intend to
be only about black women. Although HBUs were established for black students,
the teaching staff have always included all ‘racial categories’ and because the
research was primarily a study of women, all the academic women at the
selected institutions constituted the sample (the questionnaire was disseminated
to all women academic staff members“). Thus, each data set, namely the
quantitative and qualitative data, was guided by different research questions but
it was expected that the two foci would contribute in complimentary ways to our
understanding academic women’s relationship 'to publishing at the targeted
universities. Although the findings represent the specific participants at the
selected HBUs only, there is strong support for viewing them as representative of
these institutions and generally of the other HBUSs, given the response rate of 30
— 40% as well as the fact that 30% of all South African HBUs were included in
the study.

* The questionnaire was the ‘fore-runner’ to the focus group discussions and interviews. The data collection
process is discussed in detail in Chapter Four.
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The current study, although primarily interested in qualitative explorations of
women’s publication experiences, intended to use the quantitative findings
(provided by the findings of the survey-questionnaire), to provide a descriptive
‘picture’ of the participants’ reported publishing status. The findings of the
qualitative data, generated by focus group discussions and interviews, were used

to explore ‘behind the descriptive picture’ provided by the survey-questionnaire.
Outline of Chapters

Chapter Two introduces the theoretical framework of the study. This section
outlines the feminist standpoint theory as the theoretical framework within which
the study is located. The value, the critical evaluation as well as the relevance of
the feminist standpoint theory to the current study, is presented. Chapter Three
introduces the literature relating to theories and conceptual frameworks that
describe the difficulties women often experience in workplaces generally. These
barriers are discussed in specific relation to academia. These conceptual
frameworks present the barriers to women’s advancement which also impact on
their ability to do research and publish in academia.

Chapter Four describes the methodological parameters of the current study as
well as the procedures that were used to generate the data. Ethical
considerations, as well as the researcher’s self-reflexivity with regard to the study
and the methodological aspects of the study are included in this chapter. The
results of the study are discussed in Chapters Five, Six and Seven. Chapter Five
presents a profile of the publication records of the respondents as well as factors
that they report to influence their publishing endeavours. The findings of the
quantitative analyses were used purely for descriptive purposes and are

presented diagrammatically by means of graphs and tables.
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The qualitative data was obtained from the interviews and focus group
discussions, with a small proportion of these findings based on open-ended
questions on the questionnaire. The analyses of these findings are discussed in
Chapters Six and Seven. Chapter Six focuses on the perceived barriers to
publishing as reported by the participants, while Chapter Seven presents the
analyses of participants' perspectives on strategies to support their publishing

and proposals that may assist them in challenging the barriers they perceive with
regard to publishing.

Chapter Eight is an attempt to articulate the central findings of the study, make
recommendations for further studies and to re-iterate the importance of

publishing to South African academic women, as a tool towards the
democratization of academic institutions.
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CHAPTER TWO: ENGAGING FEMINIST
STANDPOINT THEORY

This chapter outlines the theoretical underpinnings of the study, which although
located within a feminist theoretical framework, draws primarily on the principles
of the feminist standpoint theory. This study focuses exclusively on experiences
of academic women with regard to the challenges they encounter in their
publishing endeavours. Given this focus, the chapter outlines the key tenets of
feminist standpoint theory and its value to this particular study. The chapter also

attempts to contextualize this body of work within larger developments in feminist
theory.

Introduction

Since the inception of the second wave feminist movement, feminist scholars
have developed a wide range of theoretical epistemologies in their attempts to
understand the origins and the perpetuation of gender inequality in contemporary
societies (Handrahan,1999; Harding, 1991; Hennessey,1995). From the outset, it
should be nbted that feminism is understood and acknowledged in terms of its
multiplicity rather than as a single theory or a single method (Denzin & Lincoln,
1998; Flax, 1990; Fonow & Cook, 1991; Mies, 1993; Olesen, 1994). Maynard
(1994) for example, makes reference to feminism as a multitude of feminist

theoretical variations.

One of the key areas of feminist work, since the early period of the second wave
of feminism, is that which is referred to as feminist standpoint theory, which has
at its core a 'woman-centered perspective’ (Collins, 1986,1992; Harding, 1991;
Hartsock, 1998: Hendricks & Lewis, 1994). In the last few decades, feminist
standpoint theory, together with broader feminism, has gone through many

changes. Even though these changes and interpretations within the feminist
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movement have been a site of multiple debates, the focus and centrality of
women and women's voices remains a primary feature of all feminist studies.
Although the various strands of feminism each have their own particularities,
Maynard 1994) asserts that the following commitments are common to the
goals of all feminist studies:
e A major focus on the situation and experiences of women in relation to power
in society; | |
A centralizing of women as subjects in the investigation process

An emphasis on developing interventions to improve women's positions in
society.

Feminist standpoint as a counter-hegemonic theory: ideology

and constructions of knowledge

Feminist standpoint theory, as part of broader feminist theories, occupies a
significant place among the critiques of Western epistemology and ideology.
Benhabib (1986) describes critique as a process that enables future social
change. Within this understanding, critique is used to provoke and use
ideological crises for social transformation. Furthermore, critique is also used to
refer to processes and concepts that attempt to emphasize contradictions within
the social order. These attempts do not necessarily heal or resolve the identified
crises, but rather may be used as the means to the solution of the crises
Benhabib (1986).

Like counter-hegemonic theories, feminist inquiry is often associated with
paradigmatic shifts in attempting to challenge the reigning ideology®. For these
reasons, feminism has been positively embraced by many critical other ‘counter-

hegemonic’ theorists, who are concerned with questioning, exposing and

5 a material force because it (re)produces what gets to count as ‘reality’, but at the same time other material
forces, both economic and political, are shaped by, and not only reflected in, ideology (Hennessy,1995,p.
21).
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rectifying flaws in traditional research frameworks. According to these critical
theorists, the major objective of any research endeavour should be to create
knowledge to facilitate the transformation of the social order as desired by the
participants of the research (Benhabib, 1986; Hennessy, 1991).

Feminism, like other critical theories, rejects the notion of objective knowledge.
From these perspectives, all people and all groups are regarded as socially
situated and knowledge is regarded as a social construction (Harding, 1991,
Hartsock, 1998; Hennessy, 1995).

Feminist standpoint theory: a woman-centered

perspective

Woman-centered studies are a contemporary form of feminism in which the
experiences of women, who are often in marginal positions in patriarchal
societies, are brought into the research and knowledge production arena (Collins,
1986, 1992; Hartsock, 1998: Hendricks & Lewis, 1994). This perspective
recognizes the social positioning of women, and it acknowledges the various
forms of subjection which women experience in their ‘peripheral’ positions in
society. The focus of the debates and studies, located within this conceptual
framework, are therefore not solely on gender, but includes the recognition of
other forms of subjection. Among these forms of subjection are race, ethnicity,
sexual orientation and physical competence which women experience (Harding,
1991; Hartsock, 1998). hooks (2000) has also emphasized the need to go
beyond gender and to include other forms of subjection which include race and

class into feminist perspectives.
Woman-centered studies have highlighted the private/public divide, which may

be understood as an extension of the traditional philosophical distinction between

mind and body. It is argued that the mind-body dualism is based on the
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assumption that the mind and its activities are regarded as superior to the

and its activities and that the mind is equated with masculinity and the body with
femininity. Within this framework, men are constructed as the creators of
knowledge, while women’'s experiences are disregarded (Handrahan, 1999;
Ribbens & Edwards, 1998; Standing, 1998). On the other hand, ‘women'’s
experiences’ are silenced and devalued in androcentric social orders (Aisenberg
& Harrington, 1988; Campbell & Bunting, 1991; Crosby, 1991; Harding, 1991;
Lorber, 1994; Welch, 1990). Societies have historically been stratified along
gender lines where women and men are assigned different activities, and thus
lead lives that are shaped and moulded in significantly different ways (Harding,
1991; Standing, 1998; Tong, 1989). Given the ‘gender-biased’ conceptualization
of ‘truth’ and existing theories, feminist standpoint theory attempts to eradicate
the rigid gender-divide by emphasizing the importance of women’s experience in
the development of theory and the production of knowledge (Handrahan, 1998;
Harding, 1991; Reinharz, 1992; Scheper-Hughes, 1983). Furthermore, feminist
analysis may be interpreted as a form of deconstruction of existing ‘truths’ and
theories. By these means feminist standpoint theory attempts to reconstruct the
way in which knowledge is presented and understood, when women’s
perspectives are included in the development of theories and in the generation of
knowledge (Harding, 1991; Standing, 1998; Wuest, 1995). Feminist standpoint
theory, like feminism more broadly, should be regarded as a critical theory as it
often presents challenges to the hegemonic social order (Hanrahan, 1999,1998;
Hennessy, 1995)

For feminist standpoint theorists, knowledge is perceived to be shaped by the
social context of the knower. From this stance, the perspective of groups that are
marginalized, (by race, gender or class), are regarded as being more accurate
than people from groups that are more advantaged in the dominant culture (Allen
& Baber, 1992; Code, 1991; Wuest, 1995). As mentioned earlier, feminist
standpoint theorists focus on women’s lives, and assert that women'’s lives have

been erroneously devalued and made invisible. Consequently, women’s
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contributions as the generators of evidence for or against knowledge claims have
also been devalued and underdeveloped. |

Key concepts in standpoint theory

As stated previously, the central focus of feminist standpoint theorists is their
attempt to include the experiences, perceptions and voices of women in order to
challenge universal understandings of reality (Abbot & Wallace,1990; Benhabib,
1986; Handrahan, 1999,1998; Hennessy, 1995). From this perspective,
traditional theories and conventional research methodologies have been
challenged to include and focus on women. By including women as subjects and
objects of research, women are provided with opportunities to escalate in their
careers and have access to resources which will assist them to move from

marginalized positions in academia to the ‘center stage’ of research (hooks,
1984).

Feminist standpoint theory, however, does not claim that women’s experiences in
themselves provide a reliable basis for knowledge claims about nature and social
relations (Harding, 1991). It is, therefore, arguable that it is neither the
experience nor the discourse that provides the basis for feminist claims, but the
articulated observations of and theory about the rest of nature and social
relations. A feminist standpoint does not therefore exist in pure form in the
consciousness of women. Rather, a standpoint is often regarded as the outcome
of a struggle (Henwood, Griffin & Phoenix, 1998). In this way the development of
a standpoint represents the process by which an oppressed group becomes not
merely a group in themselves, but a group for themselves (Harding, 1991).

Feminist standpoint theorists argue that particular forms of subjection that

women experience as an oppressed, exploited and dominated gender have a

distinctive content. This theory, while highlighting ‘difference’, cautions against
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reproducing patriarchal constructions of this difference as inferiorities (Harding,
1991). ]

Because ‘standpoint’ refers to position in society, it may be conceptualized as a
way of making sense of the factors that shape social structures and identities
(Hennessy, 1995). By focusing on factors that structure the relations between
social positions and ways of knowing, feminist standpoint theorists, challenge the
assumption that simply being a woman, guarantees a feminist view of the world.
Instead, feminist standpoint theory is a socially produced position and thus not
necessarily available to all women. In this way, the notion of difference is
introduced when standpoint is interpreted in this way. Harding (1991) asserts
that not only is there no ‘typical woman’s life’, but women’s experiences of their

lives are not necessarily the feminist knowledges of women'’s lives.

Harding (1991) regards women’s positions as ‘strangers’ to the social order as a
potentially valuable position given the advantages in being a ‘stranger rather
than a ‘native’. A basis for this claim is that, while women are often excluded from
the design and direction of the social order and the production of knowledge, a
‘stranger’ brings a combination of new factors to the research process (Collins,
1986; Reay, 1996a,1996b). These include a combination of nearness and
remoteness as well as the concern and the indifference that are integral to
maximizing objectivity. In this process, the ‘natives’ may confide more in the
researcher, (who may in this situation be regarded as the ‘outsider’), than they
would with each other. Also, the ‘stranger’ researcher may be able to perceive
behavioural patterns and belief systems which those immersed in the culture are
frequently unable, or less able, to detect (Harding, 1991; Reay, 1996a,1996b).

Harding’'s work (1991) goes on to argue that the oppressed may have the
capacity to ‘see more clearly’. Thus, though some people may be socially more
disadvantaged, they are epistemologically more privileged, because they may

better positioned to produce maximally objective knowledge. From this
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pérspective, it is argued that at times the distinctive feature of women'’s situation
inl a gender-stratified society, may be used as |resource in feminist research
|

(jarding, 1991). It is further postulated that these unique resources enable
fi

ri¢her explanations of the social order, than does conventional research.

minism to produce empirically more accurate descriptions and theoretically

Collins (1986) provides a helpful manner to address some of the questions which
Harding's perspective eludes to answer, especially with regard to questions
apout conflicting standpoints and norms or criteria to evaluate different
khowledges. Collins (1986) calls for vigilance against dividing the world
straightforwardly into the oppressed and the oppressors. She argues that in
reality, individuals are often both members of dominant groups as well as
members of subordinate groups. Collins (1986, p.i236 — 37 ) therefore advocates
the use of dialogue to deal with the assessment of these claims:

Everyone has a voice, but everyone must listen and respond
to other voices in order to be allowed to remain in the
community |

Dialogue is a concept which hinges around the notion that each social group
speaks from its own standpoint and shares its own partial, situated knowledge.
Although the notion of dialogue does not offer a universal answer to the ways in
which the issues of knowledge claims can be guaranteed, it does shift the
discussion to a terrain where standpoints are debated rather than accepted at
face-value. - | |

For feminist standpoint theorists, people’s knowledge, perspectives and
behaviour must be understood in terms of their social positions. This is because
standpoint theory has as its central focus, social groupings rather than roles
(Baldwin, 2000; Crenshaw, 1992; Harding, 1991). Standpoints are therefore used
to refer to one’s view of the world. Feminist standpoint theory assumes that there

are different types of knowledge and that all types of knowledge are regarded as
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partial, because people do not know all the aspects of the various possible
perspectives (Baldwin, 2000; Eichler, 198€). It is argued that some people do,
however, by virtue of their particular social location, have a more complete
knowledge and understanding of reality than other people. Arguably, oppressed
groups of people are said to have a more complete view of reality than
oppressors (Harding, 1991). Knowledge of oppressed social groups often form
the basis for the critique of the power structure of the group that constitutes the
status quo (Baldwin, 2000). From this perspective, it is argued that women's
experiences of the world are different from those of men’s experiences with
respect to gender, and are regarded as more complete, given their vantage point

of oppression in patriarchal societies (Baldwin, 2000; Code, 1991; Harding,
1987).

From the woman-centered perspective, feminist standpoint theorists claim that
the existing social order is dysfunctional for women. This claim is based on the
ssumption that there is a closer fit for men, in the dominant groups and the
rrangement of the social order, than there is for any woman.® From this stance,
1e inequalities of the ‘power system’ are apparent and this is often regarded as
the ultimate value of the feminist standpoint theory. Because it is from this
vbntage point that women's experiences may be validated and published in order
t¢ challenge the reigning androcentric social order (Code, 1991; Davis, 1981).

Vhen research starts with the ‘dailiness’ of women’s lives, (Harding, 1991),
asearch processes may improve the recognition that some understandings of
oth women’s and men’s lives are very different to accounts preferred by
conventional society. The ‘dailiness’ of women’s lives is explained by Harding
(1991,p. 129) as: |

® But it must be remembered that the
who are not members of the dominar
also increasingly more dysfunctional
economically privileged white wome
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| mean the patterns women create and the meanings women
invent each day and over time as a result of their labours
and in the context of their subordinated status to men. The
point is not to describe every aspect of daily life or to
represent a schedule of priorities in which some activities are
more important or are accorded more status than others.
The search for dailiness is a method of work that allows us
to take the patterns women create and the meanings women
invent, and learn from them. If we map out what we learn,
connecting one meaning or invention to another, we begin to
lay out a different way of seeing reality. This way of seeing is
what | refer to as woman’s standpoint

The aspects of women’s work, though they are not recognized and are ‘invisible’
tc men, are the services that support the public sphere; thus relieving men of
their responsibility to care for their own bodies and physical existence. This type
o" support facilitates the shaping of men’s lives so that they are freed up and
ailowed to engage with the abstract rather than the concrete. Men are therefore
able, and expected to, dominate the public sphere of the mind and abstract
thinking. Because of women'’s positions and their traditional roles, their work is
regarded as incomprehensible to men and thus rendered invisible from the ‘male-
siream’ point of view (Collins, 1992; Crosby, 1991; Harding, 1991; Lorber, 1994).
Since society exercises many forms of oppression, science reflects these axes of
oppressions. Knowledge thus cannot be said to be ‘value-free’. Many feminists,
lite Harding, insist that we acknowledge that values that are imported into

science are androcentric, and not democratic values.

one takes the stance that feminism is a mode of analysis rather than a set of
given conclusions, then questions of process and change become important
(Hartsock, 1998). Many disciplines have excluded women in the development of
their epistemologies. The value of feminist standpoint theory is that it posits
feminism as a way of conceptualizing the foundations of these human-related
sciences. It is argued that many conventional academic disciplines were
ceveloped by men, for men, protecting men and promoting the male identity
Handrahan, 1999; Harding, 1991; Hennessy, 1995; Lorber, 1994).
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Fa=minist research has destabilized the notion of research and knowledge
p-oduction as being ‘value-free’ (Handrahan, 1999; Harding, 1991, Hartsock,
1398; Hennessy, 1995) For feminist standpoint theorists, knowledge is
constructed as dependent on contextualized experience. It is argued that
bz=cause experience is seldom neutrally transmitted, knowledge cannot be and is
not neutral or value-free (Hennessy, 1995). The inclusion of women into research
projects is an attempt to challenge traditional research enterprises because of
the knowledge, experience and understandings that women bring into the
projects. ‘Adding’ women fundamentally alters the state of the research process
because the theoretical and methodological rules, (that traditionally exciuded
wiomen), are challenged (Handrahan, 1999). The perspectives of theorists like
Fartsock (1998) and Harding (1991) provided initial ground for feminist

epistemology that emphasized that women did not necessarily know better but
!
that women know differently.

One of the key areas where women’s ways of /'doing things’ is evident is the
ettempt by feminism to challenge the nature of power relations in the research
process as will be elaborated in Chapters Three and Six. Often conventional
rasearch strives to maintain a power hierarchy with the researcher being ‘outside
sind neutral’ to the research process. Feminist research, on the other hand,
posits self-reflexivity as a central feature’. Feminist epistemology acknowledges
that the research process is as important as the outcome of the research
process. The inclusion of self-reflexivity in the research process is an attempt to
tninimize the power hierarchy that is endemic between the researcher and the
researched in conventional research studies (Denzin & Lincoln, 1998; Harding,
1991; Malterud, 1994).

" This concept and the researcher’s position in this study will be elaborated in Chapter Four.
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The value and critique of feminist standpoint theory

The key value| of feminist standpoint theory is that it provides a forum for
women’'s voices and experiences as subjects and objects of research
enterprises. In this way feminist standpoint theory attempts to challenge the
various axes of oppression that women experience. This perspective also gives
credence to women by using their unique resources and particular location within
power relations for knowledge production (Denzin & Lincoln, 1998; Harding,
1991; Hundleby, 1997). -
Furthermore, feminist standpoint theory argues for researchers to foster more
egalitarian, (or' at least less oppressive), social relationships and meanings
during research processes. This conceptual framework, because it is concerned
with women’s concrete, materially-grounded experiences, has its origins in a
politically informed and theorized position regarding the perspectives and
standpoints of women (Henwood, Griffin & Phoenix, 1998). While there are
strong areas of discontent with traditional interpretations of feminist standpoint
theory, a silence on these debates would retain women in their marginalized
positions in peripheries of research.

The traditional conceptualization and interpretation of feminist standpoint theory,
often created perceptions that this variation of feminism was too totalizing and
unifying of women and their experiences. This interpretation often led to
problematic situations when attempts to distinguish between competing claims
from the various ‘voices’ of women were made (Collins, 1986,1992; McPeak,
1998; O’Leary, 1997; Reay, 1996a, 1996b). When gender was regarded as the
sole source of |marginalization, interpretations with regard to the experiences of
‘women’ as a single category, becomes problematic. Such versions of feminism
were criticized for ignoring the differences between women in their assumption of

a singular category of ‘woman’ For example, the experiences of white, middle-
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class women versus the ‘voices’ and experiences of black, working class women
were very different (McPeak, 1998; O’Leary, 1997; Reay, 1996a, 1996b).

More recently, researchers are cautioned to be wary of approaches that attempt
to develop a totalizing, unifying framework that ‘speaks’ for all women. Over the
last decade or so the ‘difference debate’ has been central to feminist theorizing.
The ‘difference debate’ in South Africa is primarily used to refer to race and
racism, and the power relations between black and white women, in particular,
are challenged within these debates (de la Rey, 1997). Feminist theories now go
beyond binaries (male-female; dominant and marginal social positions) to include
multiplicities. In this way, contemporary interpretations and practices of feminist
standpoint theorists do not totalize women as a single category but rather
recognition is given to the differences between women; and acknowledgement is
also given to variations of differences and the multiple axes of oppression and
marginalization that women experience (Harding, 1991; Shefer, 1998; Tiefer,
1992; Vance, 1984; Wilkinson & Kitzinger, 1993).

A further criticism of the traditional interpretation of feminist standpoint theory is
that misinterpretation and oversimplification may occur with regard to women'’s
marginal positions in society. Critics may argue that the theory inadvertently
advocates that women’s marginal positions are advantageous (Collins, 1992;
Harding, 1991). This criticism was based on Collins’(1986) concept of the
outsider from within®, a concept that may be misunderstood as women’s
peripheral positions providing them with increased resources in research
enterprises. Cbntemporary feminist standpoint theorists point out that notions of
advantage or an idealization of women in the marginalized positions in society, is
an oversimplified interpretation of standpoint theory. Such an oversimplification
may mislead women into believing that they do not have to challenge the status

quo. This critique of traditional interpretation of feminist standpoint theory is

® This concept deals with people in ‘outsider” status that are more able to interpret and identify the
problems in the social order from their vantages point as outsiders.
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continued by McPeak (1997), who argues that an|epistemic advantage can only
be based on knowledge and that people in marginalized positions are frequently
denied access to knowledge and to exercise their intellect. The marginalized
position of women provides them only with a |positional advantage, in that

knowledge is not acquired by education or experience, but mérely by suffering
the oppression by others.

Although the various points of critique of feminist standpoint theory are
acknowledged, the theory remains valuable, because unlike traditional research,
it draws women from the peripheries to the centers of research (Collins,
1986,1992; Handrahan, 1998; Harding, 1991; Hartsock, 1998). The central
contribution of these discussions is not that women ‘know’ better, but rather that
women know ‘differently’. The contribution of their experiences and cognitive
styles would be to enhance and to introduce more ‘balanced’ research
enterprises, than traditional research. Because it may be argued that traditional
research is based on androcentric research styles, and that many theories were
developed through male interpretations, it could be argued that men have
dominated the ‘sites’ of knowledge production For these reasons, feminist
standpoint theory should not be disregarded for its flaws, but rather be
recognized for its contribution (Handrahan, ‘1999, 1998; Harding, 1991;
Hendricks & Lewis, 1994; Reay, 1996a,1996b). ‘

The positive aspect of feminist standpoint theory lies in the acknowledgement
that it provides a space for women’s voices to be heard. It also provides an
opportunity for women'’s experiences and opinions to be raised and documented.
Thus it challenges the neglect of women’s perspectives and the marginalization

of women as knowledge producers, in conventional social research.

27



Current trends in the interpretation and reconceptualization of
standpoint theory

The reconceptualized feminist standpoint theory has many features of feminist
post — modern theories such as social constructionsim. Post-modern theorists
have their genesis in the works of scholars of the middle and late 20" century
who contested the principles of modernity. Hence, it is argued that the origin of
knowledge is socially constructed and there is a preference for local narratives.
This perspective therefore offers opportunities for the representation of voices

and stories of people and social groups that were traditionally silent and silenced
(Gergen, 2000). R
Current understandings of feminist standpoint theory reflect the key tenets of
post-modern theories that suggest that a critical position be adopted for the
‘taken for granted’ ways in which reality is understood. It challenges the idea that
that conventional knowledge and understanding is based on an objective,

unbiased observation of the world has been widely developed.

The major shift in the interpretation of feminist standpoint theory is that
contemporary feminist standpoint theory draws on post-modernism and post-
structuralism in particular, to acknowledge diversity. Current interpretations of
feminist standpoint theory is therefore underpinned by the recognition of
differences between women and the acknowledgement of women’s various axes
of subjection that have been highlighted by postmodern feminists (Harding, 1991;
Tiefer, 1992; Vance, 1984; Wilkinson & Kitzinger, 1993). In this interpretation,
feminist standpoint theorists do not attempt to totalize and unify women and the

‘woman’s experience’
Harding (1991) argues that feminists need to replace the desire for unity with
regard to women’s common experiences, with goals shared by other groups

struggling against Western hegemony. The ‘new version’ of feminist standpoint
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theory acknowledges differences in experiences of women, and encourages
them to establish their own standpoints. When feminist standpoint theory is
interpreted in this way, this theory becomes an epistemological position and not a
methodological movement (Kenney & Kinsella, 1997).

Feminism has been positively accepted by many post modernists and other
‘counter-hegemonic’ theorists, because these theorists too, are concerned with
questioning, exposing and rectifying flaws in traditional research frameworks.
According to these theorists, the major objective of any research endeavour
should be to create knowledge that facilitates transformation of the social order
as desired by the participants of the research. Feminist inquiry is a paradigmatic
shift countering the reigning ideology. Harding (1991) argues that science is
socially constructed in that those who are involved in decision making and are
thus socially embedded and not by those who are socially peripheral.

Feminism’s history as a critique of patriarchy can be understood in terms of the
ways in which it addresses gaps in the dominant culture’s ways of making sense
of women'’s lives. (Hennessy,1995). Critique aims not to heal or resolve cultural
crises, but to reveal that the internal contradictions in a cultural text are the
products of crises in the social order at large. These internal contradictions

cannot be resolved by the system as configured at present.

Harding asserts that not only is there no ‘typical woman’s life’, but women'’s
experiences of their lives are not necessarily the feminist knowledges of women’s
lives (Harding,1991). Although the reliability of this theory may be challenged, the
theory provides a space for women’s voices to be heard. It also provides an
opportunity for women’s experiences and opinions to be raised and documented;
unlike traditional social research where women were outside the research arena

(whether as subjects or as objects).
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For feminist standpoint theorists, the term ‘woman’ does not imply that there is
sameness among all women. Rather, that other areas of invisibility and inequality
interweave the theoretical invisibility and inequality of women: such as class and
race, amongst others. Feminist standpoint theory, with this understanding, is not
seen as a means by which to give identity to women only, but as a campaign that
challenges the dominant ideology (Collins, 1986; Harding, 1991; Hennessy,
1995). This disidentifying subject of critique does not claim any one group identity
as its sole terrain, but instead ‘speaks from’ the position of a counter-hegemonic
collective which its theoretical framework produces. The place for feminist
standpoint theory, from this perspective, is not ‘experience’ as we are used to
thinking of it, but an articulated system of positions in the historical process. The
contemporary interpretation of feminist standpoint theory does not aim to
eliminate differences, but rather to ensure that differences are not used to
support unequal power relations. Feminist standpoint theory calls for a definite
restructuring of the political and economic structures which are supported by the
existing social order (Harding, 1991; Hartsock, 1998; Hennessy, 1995). For these
reasons, feminist standpoint theorists are now regarded as being concerned with
the multiple axes of oppression that women experience rather than with the
single axis of gender as the only form of subjection and oppression that women
experience. Arguably, there are various feminist standpoints because there is no
single standpoint which would adequately address the concerns of all women
(Flax, 1990; Harding, 1991; Hennessy, 1995; Maynard, 1994; Olesen, 1994).

By using the ‘new interpretation’ of feminist standpoint theory, researchers need
not be apprehensive that feminism may lose its specificity. The central tenet of
feminist standpoint theory remains to be launched from an inquiry into and the
opposition of the devaluation of ‘woman’ under patriarchy. In this way, feminist
standpoint maintains the specificity of its starting point and special interest
(Harding, 1991; Reay, 1996a, 1996b, Reinharz, 1992; Ribbens & Edwards, 1998,
Scheper-Hughes, 1983). Contemporary feminist standpoint theory may therefore

be regarded as a conceptual framework which allows subjects of feminist
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research to be transformed from an empirical group of ‘women’, to a collective
epistemology of critique aimed at dismantling the patriarchal social order® (Butler,
1990; Harding, 1991; Hennessy, 1995; Tong, 1989).

Concluding thoughts

The selection of the feminist standpoint theory as a conceptual framework for this
study achieves two goals. Firstly, to provide a platform for women’s voices and
experiences. Secondly, this framework allows for the interpretation of women’s
experiences not only from their marginalized positions due to gender but also
from other axes of subjection. Using this perspective, women’s relationship to

power and their access to ‘centers of power’ are also brought into sharp focus.

By using the principles of contemporary feminist standpoint theory, ‘voices from
the margins’ may be articulated. In this study, women academics, who often
occupy the lowest academic rankings in the academy, were able to articulate
their ‘experiences’. In the interviews and/or focus groups, the participants were
provided with an opportunity to articulate their experiences and make proposais
for restructuring the institutional ‘ethos’ and the ‘dailiness’ of their lives to enable

them to publish-more frequently.

Contemporary feminist standpoint theorists acknowledge difference and diversity
and make provision for various ‘standpoints’.; From this stance, feminist
standpoint theory does not totalize and unify all women to a single category of
‘woman’ as was discussed earlier in the chapter. It is hoped that this theoretical
framework will facilitate an enriched and deeper understanding of academic
women’s reports with regard to the challenges they experience in their publishing

endeavours, at the targeted HBUs.

® Some of issues are addressed in Chapters Seven and Eight.



In this study, women, who have historically been excluded from the research
arena, were the sites of production of knowledge of the ‘reality’ of women’s
e periences in academies. The knowledge and understandings were created by
their experiences of the institutional culture. Institutional cultures at HBUs in

Snuth Africa are influenced by the historical-political origins of these institutions.
The following chapter, Chapter Three, presents a broad review of literature in

order to conceptualize academic women’s relationship to publishing in South
African HBUs.
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CHAPTER|THREE: ‘ATHENA’ IN THE ACADEMY

Introduction

The purpose of this chapter is to review key literature that relates to an
understanding of women in academia, and in particular, their relationship to
publishing. The literature review is categorized into three broad sections. The first
section attempts to conceptualize the position of academic women, by drawing
on feminist theories that have been developed to explain women’'s lack of
advancement in the work place more broadly. Although many of these theories
and concepts relate to general work places, it is arguable that they provide a
starting point for theorizing academic women'’s experiences of marginalization,
and barriers to advancement in academic institutions. The second section of the
literature review relates to publication and authorship and reviews international
literature on the challenges that women face in publishing. The final section
conceptualizes the position of women academics in South Africa, in particular
women at HBUs, and reviews the small body of work on their relationship to
publishing.

Contextualizing women academics as workers

Despite myths concerning the efficacy of affirmative action
programs, there are still relatively few women in academia...
educational cutbacks with fewer permanent positions and
more restrictive criteria for promotion have given rise to the
‘revolving door’ phenomenon, wherein junior staff are rotated
through entry level positions without serious consideration
for permanency. This has created a new class of ‘gypsy
scholars'® an intellectual ‘proletariat’*’ , who, in order to earn
a living = move from one low-paying, dead-end teaching post
to another. This proletariat is disproportionately female. .....
There is undoubtedly truth in explanations that women are

' Boyer, 1986
' Winkler, 1981
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still primarily responsible for child-rearing and homekeeping.
But, by focusing solely on these external factors, may lead
one to overlook the ways in which sexism, is embedded in
the structures, norms and policies of the university itself.
(Park, 1996,p. 46).

It is commonly acknowledged that women in academia, like women in the
broader work context, often encounter more barriers to their career advancement
than do their male counterparts (Aisenberg & Harrington, 1988; Crosby, 1991;
Dines, 1993; Eggins, 1996; Lorber, 1994; Morley et al, 2001; Park, 1996;
Subotzky, 2001). Many of the challenges experienced by women have their
origins in the patriarchal notion of the private/public divide and stereotypic
notions of 'male' and 'female' work and roles. These traditional noticns of ‘man’s
work’ being in the public sphere (characterized by dealings with matters of the
mind), and ‘woman’s work’ in the private sphere (characterized by dealings with
emotional matters), continue to have salience in contemporary societies
(Aisenberg & Harrington, 1988; Barker, 1982; Bem, 1993; Henry, 1990; Lorber,
1994; Park, 1996; Subotzky, 2001; Toren, 1999; Welch, 1990). The notion of
gendered governance refers to the way in which men and women learn what is
valued as well as participation in decision making. Such learning frequently
determines their roles and identities in the social order and their perceived

entitlements as members of a given society (Preece, 2002).

While there is a global trend of more women academics in universities, there is a
sharp awareness that women are still underrepresented at higher levels and in
positions of power in the academy, and that most women are employed in the
lowest positions in the academy (Bagilhole, 2000; Bell & Gordon, 1999; Boyer,
1986; Callen, 1‘998; Collins, Chrisler & Quina, 1998; Cooper & Subotzky, 2001;
Eggins, 1997; Figueira-McDonough & Sarri, undated; Lerner, 1992; Licuanan,
1998; Morley ei‘ al., 2001; Park, 1996; Walker, 1998). As a consequence, women
in academia oﬁen have a sense of being ‘short-changed’ in terms of promotion

and escalation on the ‘academic ladder’ (Bacchi, 1999; Caplan, 1995). Women's
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late entry into the academy has apparently had a continued influence on the
position of women academics and on the governance of universities (Acker,
1998; Johnsrud & Heck, 1994; Kanter, 1977; Park, 1996).

The components of academies that contribute to the culture of the academy
include aspects of curriculum development, appointment and promotion
processes, style of academic surroundings and the hierarchical structure
(Bradley, 1998; Park, 1996). Because it may be argued that academies were
designed by men for men, a gendered and androcentric culture remains
prevalent at these institutions (Sutherland, 1984; Subotzky, 2001; Thomas,
1990). The emphasis on efficiency and effectiveness in higher education has
resulted in minimal attendance to matters concerning gender equity: for example,
HBUs in South Africa have, since their inception, had to contend with inequalities
on multiple levels, especially during the apartheid regime. These inequalities,
related to resources, funding and programmes, were deemed as more crucial
than matters pertaining to gender justice (Subotzky, 1994; Wolpe, 1993).
Managerial bodies of HBUs, who were predominately male, continued to create
the ‘othering’ of women in these academies (Cooper & Subotzky, 2001;
Subotzky, ZOOF). Although some men deny a gender equity problem, the
experiences of South African academic women reflect subtle forms of gender
discrimination which are consistent with international trends (de la Rey, 1999;
EPU,1997; Howell, Naidoo, Potts & Subotzky, 2000; Petersen & Gravett, 2000).
Even successful senior women academics often perceive their roles in the
academy as invisible and express disillusionment with their institutions when their
hard work is nbt recognized (de la Rey, 1999; Morley et al., 2001; Subotzky,
2001)

Globally there has been a marked clustering of women undergraduates,
postgraduates : and academic staff in particular disciplines. However, it is
apparent that there is a dramatic elimination process when women attempt to
escalate through the academic hierarchy (Acker, 1984; Bagilhole, 2000; Harper
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et al., 2001; Heward, 1996; Morley et al., 2001; Park, 1996; Rose, 1994
Subotzky, 2001). In addition to horizontal gender segregation between the
disciplines, vertical segregation marks the difference between male and female
staff members in the academic hierarchies, especially in terms of remuneration in
institutions where women are paid on lower salary scales than men. Increasingly,
and more often, it is women who are appointed on ‘soft funding’ as lecturers, or
as research staff who are part-time, or on short-term contracts (Park, 1996;
Rose, 1994; Wilson, 1999). A review of literature on working women highlights a
number of key areas believed to impact on their work and hinder their ability to
progress. These include the ‘double load’; androcentric culture and gendered
careers. Because many challenges that academic women encounter in academia
have their origins in traditional patriarchal practices, it becomes important to

problematize these challenges more broadly.

The Double Load

Although the majority of women, across the globe, are employed outside the
home, they are still primarily responsible for child-rearing and home-making
activities. This has traditionally been referred to as the ‘double load’ or the
‘juggling act', which women evidently experience on a far greater scale than their
male counterpdrts (Aisenberg & Harrington, 1988; Crosby, 1991; Dines, 1993;
Lorber, 1994). Historically, an academic career was perceived to be a career
option which Iept itself to combining motherhood and work. This is because the
hours are fiexible, the work has a degree of autonomy and for many academic
women staff members the holiday periods coincide with the school holidays
(Dines, 1993; Park, 1996, Rehman & Biswal, 1993; Welch, 1990). In recent
times, this career option has become less favourable to women because of
diminishing resources, lower salary scales than for many other occupations and
the strong corﬁpetition for permanent positions (Acker, 1990; Bagilhole, 2000;
Brown, 1997; Park, 1996; Subotzky, 2001; Thomas, 1990; West & Lyon, 1995;
Wilson, 1999). |
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Managing a career, a home and being an effective parent has been identified as
a major challenge for women in academia (Henry, 1990; Park, 1996; Welch,
1990). Women’s 'juggling' may involve decisions that affect families and not only
the ‘juggler’, but there is often the perception that the challenges that confront
families are regbrded as challenges for women (Crosby, 1991; Welch, 1990).
The way in which women regularly juggle roles is exemplified by the following
description of the various roles of a part-time woman student, has to juggle
throughout her day: while she is enacting one set of roles (employee, colieague,
friend), another set of roles must disappear from the center stage of her life
(student, tutor); yet another set of roles may constantly remain, receiving
attention at different levels, with differing degrees of involvement at different
times of the day (these are the roles of mother, wife, nurturer and comforter).
From this example it becomes evident that many women find it difficult to acquire
the resources ta meet all demands of any one role. Consequently, it has become
even more difficult to find the resources to meet the demands of multiple roles
(Crosby, 1991; Thomas, 1990).

Researchers report that difficulties often relate less to personal inadequacies,
than to the untenable situations in which women find themselves (Crosby, 1991;
Daily News, 2000). Although women have always ‘juggled' with their various
roles, in contemporary times employed women have been found to experience
more difficulty in the ‘juggling act' (Crosby, 1991). This appears to relate not only
to an increase in roles that women are expected to fulfill, but also to the diverse
and multiple chiallenges of engaging in occupations which are traditionally male
(Aisenberg & Harrington, 1988; Blackstone & Fulton, 1975; Crosby, 1991;
Thomas, 1990),

‘Juggling’ is a special form of role combination because it entails the enactment
of a multiplicity %of roles on a daily basis. This often results in high levels of stress
as well as phyéiological and psychological exhaustion (‘burnout’) (Acker, 1992;
Acker & Feuerverger, 1996; Bagilhole, 2000; Crosby, 1991; de la Rey, 1999;
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Hendricks, 1993; Subotzky, 2001). Psychologists explain that in contemporary
times, people live particularly ordered lives without much ‘leisure’ or ‘optional
time’ periods (Qrosby, 1991; Welich, 1990). Given the fact that women still bear
the primary responsibility for both the care of children and the management of
the household,| the intensity and the number of roles for which women are
responsible often contribute to more strain on mothers than on fathers (Acker,
1990; Lerner, 1992; Park, 1996; Thomas, 1990; Williams, 2000).

Juggling may result in feelings of insecurity and a slower progression on the
career ladder because when women join the work force, they do not always
relinquish their home responsibilities. For some women, work outside the home
is often not experienced as a liberating experience, but rather as an added
burden (Welch, 1990). When one adds the dimension of gender to time, Rose
(1994,p. 36) argues that

In a patriarchal society, spare time is acquired for one
gender (for men) by converting the whole lifetime of the
women into labour.

It is conceivable that for as long as society identifies difficulty in juggling as solely
the problem of women, the challenges that women experience in every role they
enact, are ignored. Furthermore, it is argued that the emphasis on inter-role
conflict serves to maintain the status quo, where men are expected to remain on
the peripherieé of homemaking activities (Crosby, 1991; Lorber, 1994; Park,
1996; Welch, {990; Williams, 2000). Feminists also argue that change will only
occur when the problems that beleaguer women as workers, (irrespective of
family status),|and the problems that beleaguer women as family members,
(irrespective of their employment status), are addressed (Crosby, 1991;Toren,
1999; Welch, 1990).
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Androcentric culture

As previously mentioned, in spite of dramatic numerical progress of women into
the arena of higher education, they are still underrepresented at the higher levels
and in positions of power. In other words, the higher the rank, the lower the
percentage of women; the lower the academic position, the higher the
percentage of women (Acker, 1990; Brown, 1997; Cooper & Subotzky, 2001;
Eggins, 1997; Harper et al., 2001; Lerner, 1992; Park, 1996; Simeone, 1987;
Subotzky, 2001] Thomas, 1990; West & Lyon, 1995). Even though many women
are outstanding in their achievements, and are willing and able to take top
positions in the academy, they are seldom offered senior positions in academic
institutions (Bagilhole, 2000; Dines, 1993; Eggins, 1997, Subotzky, 2001,
Thomas, 1990; West & Lyon, 1995).

One of the primary barriers that women are reported to experience in the
academic seﬂidg is the historical dominance of male, androcentric cuiture. This
refers to both the reproduction of gender power relations between men and
women as well as a culture which assumes the centrality of men and ‘masculine’
values (Chant & Gutmann, 2002; Hopkins, 2002; Jones, 1997; Mac an Ghaill,
1994; Whitehead, 2000). These cultures are the consequence of historical
patriarchal noﬂ(ms which determined the social order. The concept of
homosociality Has been used to analyze the way in which men and traditional
male values continue to dominate institutions, even when women are present.
Homosociality usually refers to ‘male bonding’ which tends to be the bonding of
men of the same race, religion and social class (Lorber, 1994). It has been widely
argued that in /male-dominated settings, there is a tendency for men to ‘close
ranks’ and only recruit and select men, rather than women, for successors to
(often) senior msitions (Bagilhole, 2000; Evans, 1996, Lorber, 1994; Sutherland,
1985). This hés been popularized as the ‘People-Like-Us Syndrome' (PLU)
(Bagilhole, 1993, 2000; Evans, 1996; Heward, 1996; Thomas, 1990; Wilson,

1999). Researchers report that the reason that men’s successes are often more
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easily accepted, while women’s career successes are questioned, is that men
are similar to the people on the selection committees and decision-making
bodies of academies (Bagilhole, 1993, 2000; Evans, 1996; Heward, 1996;
Thomas, 1990; Wilson, 1999). In this way organizational androcentricity is left
unchallenged and reproduced (Acker, 1984, Bagilhole, 1993; Hansard, 1990;
Sutherland, 1985; Toren, 1993). PLU theorists maintain that similarity creates
empathy and trust. It is argued that women are regarded as untrustworthy in the
field of academia, as they are in other androcentric workplaces (Acker, 1990;
Halsey, 1992; Hansard, 1990; Kaufman, 1978).

Similar to the PLU concept, is another conceptual framework that has gained
popularity, that of the ‘inner circle'. This concept is described as a perception that
colleagues in a work-setting are informally organized into three concentric circles:
inner circles, friendly colleagues and isolated loners (Lorber, 1994). In this notion,
power is seen as concentrated in the inner circle where policy decisions are
made. A central feature of this circle is homogeneity in gender, religion, race,
ethnicity, social class and education (Aisenberg & Harrington, 1988; Lorber,
1994). The circle of the friendly colleagues may have some, but not all, of the
social characteristics of the inner circle. This band, although not totally excluded
from the informal network, is constituted of people that are seldom groomed to be
part of the inner circle. Women with excellent work performance credentials in
male-dominated occupations are believed to end up being 'friendly colleagues'
only if they are of the same race and social class as the men, and only if they do
the same type of work. In this conceptualization, women who do not have the

social characteristics to qualify to be friendly colleagues, become isolated loners
(Lorber, 1994).

Although inner circles tend to be homogeneous in terms of the previously-
mentioned characteristics, it is argued that a few people with different social
characteristics may be accepted into this circle when they have a respected

sponsor (mentor) who belongs or belonged to the inner circle. Successful women
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in |the academy often attribute their academic success to a mentor, who is usually
a male administrator in a senior position (Evetts, 1994; Toren, 1999). These
mentors play an informal yet crucial role in the academic progression of women.
Mentors perform roles which include advice and instruction on how to negotiate
the ‘unwritten rules’ of power, in order to progress in academic careers (Lerner,
15r92). Academic men, however, have the ‘historic advantage’ of having had
male mentors in their tertiary and academic careers who know the ‘androcentric
labyrinth’ of academies (Bagilhole, 2000; Halsey, 1992; Kaufman, 1978;
Sutherland, 1985; Thomas, 1990).

Part of this conceptual framework is the notion of tokenism. 'Tokens' are able to
demonstrate that, in certain aspects, they are 'just like' the people in the inner
circle. This conceptualization may be regarded as a variant of the PLU-syndrome
discussed by Toren (1999). Using the notion of tokenism, it is argued that tokens
are keen to fit in and not to embarrass their sponsors. It is also argued that, in
order to protect their positions in the inner circle, tokens do not readily challenge
thie opinions, values and practices of the inner circle. Furthermore, it is postulated
that tokens sometimes become excessive in upholding the status quo of the
inner circle especially with regard to matters concerning exclusive perspectives
and practices (Lorber, 1994; Weich, 1990).

Furthermore, the perception of obligation by tokens to their sponsors is
anifested in ways that result in tokens regarding their sponsors as being solely
responsible for their personal growth, career tracking and encouragement of task
performance (Aisenberg & Harrington, 1988; Lerner, 1992; Lorber, 1994). It is
seldom that tokens take any credit for their academic successes and
achievements. Consequently, power is produced and reproduced by the
interactions of sponsors and tokens. Academic women often have maie sponsors
and in this way power remains within the ambit of the ‘inner circle’, which is often
ale-dominated.
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THe construction of women as dependent and insecure staff members is included
in|a conceptual framework referred to as ‘the Cinderella complex’ by Aisenberg
and Harrington (1988). These authors postulate that women are often so
insecure in the ‘outer circle’ of the academy, that they often experience their
poasitions with fear. Furthermore, women who are thought to have the 'Cinderella
cagmplex’, need support, protection from the covert risks and possible criticisms
which they feel they may encounter in their academic careers (Aisenberg &
Harrington, 1988). These insecurities m‘ay result in a woman becoming a protégé
to| a (usually male) mentor'?. It may be argued that in this situation there is the
danger that some women transfer their personal and psychological dependency
into a mentoring/protégé relationship, which may encroach on the effectiveness
of both the protégé and the mentor (Welch, 1990). In this conceptual framework,
the mentor/protégé relationships are characterized by fears that prevent women,
who are often the protégés, from making decisions independently (Aisenberg &
Harrington, 1988; Weich, 1990). Protégées, because they are so dependent on
their mentors, may deny their own capacity for learning and doubt their ability to
cope (Aisenberg & Harrington, 1988; Toren, 1999; Welch, 1990). This
relationship fails to act as a support for women, but rather hinders their
athievements.

Ahother concept termed ‘queen beeism’ is often used to refer to token women,

ho, unlike the tokens in the Cinderella complex that become excessively
dependent, instead become ‘one of the boys' (Hansard, 1990; Lorber, 1994,

utherland, 1985). ‘Queen bees’ are believed to accept androcentric values and
in the quest for acceptance in the inner circle, overcompensate by overachieving.
‘Queen bees’ have often been described as being reluctant to challenge the
status quo of organizational structures, in particular, they have been found to
resist addressing the discriminatory androcentric policies and practices in

academia (Harris, 1995; Park, 1996). This point is argued by West and Lyon

12 Mentoring relationships often play very positive roles to the mentor and the mentee, but in the case of the
‘Cinderella’, the dependency of the mentee on the mentor is disproportionate.
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(1p95) who postulate that there are too few women in senior positions to act as
role models and mentors for women in lower positions Many women have
resolved this situation by withdrawing or letting themselves be excluded from the
center of power in the organization; others become essentially honorary men,
denying that being a woman creates any problems at all (Aisenberg &
Harrington, 1988; Henry, 1990; Lorber, 1994).

It|is conceivable that in processes such as these, women experience covert,
androcentric unwritten rules and networks (Acker, 1984; Bagilhole, 1993; Evans,
1996, Hartsock, 1998; Heward, 1996; Lorber, 1994; Sutherland, 1985; Thomas,
1990; Toren, 1999; Welch, 1990). Furthermore, androcentricism refers not only
tq the perception that men are superior to women, but that men and the ‘male
experience’ is regarded as the norm, while women are regarded as 'subordinate
orher' (Bem, 1993; Evetts, 1994; Hansard, 1990; Thomas, 1990).
Aln example of the effect of androcentricism in workplace settings from the
nursing profession graphically illustrates the influence of homosociality (Lorber,
1P94): Male nurses have been shown to interact informally with male doctors In
dping so they affiliate with a higher status group, affirm their masculinity and gain
benefits through more positive evaluations of their work. In these types of
relationships, the male physician’'s status is too high to be compromised by
iriformal communications with male nurses. On the other hand, women
physicians tend to interact and socialize with medical students, interns and
residents but not with women nurses (Lorber, 1994). It is argued that female
hysicians fear that they may lose their status by socializing with women nurses,
ho are often regarded as women of lower status in the nursing profession.
emale physicians prefer to build collegial relationships with male physicians
Who are their peers, even though these men may not regard them as equals.
j\/omen physicians also need to establish sponsors or mentors, who are able to

elp them advance in their careers.
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Another conceptual framework used to describe androcentricism in organizations
is that of ‘strangers and outsiders’ (Aisenberg & Harrington, 1988; Toren, 1999).
A common and central thread of the aforementioned conceptual frameworks, is
that of women being perceived and women perceiving themselves to be
‘outsiders’ to the centers of powers in an organization. Consequently, in
metaphoric terms, women are regarded as strangers in a foreign land. The
concept of women as ‘strangers and outsiders’ in a work environment, has
particular salience in the academic setting (Aisenberg & Harrington, 1988; Toren,
1999; Walker, 1998). Many authors and researchers metaphorically likened the
academy to a foreign country, where men are the natives in the country, in which
women who enter into these ‘regions’ are likened to immigrants, foreigners or
strangers. As ‘strangers’, their intentions, experiences and involvement are not
always completely trusted (Bagilhole, 1993, 2000; Halsey, 1992; Kaufman, 1978;
Sutherland, 1985; Toren, 1999; Walker, 1998).

It is also argued that academic women have to work harder and receive more
achievements than men would have to, in order to have their academic credibility
acknowledged (Morley et al., 2001; Subotzky, 2001). As strangers and
newcomers to the academy, women are often excluded from social relationships
(Evans, 1996; Kaufman, 1984, Sutherland, 1985). Such social lives then evolve
into ‘old boys’ network’ versus women in the ‘outer circle’ in academia. It is
conceivable to conclude that the marking and maintaining of these boundaries
serves to strengthen the sense of belonging of men as ‘insiders’ (Evans, 1996;
Kaufman, 1978). It is therefore conceivable that women experience professional
marginalization and exclusion from the centers of professional authority
(Aisenberg & Harrington, 1988; Bacchi, 1999; Hansard, 1990).

When one continues with the notion of the academy being regarded
metaphorically as a landscape, the tribes of the academy are said to define their
own identities and defend their own patches of intellectual ground by employing a

range of strategies geared to exclude ‘immigrants’ (Becher, 1989). It is therefore
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no|t surprising that Acker 1994) classified women as 'other academics, who
oﬂen experience not so much overt discrimination, but the everyday practices of
exclusion that are more subtle, more deeply ingrained and more difficult to
contest and resist (Bagilhole, 2000; Evans, 1996; Kaufman, 1978; Halsey, 1992;

Ison, 1999). As a ‘'muted’ group women learn to express their ideas in terms of
the dominant group so that they suppress and repress alternatives. Delamont
(1989,p. 252) draws on Bourdieu’s concept of the ‘habitus’ to explain these
difficulties experienced by women:

Mastery of the habitus is treated by initiates as a matter of
natural talent, of personality, of the ‘virtuality’ of the
practitioners. That is, part of the essential performance skills
of the occupation is never explicitly taught but is believed to
be innate, natural, inborn and personal.

In| this way the habitus obscures the subtle barriers, the ’clubbiness’, while
legving the technical aspects of the profession visible. This often causes women

to|be mystified when they meet the technical demands of academic tasks, yet still

fajl to advance to the upper echelons because they have fallen short on the
‘mastery’ of the academic occupational culture (Kaufman, 1978; Halsey, 1992;

alker, 1998). Women academics find their academic identities validated, or not,
by those with both institutional and social power in universities (Acker, 1984;
Hansard, 1990; Thomas, 1990).

Such marginalization is not surprising when one considers that even as recently
a$ 1989, books published by the Society for Research into Higher Education,

ake use of ‘gender insensitive’ referencing. In his book Becher (1989,p. 58)
réfers to:

Even among the few who reach elite status during their
professional careers, there are few who achieve the
recognition as great men. ..... because judgments of the
highest quality can only be made by men who are already
eminent, those at the top of various informal scientific
hierarchies exercise great influence over the standards
operative in their fields
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This author included the role of gender as contrite concluding notes to a chapter
in‘-’his book (Becher, 1989,p. 126). The concept of women as ‘strangers’ in the
adademy manifests itself in several other assumptions. One of these
agsumptions is that women generally are less productive, in terms of publishing,
adademic management and problem solving (Bagilhole, 1993; Becher, 1989;
Taren, 1999). But these assumptions have been disputed by research findings
that reveal that women allocate more effort to academic work than men with

sifilar family status do:

Women add work roles to their family roles, they generate

the energy necessary to fulfill their commitments to the two
sets of activities (Toren,1999,p. 6).

These patriarchal assumptions were used to rationalize discrimination against
women in terms of hiring, promotion and inclusion into informal collegial
networks, the infamous ‘old boys’ club’ (Acker, 1990; Bagilhole, 1993; Park,
1996; Subotzky, 2001; Thomas, 1990). In order to move up the academic ladder,
wpman’s worth has to be recognized and encouraged by those in the upper
echelons of academic institutions (Evans, 1996; Lorber, 1994; Halsey, 1992,
Heward, 1996; Kaufman, 1978; Morley et al., 2001; Subotzky, 2001; Sutherland,
1985; Thomas, 1990).

Cpnsequently, despite women’s increased participation in traditionally male-
dpminated occupations and claims of reductions in the ‘gender gap’ in human
capital and work experience, women in academia are still often regarded as
‘strangers in the lvy Tower (Aisenberg & Harrington, 1988; Subotzky, 2001;
Tphren, 1999; Wilson, 1999). There should be an acknowledgment that new
nprms do not readily replace old ones, because deeply embedded beliefs are
slow to change. Commonly tensions between the new and the old norms cause
ptints of conflict (Subotzky, 2001; Sutherland, 1985; Thomas, 1990) and in this
:jay serves to exclude women from these networks. These networks indicate

here information pertaining to the ‘unwritten rules for promotion’ is shared.
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Be}cause women are often not included in these inner circles, they are
marginalized in this process (Toren, 1999; Lewis & Lewis, 1996). This results in
thi production of an academic culture that is sustained by male bonding and
assumed understandings. In this way men share traditions, styles and
uriderstandings about competing, and succeeding. This is the relevance of
hgmosociality in academia. This is a point at which women in the academy are
often caught in the proverbial crossfire. On the one hand, if they pursue their
agademic careers by following the rules and practices (for example, aggressive
and competitive traits), established by male practitioners, they offend the
traditional norms that were used to define womanly attributes. On the other hand,
if women behave according to old female norms, (being patient, nurturing,
smiling and soft-spoken), they appear to be weak. Often these feminine traits
prevent them from attaining senior positions in the academy (Aisenberg &
Harrington, 1988; Kaufman, 1978; Lorber, 1994, Subotzky, 2001; Thomas,
1990). This is the dilemma of women in the academy because they do not easily
fitlinto either of the conventional moulds: not into the mould of ‘womanliness’ nor
into the prevailing mould of male ‘professionalism’ or male manager (Heward,
1996; Wilson, 1999). These are the stereotypes which academic women have to

encounter in the academy, as well as in the broader society.

This ‘cross fire’ experience is the most evident at the higher rungs in the
academy because it is in these positions where women experience ‘glass
ceilings'> that prevent them from reaching the most senior positions. This
accounts for the reasons that women are more likely to be members of
departmental and faculty committees than to serve as members on governing
bpards and councils (Aisenberg & Harrington, 1988; Dines, 1993; Sutherland,
1985; Thomas, 1990; Toren, 1999; West & Lyon, 1995).

Iti7 is argued that these conceptual frameworks provide a framework for

uhderstanding the ‘othering’ of women’s career tracks when compared to the

3 |This conceptual framework is discussed later in this chapter.
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progression of male career patterns. The culmination of these ‘othering’
experiences elucidates the perception that there are ‘hidden passages’ to
progress on the academic ladder. These hidden passages negatively affect
academic women'’s career progression (Bagilhole, 1993; Evans, 1996; Kaufman,
1978; Lerner, 1992). The ‘othering’ and ‘outsiderness’ experienced by women
contribute to their marginalization in the academy and may also contribute to
problems with promotion, once entry to the academy is achieved (Evans, 1996;
Lerner, 1992; West & Lyon, 1995; Wilson, 1999).

Gendered careers

It has been argued that the term ‘career’ itself is a gendered concept in which
men’s career patterns are predominantly regarded as the norm, while ‘other
career patterns are viewed as deficient or lacking (Evetts, 1994). When the
‘normal’ model of career is constructed to be one of continuous service and
regular promotion to positions of increased responsibility, career paths that are
not consistent with this model are regarded as ‘imperfect’. Because women'’s
reproductive roles and family responsibilities do not always allow them to ‘fit* into
traditional requirements of ‘normal’ career paths, women often have careers that
tend to be ‘other and valued less than the male norm (Acker, 1984; Sutherland,
1985; Thomas, 1990). On the other hand, men’s uninterrupted linear careers are
rewarded and make them eligible for promotion. For these reasons they continue
to predominate in the senior positions of organizations and professions (Evetts,
1994; Heward, 1996; West & Lyon, 1995).

Furthermore, there is a tendency to assess career success in terms of
promotions to higher positions (Evetts, 1994; Lorber, 1994). Many women and
some men may desire rewards other than advancement, from their work. For
example, there are teachers who prefer to remain in the classroom rather than to
be promoted to managerial (non-classroom) positions. A further example is found

in nursing, where there are nurses who prefer patient-contact to administration,
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even though the latter is perceived as more prestigious and is better rewarded.
A significant consequence of the hierarchical model of career is the devaluation
of the work, and the possible down-grading of salaries, of those who fail to seek

or fail to achieve promotion in their careers (Lorber, 1994; Toren, 1999; Welch,
1990).

A further limitation of the gendered assumptions linked to careers is that they are
only developed in the sphere of paid work (Evetts, 1994; Park, 1996). In this
understanding, careers are only constructed and developed in occupations and
professions. Activities other than paid work do not always contribute to
promotional skills or promotional entitlements. Because ‘career women’
frequently strive for equality at all levels in workplaces, there is often a perception
that a viable route to equality is through the economic system, especially in terms
of evaluation of salaries and promotions (Harris, 1995; West & Lyon, 1995).
Using this argument, homemaking tasks, because they are often unpaid or
underpaid activities, are not as valued as paid occupations. Similarly, community-
oriented tasks in which many women are involved, are aiso seldom
acknowledged. The lack of prestige and the low value attached to these types of
activities are evident in the academy where the ‘community outreach’ component
of the work load of academics, is not as highly valued as publishing as a
promotion criterion (Bagilhole, 1993; Hansard, 1990; Park, 1996; Thomas, 1990).

The ‘mommy track’ is a popular conceptual framework utilized to explore the
ways in which women’s careers have been constructed. This framework makes
reference to the marked difference between the career tracks of professional
men and women (Aisenberg & Harrington, 1988; Crosby, 1991; Lewis & Lewis,
1996). The mommy track, which is supposedly the career track of many
professional women, has been described as being characterized by more
commitment to family responsibilities than to work activities, slow promotion in
the organization, utilization of leave options and difficulty in juggling (Aisenberg &
Harrington, 1988, Becher, 1989; Crobsy, 1991; Lewis & Lewis, 1996).
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Traditionally, corporate businesses and the public sector did not offer permanent
employment to married women or mothers (Lorber, 1994; Williams, 2000). in
contemporary times, many countries have embraced the concept of Employment
Equity (EE). The practice of not offering permanent employment to married
women is now regarded as a form of discrimination. However, a covert, or even

arnl openly acknowledged alternative, ‘mommy track’, has replaced these
d

criminatory practices. This option affects the career tracks of women in
sgveral ways. On the one hand, it offers flexible working hours, part-time options
and liberal maternity leave benefits to women, but not to men. This often places
women in an invidious position, because when women do make use of these
options, their commitment to the achievement of senior positions, is questioned.
Also problematic is the fact that this ‘track’, is seldom available to men: family
pressures and responsibilities are not perceived to be ‘men’s responsibilities’
(Henry, 1990). It can therefore be argued that the ‘mommy track’ reinforces the
traditional status quo in that its assumptions are that ‘men’s work’ is public, while
family responsibilities are primarily ‘women’s work’ (Aisenberg & Harrington,
1988; Harper et al., 2001; Lorber, 1994; Park, 1996).

Itlwas found that ‘mommy tracks’ are not the only way in which most women
executives and professionals who have children organize their careers
(Aisenberg & Harrington, 1988; Lorber, 1994). Many professional women often
planned and timed both marriage and childbearing. Career women were

frequently found to have assistance in child-care and homemaking. Some

men find themselves compromised by the option of the ‘mommy track’
because, on the one hand, when they put their families before their careers, they
felt that they were responding to a cultural norm that is mediated through direct
pressures from their husbands or partners at home, and from other people’s
husbands in the workplace. But on the other hand, when women do not make the
orrect choice’ to put her family before her career, both she and her husband or

partner are often criticized by peers and colleagues (Bagilhole, 2000; Lorber,
1994; Williams, 2000).
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hen professionals choose to use the options of paid leave and reduced working
:/iihe, it often causes ‘career derailment’ and ‘career plateauing’ (Aisenberg &
Harrington, 1988; Lorber, 1994). Consequently, women who want to progress in
tHeir careers, often avoid the use of these options (Lewis & Lewis, 1996). It has
been argued that this ‘track’ was created to derail women who were on the ‘fast
tr#ack’ to senior positions (Aisenberg & Harrington, 1988; Lorber, 1994). From this
perspective, the ‘mommy track’ retains women in lower-paid and less prestigious
ptsitions. The implicit assumption of the developers of the ‘mommy track’ is that

men are not capable of simultaneously dealing with the responsibility of
:j:\dership and the responsibility of their family’s well-being (Lorber, 1994:

illiams, 2000). In the current stratification of careers in work organizations, this
:tlicy construction has been very destructive to women who opt for these
choices. Furthermore, the negative stigma attached to the use of leave options
hFls also constrained men’s use of leave and part-time work. ‘Mommy tracks’
tﬁus legitimize the ‘glass ceiling’. The cumulative effects of these processes of
exclusion often reinforce and justify stereotypes and prejudices that
djsadvantage women in workplaces. This is summarized in the following
statement from one man:

I am committed to my profession, and | want to be taken
seriously, but |1 don’t want to be working all hours. | want
some time with my children. | wish it were possible to work
part-time without losing my foot on the ladder (Cooper &
Lewis, 1994 p. 16)

hus the ‘mommy track’, although it provides an option that may alleviate the
‘double load’ for women, may also be interpreted as a ‘track’ which is parallel and

less valued than the ‘normal’ career track (which men normally use).

nother manifestation of the gendering of women'’s careers has been theorized
ithin the conceptual framework of the ‘glass ceiling’. The term ‘glass ceiling’ has
jeen used to refer to promotional barriers that women face in the workplace. This

onceptual framework specifically highlights some of the reasons for women’s
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lagk of representation in senior management (Baxter & Wright, 2000: Henry,
1990). Women report that they are often unable to proceed more than halfway up
career ladders, failing to advance beyond the positions of middle-management of
onganizational structures (Aisenberg & Harrington, 1998; Henry, 1990). This
conceptual framework assumes that, although women have the motivation,
ambitions and competencies for senior positions, invisible barriers prevent them
from reaching these positions of power (Bagilhole, 2000; Lorber, 1994; Wilson,
1999). ‘Glass ceilings’ are used to refer to barriers that are often based on
aftitudinal or organizational biases that prevent qualified individuals from
advancing ‘upward’ to management positions (Acker, 1984; Evans, 1996;
Heward, 1996; Sutherland, 1985). The ‘glass ceiling’ has also been described as
a|barrier so subtle that it is transparent, yet so strong that it prevents women from
being promoted to the most senior positions in institutional hierarchies (Acker,
1984, Bagilhole, 2000; Evetts, 1994).

report in the Cape Argus (2000) revealed that South African women
experience ‘glass ceilings’ in businesses. The report indicates that corporate
men experience a definite level where their advancement is blocked and
here they feel that there is a ‘silent agreement’ between the senior executives,
ho are usually men, to ‘close ranks’. Women report that they feel that these
men, who may be regarded as the inner circle, (as described earlier in this
chapter), develop barriers to keep women from reaching the managerial positions
of businesses (Evans, 1996; Kaufman, 1978; Halsey, 1992). These barriers

rnclude changing and modifying the criteria for advancement when women apply

for promotion.

nother conceptual framework that elucidates the genderering of careers, in that
en’s careers are perceived to be more important than women’s careers, is
referred to as the ‘trailing wife’. The ‘trailing wife’ is used to refer to the women
ho ‘pack up and go’ when their spouses gain employment in other geographical
lgcations (Daily News, 2000). Research has found that many women put their
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families, (and not their careers), first when their partners have better employment
ortrs and have to relocate. It was found that men were less likely to follow their
wives to a new location without a guaranteed job, than wives are to follow their
h\J/sbands (Williams, 2000). Research further indicates that women risked and
lo$t reappointment to prestigious faculty positions when their husbands had been
offered employment in another geographical area (Daily News, 2000; Williams,
2(000). Women were also willing to resign from permanent posts, even in the face
ofl an imminent promotion opportunity, when their husbands had to relocate
(Aisenberg & Harrington, 1998). Lewis and Lewis (1996) report that in recent
times, progressive companies have policies to assist trailing spouses to find
employment when a family member has to relocate.

A{ summary of the positions of women as employees in the
academy

The literature that was presented in terms of the ‘double load’, androcentric
culture and gendered careers, highlighted some of the conceptual frameworks
used to describe the barriers that women experience more broadly and in the
academic context more specifically. Dines (1993) and Eggins (1997) each
provide useful summaries of the factors that interrupt the ‘natural’ progression of

men in higher education. Their respective summaries may be categorized
uhder the following headings:

e Limited access to Higher Education: Women, except in North America and in
Europe, have not had the same access to higher education as men. Women'’s
under-representation amongst academic staff is consistent with this limited

access.

¢/ Discriminatory appointment and promotion practices: A man is preferred
because he is a man. These practices constitute barriers in institutions which

do not apply equal opportunities policies
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Dual responsibilities of traditional and professional roles: There are many
reports that women experience difficulties attributed to the dual
responsibilities as wife/partner/mother and as professional women. Women
are often attracted to an academic career because of its status and
convenience in accommodating school holidays. In many Asian countries, for
example, women who are well represented at middle management level, are
less concerned about their poor promotional prospects than men are,

because they consider their families as their primary responsibilities.

Career interruptions: Women often progress haltingly in their careers because
of breaks for child-bearing and child-rearing. The lack of child-care facilities
and the absence of parental leave have been major barriers to career
advancement in industrialized countries. These matters were of lesser
importance in traditional societies where the extended family networks and
unskilled female labour provided many options to child-care. Industrialization
and technological change in many countries are drawing unskilled women
into the workforce and thereby reducing their capacity to care for the children
of the educated elite.

Difficulties in pursuing research and gaining tenure: The lack of a strong
research record and lack of a tenured position are cited as factors that
contribute to the clustering of women academic staff at the lower levels of the
academic hierarchy. Many women reported that they found it difficult to
establish research records that are competitive with men. Academic careers
are built in the critical years after the completion of the undergraduate
degrees. These are the years when women are the most likely to have
interruptions in their careers because of child-bearing and domestic
responsibilities. Some women attempt to adapt their careers by delaying

child-bearing. Such decisions often result in interruptions later or by studying
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on a part-time basis. Neither of these options was found to be a satisfactory

way of building a solid record of research

e Stereotyping: Stereotyping constitutes a major barrier for women.
Assertiveness is interpreted as aggression and the notion that women are too
emotional and too illogical to occupy senior positions. These stereotypes are
reinforced by women who share these stereotypes and uncritically accept the

roles that leave them marginalized and with limited career options.

¢| Alienation from the male culture: This barrier subtly asserts that women are
not men and thus are excluded from informal networks which serve to bond

males.

¢/ Male resistance to women in management positions: Women often find that it
is not good enough to be as good as men. The women are pressurized to
establish their credibility to be better than men. This forces women to adopt

the tactics of high—performing men in a competitive culture..

SJAbotzky, (2001,p. 67) in a South African study, agrees with the barriers outlined
b

entrenched institutional barriers that women encounter: resistance to women’s

Eggins (1997) and Dines (1993) and also includes the following barriers to

leadership, epistemological resistance to women’s research concerns and
methodologies and to feminist knowledge claims; and the gendered division of
lapour in the academy which assigns stereotypical nurturing aspects of work to

wbmen and which are not equally rewarded

This inner battle is particularly difficult for academic women because the ‘playing
fields’ and the ‘rules of the game’ are obscure and/or unknown. A woman may
encounter a problem, and because she is unable to identify and analyze its
source, may make decisions that compromise her professional identity. A

cu.|n|mination of such errors of judgment may result in the restriction and,
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sqmetimes, the end, of the woman'’s academic career (Aisenberg & Harrington,
1988; Bagilhole, 2000; Wilson, 1999)

omen often become despondent by struggling against the ‘backlash’ of covert
\c:\iLcrimination. These include attitudes, behaviours and societal norms that
disadvantage and impede women'’s successful progression on academic ladders
(Acker, 1984; Bagilhole, 2000; Hansard, 1990; Wilson, 1999; West & Lyon,
1995). This backlash often results in senior academic women suffering from the
‘do good, feel bad’ syndrome:this occurs when women strive to maintain
e)fcellent standards through hard work with staff and students, but feel betrayed
by lack of rewards and exhausted by excessive work (Acker & Feuerverger,
1996; Eggins, 1997; Henry, 1990; Heward, 1996; Kaufman, 1978; Lerner, 1992;
Subotzky, 2001).

A|though there has been gradual acceptance of women into academia, their
p¢sitions and competence are still scrutinized more closely and they have to

rk harder to be acknowledged than their male counterparts (Kaufman, 1987;
Subotzky, 2001).

Rublication and authorship

cording to the literature, in order for women to decrease the perceptions of
their ‘otherness’ in the academic landscape, they need to move from peripheral
te more central positions in academia (Bagilhole, 1993; Henry, 1990). Currently,
publications are regarded as a, (or in some cases the), key academic activity to
secure promotion (Aisenberg & Harrington, 1988; Bagilhole, 2000; Park, 1996;

ose, 1994). Through publishing then, academic women’s ‘outsiderness’ in the
academy may be minimized (Bagilhole, 2000; Finkelstein, 1984; Kaufman, 1978).

he importance of publications is further emphasized by Smulders (1998) and
aludi and Steuernagel (1990), who assert that promotion in the academy is
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Ialgely determined by the amount and the quality of published work. Publishing
was found to be one of the key criteria used for hiring, promoting and tenuring of
adademics. As a result, many universities have opted to emphasize the
importance of publication as the prime criterion for promotion (Bagilhole, 1993;
Finkelstein, 1984; Halsey, 1992; Kaufman, 1978). This emphasis on publications
in|academia has been popularized in the globally understood concept ‘publish or

perish’ (Caplan, 1995; Park, 1996; Rose, 1986; Williams, 2000).

D

Tifﬂs quotation from Bauerlein (2001,p. 9) summarizes the value of publications in
adademia:

but of late, at many universities senior faculty
administrators have discovered a mechanism that
frees the decision-makers of the responsibility and
isolates for the aspirant the hurdle for advancement:
the book. As long as the candidate proves an
inoffensive teacher and a reasonable staff member,
only one question sits on the meeting table: Is the
research project finished? If the junior colleague has a
book or acceptance from the university press, tenure
is a fait accompli. If the work remains in manuscript,
promising but incomplete, no promotion.

These sentiments, although referring to a book, indicate the importance of

pbblications for promotion in academies.

Across the globe, publishing is one of the most important criteria for promotion in
academies. It is important that women academics, in order to build a critical mass
in senior management, should increase their publications to be promoted to
tHese senior positions. In order to establish democratic governance structures in
academies, it would be beneficial to have a critical mass of women in decision-

rjaking positions who would be in positions to challenge the androcentric ethos
i academia.
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Ag¢ademic women, who are predominantly at the lower levels of salary scales in
urjiversities, are often involved in numerous, time-consuming academic activities
which, although central to the academic project, do not offer the same rewards or
cqunt as strongly as promotion criteria as publishing does (Bagilhole, 2000;
Halsey, 1992; Heward, 1996; Park, 1996; Sutherland, 1985; Thomas, 1990).
leiese activities include teaching, supervision, the pastoral care, nurturing and
caunselling of students and committee responsibilities (Bagilhole, 2000; Bacchi,
1199; Wilson, 1999). The intensity of these ‘other academic activities’ in which

academic women are frequently involved, is summarized by Thomas, Spencer
and Sako 1998 (in Collins et al., 1998, p. 110):

Students come to my office for advising....... | care for
students but while | spend 45 minutes with each one of
them, my male colleagues write books reviews, publish and
get promoted. Then | go home and | have to cook and be a
mother.

The positions of academic women are further disadvantaged in the academy,
because women are in predominantly in junior positions. Consequently they do
not have adequate access to resources such as computers and secretarial
assistance (Aisenberg & Harrington, 1988; Lorber, 1994; Welch, 1990). Given
these circumstances, the urgency for academic women to move beyond the
lgwer levels in the academy becomes more apparent. Failing to be promoted,
academic women will continue in the spiral of high teaching loads and
inadequate access to resources, thus devoting less time to do research and to
publish in order to establish their academic credibility. Thus the cycle of women'’s

‘othering’ and ‘outsiderness’ in the academy will be perpetuated.

till another form of disadvantagement for academic women with regard to
blications, are the norms related to citations. Citations of published papers by
hers in the field are a form of recognition and visibility that add to the

researcher’s reputation. It was found that women often cite other women more
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fréquently than men cite women (Lorber, 1994). Consequently, the fewer the
w¢men in the field, the greater the citations gap and conversely the more women
pyblish, the more they are cited. And the more they are cited, the higher the
reiognition for their contribution to the global knowledge base, and the greater

the acknowledgement for their abilities as agents of knowledge production. When
the credibility of academic women is recognized and acknowledged within and

beyond the boundaries of academies, the less peripheral their academic

pasitions will become and the more they will be empowered to access the
centers’ of academies.

According to Paludi and Steurnagel (1990) and Blackstone and Fulton (1975) not
all types of academic work advance one’s career. Certain types of scholarship
and academic activities carry more weight than other faculty and administrative
agtivities. For example, work that appears to be more objective and less value-
based is higher in prestige than work that is geared towards particular social
gogals and underpinned by clear values (Bagilhole, 2000; Park, 1996; Thomas,
1990). Frequently women are more involved in work that involves the latter rather
thian the former. Furthermore, women frequently prefer collaborative preparation
for publication, to working individualistically (Caplan, 1995). Working in groups
was found to be more supportive to women who were beginners to research and
pt|1blication and co-authorship was found to be less daunting and less time—
consuming than single authorship (Bell & Gordon, 1999, Fonow & Cook, 1994).
Yet this type of research is not as esteemed and acknowledged as highly as
sihgle authorship. Single authorship is the preferable option for men, especially
when the researcher is not cited as the first author (Rose, 1986). In this way too,

wpmen end up producing fewer publications by traditional standards.

Rbsearch also found that in some cases women admitted that they expected to
bé rewarded by promotion and tenure for activities other than their publication
alrd research output. Subsequently, they realized that these activities were not

recognized, nor were they regarded as academically sound when compared to
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the weight that publications carried as a promotion criterion (Aisenberg &
Hﬁrrington, 1988; Evans,1996; Kaufman, 1984; Lewis & Lewis, 1996; Sutherland,
1985). Although academics may have controversial and diverse perspectives on
the value of publications as a key promotion criterion, (and understandably so),
the importance of publication was found to be recognized by academics. For
example, a research study by Osmundson and Mann (1994) found that the
highest levels of publication activity, for men and women, occurred in the two
ye}ars preceding promotion and tenure.

A|further difficulty for women academics is the lack of prestige attached to
pL}lblications in women and gender studies, an area in which women often
publish. Gender issues are often not mainstreamed or institutionalized and
feminist research and women'’s studies courses are usually considered to be
more political than scholarly (by conventional scholarship norms). Feminist
research and publications are often regarded as peripheral rather than central to
thie academic project and scholarship enterprise (Bell & Gordon, 1999; Paludi &
Steuernagel, 1990; Wyn, Acker & Richards, 2000). It may be argued that in this

way, the element of marginalization and ‘otherness’ of women’s issues is

diEcreetly obscured. It is also conceivable that as long as women and women’s
w

rk in the academy remains marginalized (by number and position), so will
wpmen’s views and perspectives on these issues remain unheard (Kinnear,
errick & Pike, 1998; Subotzky, 2001).

Research findings on women’s publishing have been somewhat contradictory to
stereotypical assumptions, often prevalent in academic circles, that married

men, publish less than women who had no children. Research in other
countries has refuted this assumption (Astin & Davis, 1985; Kyvic, 1990; Lorber,
1994; Toren, 1993; Zuckerman & Cole, 1987). For example, a study by Davis
anhd Astin (1987) in the US found no significant differences in article production
between men and women social scientists. On the other hand, South African

literature highlights the barriers to women’s publications (Fester, 2000, Mama,
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2000; Prinsloo, 2000; Subotzky, 2001Yates &.Gqgola, 1998). While publishing

appears to be central to academic promotion globally, there is clearly much

stacked against women’s ability to publish. This appears to be particularly so in

thr South African context, where women were often subjected to multiple forms
o

ofloppression and marginalization, especially given the legacy of apartheid.

South African women and their publishing

endeavours

It|is widely acknowledged that South African academic women, especially
academic women in HBUs, find publishing particularly difficult (Subotzky, 2001).
On the one hand, these institutions often have higher than average teaching
expectations; on the other hand, established benchmarks and academic models
afle used as criteria for promotion. Because many women are in junior positions,
they carry heavier teaching duties and are more frequently involved in courses
that have strong emphasis on grading and advising of students (Acker &
Feuerverger, 1996; EPU, 1997; Park, 1996; Subotzky, 2001). As previously

entioned, given these heavy workloads, women have limited time to do
rgsearch and publish (Henry, 1990; Morley, et al., 2001; Park, 1996 ).

The local 1998 Woman-in-Research audit highlighted how lack of time was
perceived as a central problem hindering research by 60% of the respondents
(Primo, 1999). More than 75% of respondents indicated that they require further
training in research-related skills. These results emphasized academic women’s
lgck of confidence and expertise in the areas which carried the most weight in
ptomotion criteria (Primo, 1999). De la Rey (1999) reported that even some

omen professors at South African universities found research and publication to

be more difficult than teaching. This clearly indicates that women, even those in
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th¢ upper echelons, are more confident with their ability to teach than with

co*nducting research and producing publications.
Agcording to Fester (2000,p. 43)

There are numerous reasons that very few South African
women write or even think of themselves as being able to
write. South African women are often caught in what could
be described as a ‘double-bind’. On the one hand,
experiences from their position of oppression, especially in
the apartheid era, have to be told. But, on the other hand,
international visitors were interviewing and then writing the
stories, (interviews), on South African women and they, the
interviewers, became the ‘experts’ on the struggles of South
African women.

The academy is a particular forum of knowledge and a ‘site’ of knowledge
production. When focusing on the notion of knowledge and power, many
emerging academic writers in South Africa are positioned where they, as hooks
(1984) describes, do not easily imagine themselves among the powerful
(Rrinsloo, 2000). Many South African women, often because of the intersection of
historical experiences of patriarchal and apartheid ideologies, do not readily
believe that they have contributions to make or that their insights are of
significance as a contribution to the existing body of knowledge (Prinsloo, 2000).
Because of such an attitude, South African women tend to continue the human
téndency of accepting the terms of the past. hooks 1984) contends that
oppressed and marginalized groups tend to inhabit the power relations and social

pfactices that were ascribed to them by hegemonic ideologies.

—
o

is argued that through their publications, women may be able to break the
s{lence on women’s experiences and women’s positions in academia (Mama,
2D00: Fester, 2000; Guzana, 2000; Smith, 2000). Publications may be used not
orly to give a voice to the ‘voiceless’, but may also be used as a vehicle for their
p

omotion to senior positions in the academy. Also, by publishing, academic
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wdmen may be in positions to shift women and women’s experiences into the
re$earch arena: a realm which traditionally was exclusive to men and, in South
Africa, white men. By publishing, academic women would be able to contribute in
challenging the androcentric ideology of academies (Fester, 2000; Guzana,
2000; Handrahan, 1998; Mama, 2000).

Yates and Gqola (1998) report that in an interview with Mamphela Rampele on
women's publishing, Rampele contends that:

Black South Africans are only waking up now. It wasn’t part
of what people did ordinarily. The second thing is that
obviously there were very few women who had the public
platform to speak, let alone write. But also, women don't
create space for themselves to write, because they don't
have wives (Yates & Gqola,1998,p. 95).

Beénnett (2000) suggests that the African debate of women’s ‘voicelessness’
cquld be shifted to a debate on post-colonial, patriarchal 'deafness’. From this
stance, the construction of ‘deafness’ to women'’s voices is perceived as integral
to| becoming gendered as a man. She argues that it is this deafness which
ighores women’s and gender analyses. The importance and significance of
publishing by South African women academics to our relatively new democracy
aid the embracing of our commitment to nation-building is succinctly expressed
by Penny (1998,p. 109) when she states

if writing and publishing is part of the African Renaissance
then this rebirth must encompass a sounding board of the
voices of all her children.

donclusion

tHe cultural and structural arrangements currently dominant in academia, and

-;t? major factors that have been theorized as providing a basis for women’s

er achievements relating to promotion and publication, have all been linked to
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more generally in androcentric workplaces as well as the ways in which broader

gendered roles and power inequalities are reflected and reproduced in the

academic setting.

The literature review presented provides a theoretical framework of the ways in
which the ‘double load’, ‘androcentric culture’ and ‘gendered careers’ impact on
the publishing ability of academic women. Given the importance of publishing as
a promotion criterion in academia, it becomes evident that academic women be
involved in this academic activity, in order to escalate in the academic hierarchy.
Furthermore, academic women in South African HBUs experience particularities
specific to these institutions that have their origins in the apartheid regime. Many
of the political-historical inadequacies continue to exist at these universities.
Therefore, it is arguable that women at these institutions would benefit from the

development of interventions and strategies to assist them in their publishing

endeavours,

The following chapter will discuss the methodology of the study, the procedures,
and the participants of the current study.
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CHAPTER FOUR: METHODOLOGICAL PARAMETERS

THhis chapter outlines the methodological parameters of the study. The study is
frgmed primarily within a feminist qualitative paradigm and draws on both

guantitative and qualitative research methods.

The quantitative section of the research includes a survey methodology with the
use of a close-ended questionnaire consisting of a number of open-ended items.
As was mentioned earlier, the aim of the quantitative data was intended purely to
prpvide a ‘picture’ of the publishing activities of the participants of the study as
well as the reported factors that influenced the publishing endeavours of the
respondents. This data was therefore primarily used to develop a descriptive
profile of the publication outputs, the academic positions and categorization of

factors affecting publication output, as reported by this group of women.

Tﬂxe major section of the qualitative data was generated from the focus groups
and interviews that were conducted at the selected HBUs. The open-ended
guestions on the questionnaire also yielded a small proportion of qualitative data.
The aim of this section was to elaborate on the quantitative data with the view of
a|deeper exploration of the participants’ reports of the barriers to their publishing

and their proposals as interventions to assist academic women publishing at
HBUs.

The chapter elaborates on the methodological framework and outlines the
p#rticipants selected, the methods and procedures used for data collection and

ahalysis. An exploration of ethical and self-reflexive issues is also made.
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Methodological Framework

The methodological framework for this study draws primarily on feminist and

qualitative methodologies, which have been found to be successful frameworks

for conducting research into women’s issues and women’s studies (Anderson,

2000; Bernal, 2001; Fonow & Cook, 1994; Malterud, 2001; Millen, 1997).

Qualitative Research

Denzin and Lincoln (1998, p. 2) provide a useful picture of the development of

qualitative research by tracing it across five historical periods in social science

research. Each of these periods or ‘moments’ have their own successive wave

of associated epistemological theorizing. They describe these as follows:

The traditional moment (1900 — 1950): This period is associated with the
positivist paradigm. Positivism has traditionally served to justify the
composition of reality and the parameters of valid research, which has
been widely conceived as protecting and privileging men. Positivism has
its genesis in patriarchal societies where men, and not women, were
expected to occupy positions in the public sphere. In these societies
women were excluded from the research arena and were therefore not
regarded as having contributions to make, with regard to theory
development and the production of knowledge.

The modernist/golden age’ (1950 — 1970): This moment as well as the
next is linked to the appearance of post-positivist arguments.
Simuitaneously, there was an introduction of diverse qualitative methods
challenging the positivist paradigm; for example, various forms of feminist
research, action research and participatory research. These ‘new’
methods had a strong focus on conducting research in natural settings,
rather than in laboratories. Also, new discourses were constructed rather

than the description of empirical data yielded in the research process.
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= ‘Blurred genres’ moment (1970 — 1986): In this phase the humanities
became central resources for critical and interpretive theory. This stage
also facilitated the emergence of the next moment, namely the crisis of
representation by asking questions about the location of the researcher
and the political role and function of research.

= The crisis of representation (1986 — 1990): This is the moment where
researchers grappled with issues relating to their location within the
research process. The power relations in the research process were a key
focus for critique. Researchers began to examine and reflect on their own
positions while doing research and consequently the aspect of self-
reflexivity became a key component of many forms of qualitative research.

= The post-modern/present moment (1990 — present): This moment is
identifiable by a new sensibility that calls into question all previous
paradigms. This phase is characterized by a questioning of the notion of
‘truth’ and of ‘value-free’ research. This phase has consequentially given

rise to a range of methodologies such as discourse analysis and narrative
analysis.

Although this schema is sometimes rigid and may not be representative of all
contexts of research, it does provide a schema of some of the transitions in

methodological paradigms that facilitated the development of qualitative research
methodologies.

Key features of qualitative research

The characteristics of qualitative research are frequently presented as
dichotomies or contrasts to more traditionai quantitative research approaches,
primarily qualitative methodology (Anderson, 2000; Bogdan & Biklen, 1992; ;
Campbell, 1996; Creswell, 1992; Denzin & Lincoln, 1998; Firestone, 1987,
Frankel & Davers, 2001; Glesne & Peshkin, 1992; Lincoln & Guba, 1985;
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Mélterud, 2001). The following concepts denote the most salient characteristics
of qualitative research

Qualitative research recognizes and identifies the subjective and biased
nature of research. It therefore recognizes that research is never neutral,
objective or value-free as traditional positivist researchers have claimed.
While positivism argues that empirical studies are objective (neutral and value-
free), those working with qualitative methodologies have refuted these claims.
Qualitative researchers contend that the research is tainted with subjectivity on
multiple levels. Researchers are understood as social players that cannot
operate outside their own histories and social contexts, and who select their
topic, the research method and the participants to be used in the study from a
particular socio-political and theoretical location (Denzin & Lincoln, 1998; Fonow
& [Cook, 1994; Malterud, 2001; Millen, 1997;).

Qbalitative research attempts to provide a picture of the lived experiences
of participants. Qualitative research questions traditional notions of 'truth' and
'khowledge' and is concerned more with the social construction of meaning and
the presentation of subjective perspectives and understandings. For many
researchers, the major problem with traditional quantitative research is that it
does not 'capture life as it is lived’, while the essence of qualitative research is
that its methods attempt to do this (Anderson, 2000; Glucksman, 1994, Harding,
1991; Jayratne, 1983; Malterud, 2001; Maynard, 1994). In this way, qualitative
rgsearch is used in the exploration of meanings of social phenomena as
experienced by individuals themselves in their own contexts, and does not
pretend to offer a 'truth’ or one answer to its research questions (Breidenstein,
Liberatore, Lioi, Miro, Weber & Stoeck, 2001; Glesne & Peshkin, 1992; Malterud,
2001).

thalitative research makes use of non-exploitative methods and

challenges the traditional power relations in research. It aims rather to

68



enﬁpower and assist participants. When using qualitative approaches there is
a particular focus on the power relations in the research process and concerted
attempts are made to decrease the traditional hierarchical positioning of the
‘researcher and the ‘researched’ (Bogdan & Biklen, 1992; Denzin & Lincoln,
1998; Fonow & Cook, 1994; Maynard & Purvis, 1994). The terminology used in
qualitative research, for example, the use of 'participants' rather than 'subjects’ is
one illustration of the attempt to deconstruct the traditional power relations in
research. This terminology also indicates the inclusiveness and participatory
ndture of the research process because participants are regarded as active
members, in the shaping of the process. For some qualitative researchers, the
researcher directly plays the role of a participant in the research situation that is,
during participation and observation (Denzin & Lincoln, 1998; Frankel & Devers,
2000; Wolf, 1998). There is also acknowledgement and recognition given to the
situational constraints that shape the research process, such as the inevitable
differences in power relations between the researcher and participants
(dampbell, 1996; Malterud, 1993; van Maanen, 1988)

Conscious attempts to challenge the traditional power relations in research are
made by focusing both on the process and on the outcome of the research. In
this respect, qualitative research is frequently characterized by the collection of
data in a natural setting, where the researcher acts as a key instrument.
Furthermore, the research contains deep, rich descriptions. Although attention is
given to the research outcome, there is a specific focus on the research process
(Denzin & Lincoln, 1998; Frankel & Devers, 2000). By means of this specific
fgcus the participants’ responses are not interpreted to fit into the ambit of the
research. Generally, the data is analyzed in an inductive process rather than
deductive manner, with the theory emerging from the data (such as in grounded
theory) (Campbell, 1996; Yin, 1999). This is also evident from the presentation of
the findings, which tend to be far more descriptive, and the use of first person
accounts are common (Campbell, 1996; Frankel & Devers, 2000; Malterud,
2p01)
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Many creative strategies have been used to moderate and challenge the power
relations in the research itself. At some point in the history of qualitative research
there was a strong emphasis on carrying out socially relevant research, using
community research approaches, such as participatory and action-research
models (see for example, Reason & Rowen, 1981). The key goal of such
methodologies is to conduct research with people rather than on people and
reflects an attempt to establish non-hierarchical relationships between the

researcher and the participants (Anderson, 2000; Bannister et al., 1994, de la
Rey, 1999).

Self-reflexivity of the researcher is a key aspect of qualitative research. All
of the above-mentioned factors point to the significance of qualitative
methodology's emphasis on the reflexivity of the researcher. Qualitative
methodologies have this in common with feminist methodologies, as will emerge
below. Both methodologies are characterized by the attempts of the researcher
to make the research more explicit and reflexive (Frankel & Devers, 2000; Unger,
1998). This process is also referred to as conscious subjectivity (Wilkinson,
1986). As mentioned, qualitative researchers therefore often locate themselves
within the research process in order to play an active role as participants in the
data generation process and to decrease the power relations. Whatever role the
qualitative researcher plays, there is primary concern with attempting to locate
his or herself in the research process and to utilize this understanding within the
analysis as well. Locating the self means both reflecting on the researchers' own
identities and histories, as well as on their theoretical frameworks and subjective
investments in the research (Denzin & Lincoin, 1998; Frankel & Devers, 2000;
Unger, 1998). Many qualitative researchers include a section in their work where
they consciously reflect on this, and also acknowledge the effect of such factors
on their analysis. Further on in this chapter, | have attempted to locate myself as

researcher in this particular research project.
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Challenges to qualitative research

Given that qualitative research was developed in reaction to the dominant
paradigm of positivist research, it has had to defend its position. There are a
njmber of challenges which have to be considered for legitimate and successful
qualitative research. Validity and reliability have been key ‘bugbears’ of
qualitative research, given that it has broken from traditional ' scientific’ methods

ofl data collection and analysis (Malterud, 2001).

Triangulation has been one suggested procedure to improve validity in qualitative
rgsearch (Pope & Mays, 2000). Triangulation in terms of research means that
rgsearchers use different sets of data and different types of analyses to study a
particular phenomenon (Chenail,1997). Overlaps in the results of different
ethods/analysis are viewed as illustrative of the validity of the findings.

Itlhas also been suggested that reflexivity be used to serve as a method of
Llidation of one’s research findings. (Lather, 1991; Potter & Wetherell, 1987
Shefer, 1998). Given that there are no clear guidelines for validity and reliability

V)

in qualitative research as there are in quantitative research, the ability to reflect
critically on the self and process of all aspects of the research is argued for. As
Lather (1991, p. 66) suggests ‘our best tactic at present is to construct research
designs that demand a vigorous selif-reflexivity’.

l¢ some circles there has been a growing trend to develop ‘checklists’ to ensure
that qualitative research meets the demands of various stakeholders, (such as
funders and publishers), in the research arena (Boeree, undated; Chenail, 1997,
ixon-Woods, 2001). These ‘technical fixes’ are often used for ‘conferring
respectability’ and for convincing potential skeptics of the thoroughness of
ualitative research (Barbour, 2001). Although checklists have contributed to the

Wider acceptance of qualitative research methods, Barbour (2001 cautions
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aQainst the uncritical adoption of them as they may become counter-productive,
es)pecially if used prescriptively.

F¢minist qualitative research

Féminist epistemologies, like qualitative research, often include qualitative
methodologies, and were also developed in response to positivist methodologies
wfich were regarded as ‘flawed with failures’ and a product of androcentric
sgience (Anderson, 2000; Butler, 1990; West & Zimmermann, 1987). Failures in
pasitivist paradigms are traced to flawed conceptions of knowledge, knowers,
objectivity and scientific methodology (Anderson, 1987; Denzin & Lincoln, 1998).
Traditional positivist research was viewed as disadvantaging women by
excluding them from the research arena and by disregarding their cognitive
styles (Harding, 1991; Hartsock, 1998). Research located in the positivist
paradigm has been criticized for producing knowledge and theory that represent
wpmen as ‘other and inferior. Feminist researchers have highlighted the
rgproduction of gender and social hierarchies of the dominant social order in
traditional research methodology (Anderson, 2000; Kelly, Burton & Regan, 1994;
!vtlynard & Purvis, 1994; Mies, 1993). As a consequence feminist researchers
have found value in many of the features of qualitative research. Therefore many
of the characteristics of qualitative research are reflected in feminist
ethodologies (Kelly et al., 1994; Maynard, 1994; Mies, 1993; Oelsen, 1994,
orell & Etaugh, 1994).

it| is important to re-emphasize that there is no one feminist research
wlethodology (Denzin & Lincoln, 1998; Flax, 1990; Olesen, 1994). Nonetheless,
abross feminist varieties of research, there are some central points of
intersection. The common thread cutting across ‘feminist variations’ is the focus
oh gender inequality and women's positions. Feminist research is concerned with
the marginal status of women, both as object and subject of research (Akman,

oner, Stuckless, Ali, Emmott & Downie, 2001; Driscoll & McFarland, 1994;
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quding, 1987; Maynard & Purvis, 1994; McKay, 1994). A strong trend in feminist
sthies is, therefore, to treat women as the central subjects in the investigation
(Millen, 1997). There is also an increased reluctance among female researchers
usjng qualitative approaches to interview women as ‘objects’, with little or no
regard for them as individuals (Breidenstein ef al., 2001; Oakiey, 1981, Reinharz,
1992; Smith, 1987). For example, in a typical interview a hierarchical relation
exjsts, with the respondent being in the subordinate position. In particular, much
of| contemporary feminist research emphasizes the focus on women who have
been denied a ‘voice’ in traditional male-dominated research (Anderson, 2000;
Butler, 1990; Haslanger, 2000). The empowerment of women and equity in the
research process, as with qualitative research, are key goals in feminist research
methodologies (Holloway, 1989; Walker, 1999).

Feminist inquiry has had a strong impact on social and educational research,
fagilitating profound shifts in the perceptions of traditional theoretical and
methodological approaches to research (Millen, 1997). Some feminists have
gone so far as to argue that the issue of quantitative versus qualitative methods
reflects the relationship between science and women (Fonow & Cook, 1994,
Harding, 1987; Maynard & Purvis, 1994). As a consequence, feminist
researchers have tended to be particularly critical of quantitative methodologies.
Some have criticized quantitative methods for concealing women and women’s

e*perience from research processes.

Féminist research has also contributed to the fields of methodology by its
contribution to data collection and analysis. The increased use of qualitative data
cbllection, either in isolation or incorporated into combined methodologies, has
ptovided a data collection method that allows the research project to be framed
irI the context in which it occurs. This method lends itself to the emergence of
ntrratives from unexpected places and that includes female, private and

dpmestic voices (Malterud, 2001; Maynard, 1998; Millen, 1997; Nessa, 1995).
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TI'1is perception has motivated the advocacy of qualitative research approaches
as|ways of permitting women to express their experiences in their own terms and
as fully as possible (Fonow & Cook, 1994; Handrahan 1998,1999; Harding,
1991). Given the emphasis on women’s voices and experiences in feminist
research processes, many contemporary feminist researchers have opted for the
use of only qualitative research (Stanley & Wise, 1994). On the other hand, a
more tolerant response to quantitative research is developing in feminist inquiry,
and in many cases, a combination of the two methods has been found to yield
righ and relevant data (Millen, 1997).

Cballenges to feminist research methodologies

Bécause traditional research excludes women from research arenas, there are
often numerous difficulties in doing research, which, as it were, must ‘introduce’
women’s voices. There is often a difficulty in the very intention to give women a

‘vpice’ or to allow women’'s voices to be represented in the generation of
k

Pidgeon (1995,p. 6), it involves:

owledge. This difficulty is encountered because, according to Henwood and

Grasping the experiences, understanding and lives of
women themselves as seen from their own perspective,
given that previously these understandings had been either
absent or mediated through the perceptions of male
researchers and the preconceptions about women.

It| must be understood that the researcher’s notion of power may not always
aLsist the participant. Empowerment may be interpreted by the researcher to do
Mhat she or he wants, rather than the empowerment of the participants to
ekpress their own views, or to take their own actions (Bowes, 1996; Puwar,
1997). Feminist researchers may regard empowerment as providing participants

ith strategies to analyze their situation in terms of gender. But sometimes these

74



strategies may disempower participants by undermining their short-term coping
mechanisms.

It is of utmost concern to feminist researchers, that women, particularly
participants in research processes, should not be exploited or have their
experiences dismissed in the research process. The researcher should be
careful not to re-interpret the experiences of the participants to fit into the ambit
of her research goals (Bowes, 1996; Mies, 1993; Millen, 1997).

Another challenge to feminist research is the difficulties that occur from the
recognition that women are not uniformly disadvantaged (Campbell, 1996;
Harding, 1991; Maynard & Purvis, 1994; Stanley & Wise, 1993). As outlined in
Chapter Two, for contemporary feminist standpoint theorists as well as for post-
modern feminists, the concept of ‘difference’ is acknowledged. From these
perspectives, the experiences of women are not interpreted by totalizing and
unifying women and woman’s experience into a singular category. Research
processes that utilize contemporary interpretations of feminist standpoint theory,
recognize and acknowledge the differences between women and the multiple

axes of oppression that women experience.
Research approaches used in the current study

As previously stated, for this study qualitative and quantitative research
methodologies were used. In many cases a combination of the two methods has
yielded rich and relevant data (Maiterud, 2001; Miles & Huberman, 1994; Millen,
1997). As mentioned, whereas early feminist arguments preferred qualitative
approaches to studying and understanding women’s lives to quantitative
approaches, contemporary feminists have reconsidered these positions and
recognize the false dichotomy of qualitative and quantitative approaches (Bernal,
1998; Maynard, 1994). The decision to use qualitative or quantitative methods
depends on the topic and the questions asked in the study. The findings of a
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qualitative study are not regarded as applicable to the population at large, but
rather as descriptions, analyses and knowledge applicable within a certain

setting (Holstein & Miller, 1993; Malterud, 2001; Malterud & Hollnagel, 1999;
Nessa, 1995)

Currently, many feminist researchers are of the opinion that qualitative research
may be added to quantitative studies, to gain a better understanding of the
meanings of the findings (Malterud, 2001; Mies, 1993). This does not mean
accumulating the data, nor does it mean the combination of data obtained via
various methods, as these types of data require fundamentally different
procedures for analysis (Malterud, 2001).

Because of women'’s (perceived) precarious positions in the academy, there is a
diTe need for research to be done on women and women’s lives (Millen, 1997).
This has resulted in the inclusion of sensitivity to gender and womanhood within
i

fe}‘ninist perspectives provide a means of analyzing, not just the content of the
knowledge gained, but the means by which the knowledge was acquired and
pjpduced (Gottfried, 1996; Hendricks, 1993).

theoretical frameworks of academic disciplines. The various feminisms and

As stated earlier, the current study is primarily located within the paradigm of
feminist standpoint theory which is characterized by research studies that
emphasize the interpretation of the ‘lived reality’ and the social world, from a
wbman’s position. Thus, this woman-centered perspective is one that focuses on

men, and few or no comparisons are made with men. From this perspective,

men’s voices are not regarded as 'other’ or ‘outsider’ as they are the only
‘voices’ in the study (Harding, 1991; Reay, 199a, 1996b; Tanton, 1994). This, in
bell hook’s (1984) terms is when women and women'’s voices and experiences

ove from the margin to the center.
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Feminist standpoint theorists claim that academic disciplines often use
androcentric language, and therefore, there is a need to re-organize researchers
in relation to their ‘subjects’. By means of feminist standpoint theory, the
‘subjects’ become re-configured to be regarded as participants who are regarded
as knowledge producers. The experiences of participants generate knowledge in
the research process. Feminist standpoint theory, although it has been criticized
for its tendency to obliterate differences, must also receive credit for its emphasis
on the location of the ‘participant’. Furthermore, it recognizes that the researcher
is a part of that world that she or he is researching. Feminist standpoint theory
has also arguably achieved the increase of feminist consciousness and social-
political engagement. This engagement is designed to reveal the false
presumptions on which patriarchal hierarchies and androcentric ideologies are
founded. Feminist standpoint is also used to challenge the forms of alienation

produced by these hegemonic social structures.

Women's positions as both the subjects and the objects of their own research
uniquely place them as agents of change (Unger, 1998). Burr (1995) argued that
paradigm shifts are most likely to occur when a new generation, that lacks years
of commitment to the dominant social order and dominant ideology, comes into
power. in some aspects, women scholars are in the position of being the
younger or new generation, whatever their chronological ages, given the history

of their exclusion and marginalization.

Personal Reflections on my investment and social identity in my
study

Given the centrality of self-reflexivity in feminist qualitative research, it is

important that | provide an outline of my personal position in the current study
(Millen, 1997).
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As mentioned, self-reflexivity has been highlighted as a means of ensuring
validity by reflecting on the research process and the dynamics emerging in the
research contexts. Furthermore, self-reflexivity, in respect of acknowledging
one’'s own theoretical and personal location, will serve as a validating aspect of
the research. In carrying out this task of locating myself as researcher, | was
cancerned with locating my social identity in relation to the participants, and was
cgnscious of the power relations within the group. Instead | attempted not to
cgnstruct myself in a position of being the expert, but rather as being the group
member who needed to hear the stories of all the other participants (de la Rey,
1997; Lather, 1991; Wilkinson, 1988). Furthermore, as many feminists contend,
the researcher is a subject in her research and her personal history is part of the
analytical process (Bernal, 1998; Maynard, 1994; Stanley & Wise, 1993). Within
this framework, it is important to note my own location as a black woman
agademic at an HBU and my own investments in the research project. The
former aspect, relating to the researcher’s theoretical location, is valuable for the
feminist research goal of challenging power inequalities in the research process.
in| this way | was in a similar position to the participants with respect to gender,
race, tertiary studies at a HBU, and my occupation at a HBU and my
oj(cupational level in the academy, as well as barriers to my publishing.

reflexivity was considered throughout the research process and | was

pirticipating in the discussions about my stories which were very similar to those
o

participants. My own investments in the research are my commitment to

t
n,éte that | often had to ask leading questions to introduce discussions on the

ngnder equity and women’s development and the minimizing and eradication of

e barriers that stymie women in their academic careers. It was interesting to

covert gendered power and androcentric cultures, as the participants did not
spontaneously mention this aspect. This may be because of the subtlety of the
androcentric barriers. On the other hand, it may be because of deeply embedded

socialization of patriarchal systems, which women accept unchallengingly.
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One’s personal and professional experience represents an important source of
cn.]:tural, racial, educational and gendered intuition and derives from the
bgckground which we bring to the research situation. My identity of being black,
(in the black — white divide, and coloured in the racial categorization of
digenfranchised groupings in the pre-democracy days in South Africa), having
bgen a student at an HBU and now as a lecturer at an HBU, allowed me to
identify strongly with the majority of the participants in the study. | was easily able

to|empathize, identify and thus ‘shift’ from the passive researcher to the active

participant in the process of data generation. | feel that this strong identification
with the realities that were being reported by participants, facilitated in minimizing
the power relations between myself, as researcher, and the participants. Very
often their narratives were very familiar to circumstances that | experience and
have experienced during my tertiary studies and my academic career. | identified
sg strongly that | had to develop a conscious awareness of having to be on my
guard to avoid excessive interjection. In this | was assisted by my reflections in
my personal journal. As mentioned, making journal entries, which were carried
oyt at the end of every session, | roted the points at which | felt | needed to
intervene to gain more information. | also noted the times that | felt | had
in#ervened excessively or thought that had allowed the discussion to become
too broad and long-winded. My reflective notes assisted me by anticipating the
I;Egth of pauses required by participants as | found that sometimes participants
needed time to think about their responses while | had assumed that they were
rgady for the next question. As | found that participants would often refer to an
eirlier statement, | found that asking for further discussion on topics previously
discussed, often generated additional data. As the participants became more
cfmfortable in the interview and focus group setting, their discussions were more

elaborate and substantive.
Although this was my first major exercise in qualitative research, and because |

had been involved in quantitative approaches more often than in qualitative

résearch, | often doubted whether | would be able to ‘let go’ and actively
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pérticipate in these sessions, rather than be the ‘detached researcher’

cansidered having a few practice sessions with family and friends to gain more
cgnfidence. Because of time constraints 1 was not able to conduct these ‘practice
sgssions’. But even without the practice ‘runs’, the first session in Venda was a
wonderful experience! After the initial anxiety, prior to the commencement of the
first session, | felt more relaxed during introductions to participants. The first
responses by participants who reported on situations with which | was very
familiar, allowed my confidence to develop and then | was very comfortable when
contributing to the discussions and asking questions. | attribute these
uiderstandings to my life experiences as being a black, woman academic, who
after fourteen years at lecturer level, was promoted to senior lecturer, and who,
bécause of having been exposed to circumstances in HBUs, as a student and a
staff member, often experienced many of the obstacles that were being
described by participants. Although not all the circumstances and obstacles that

were mentioned by the participants were identical to the ones at the institution

ere | worked, they were conceivable, given the inadequacies prevalent in all
HBUs. As reported by all the black women participants, | too experienced a lack
of confidence with regard to publishing™. | thus identify with the notion that
through life experiences, individuals are able to understand certain situations and
often make provisional predictions of situations in particular circumstances. This
plicit knowledge often assists us to understand events, actions and words
ore confidently than if we did not bring this implicit knowledge to the research
ptocess (Bernal, 1998; Strauss & Corbin, 1990). This implicit knowledge
therefore provided me with insight from which | was able to draw during the
research process. | believe that the sharing of my experiences introduced a
sense of ‘similarity’ with participants. This minimized hierarchical power relations

ahd enabled me to relate with them from a position of the ‘outsider from within'>'.

" Additional discussions with my experiences of writing and publishing are discussed in Chapter Eight.
13 This concept was discussed in Chapter Three.
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The study

Aims

The major aim of the study is to explore the challenges experienced by women
agademics at HBUs with regard to publishing of academic work. This aim was
articulated through two central objectives:

1 To establish a descriptive profile of current publication records of a
group of women academics at the three selected HBUs. The
intention was to provide an overview of their positions in the
academy and a picture of how much and where the respondents
publish.

2. To explore how a group of women academics at the selected HBUs
construct their relationship with regard to publishing. This included

key questions as follows:

e What do participants perceive to be central inhibiting factors and
challenges to their successful publishing?

« What do participants regard as the major aspects of the academy which
impact on their ability to publish?
What do participants recommend, at a personal level, for
advancement of their publishing?

e What do respondents recommend, at an institutional level, for the

advancement of their publishing?
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Overview of the targeted HBUs

General reasons for the selection of the sample

The following universities were selected for the study: the University of Durban
Westville (UDW), the University of the Western Cape (UWC) and the University
of Venda (Univen). The reason for the selection of these universities is that they
represent the primary categories into which HBUs were classified (Subotzky,
1993; Wolpe, 1994). Thus, UWC represents the ‘coloured’ university, Univen the
‘black/African’ university and UDW the ‘Indian’ university. A primary reason for
the selection of these categories of HBUs is that in the establishment of HBUs,
there were hierarchical differences in funding anc resources, ‘Indian’ institutions
received more than ‘coloured’ institutions, while ‘black-African’ institutions were
allocated the lowest funding. Furthermore, in an attempt for a geographical
spread, the selected universities were all located in different provinces in South
Africa. UWC is situated in the Western Province, while Univen is located in the
Northern Province and UDW is in the Kwazulu- Natal Province. UWC and UDW

are situated in more urban locations than Univen, which is located in a rural

district.

Staff compositions

In order to elucidate women’s representation in numbers as well as in academic
positions at the selected institutions, the following table on the staff composition
at each of the targeted HBUs, is included. From Table 4.1. it is apparent that
there are more academic men than women employed in the institutions. More
significantly, it is clear that the senior positions at each of the institutions is
dominated by males while women are over-represented in the lower academic
positions. This phenomenon is consistent with global trends as was discussed in

Chapter Three.
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Ta\ble 4.1. Profile of the academic positions at the selected institutions to

i||¢strate the comparison of the number and academic positions of

academic women to academic men at the selected institutions.

| Ajademic
Position
Female | Male Female | Male Female | Male
Lelcturer 58 67 63 60 48
Senior lecturer 15 31 41 48 10 38
6 22 20 30 3 12
Professor 3 35 8 |30 3 24
Facilities

As previously mentioned, in the apartheid era, state funding to HBUs was lower
than to HWUs: and amongst the black institutions there were also different levels
of| funding with the funding to African-Black institutions being the lowest.
Coloured institutions received more funding than African-Black institutions; but
less than Indian (Asian) institutions. Since the inception of the democratic
gavernment, there have been several attempts to redress the inadequacies but
the legacy of this unequal distribution of funding continues to beleaguer the
HBUs. Univen, historically established for African-Black students, is located in a
typical rural area, where participants report on inadequacies with regard to library
facilities, infrastructure to support the academic project, as well as academic
leadership. UDW, the institution established for Indians, is located in a suburb.
The participants reported that although the library had the potential to support

publishing, the infrastructure and inadequate staffing impeded the functioning of
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thi/library. These sentiments were similar to those reported by the participants of

UWGC, the institution established for coloureds.

Participants

As| the study was a study of women at the selected HBUs, questionnaires were
sj'»t to all’® the academic women in these institutions. As mentioned earlier, the
qu}estionnaire was a ‘fore-runner’ to the focus groups and interviews as the
questionnaire included an item where the respondents were requested to
indicate their willingness to participate in focus groups or interviews. The
subsequent interviews and focus groups were held with respondents who had

indicated their willingness to participate in the focus groups or interviews.

It should be borne in mind that three HBUs were selected for this study and
thtrefore the data only reflects responses from a sample academic women at
these selected institutions. The sample was selected, not to represent all women
at|all HBUs, but to provide a range of qualitative experiences of women at HBUs

and to gather a descriptive profile of these women’s publication records.
Pkofile of respondents of the survey-questionnaire
Questionnaires were sent to all women academic staff members at the selected

HBUS and the following table describes the response rate of the survey-

qﬁestionnaire which was in the expected range of 30 — 40% (Miller, 1991).

16 The study was not intended to be about black women only and while HBUs were established for black
stydents, the teaching staff have always included all ‘racial categories’.
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Il?esponse Rate

T'Pble 4.2: Response rate to survey-questionnaire

Responses | UWC | UDW | UNIVEN | TOTAL
Surveys 132 | 82 64 278
issued

% 32 38 22 31
Respondents | 42 31 14 87

Table 4.2. and Figure 4.1.1. indicate the response rate to the questionnaire per
institution. The mean response rate was 32%. The University of Durban-Westvilie
had the highest response rate, 38%, while, the lowest response rate was from

Univen being 23%. The response rate from UWC was 33%.

Figure 4.1.: Response rate per Institution

B University of
Western Cape
o 38%
40% 33% 32% . .
L 35% B University of
o ggiﬁ; 23% Durban-
| @ a I
‘ 2 559 We;twllg
| | 8 15% M University of
& 10% Venda
© 5%
0,
0% CTotal
University University University  Total
of of Durban- of Venda
Western Westville
Cape
Institutions

It|is noteworthy to mention that although the response rate to the questionnaire
from Univen was the lowest, it was the institution where the interest in the focus

oup discussions could be arranged. On the other hand, while UDW had the

g:'oup discussions was the highest. Univen was the only institution where focus
g
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highest response rate, they had the lowest response rate to the interviews.

lthough many respondents indicated that they would be willing to participate in
facus groups or interviews, only three interviews could be conducted at UDW,
due to logistical problems and lack of responsiveness on the part of the target
aldience.

ﬂositions of respondents

TF‘ne representation of the positions of respondents is illustrated in F igure 4.2,

jﬂy two percent of the respondents were at lecturer level, 28% were at senior
I

percent of respondents classified themselves as ‘other’ levels. This indicates

cturer level, 10% at associate professor level and 3% at professor level. Six

that the majority of the respondents were at lecturer level, a breakdown which
correlates with the position of women academics in South Africa and globally,

ere women are over-represented in the lower academic positions, while the
gender gap increases in the more senior academic positions (Aisenberg &
Harrington, 1998; Cooper & Subotzky, 2001; Crosby, 1991; Dines, 1993; Park,
1996; Williams, 2000).

Figure 4.2: Positions of Respondents
| E Professor

6% 3% 10%

Bl Associate

professor
O Senior lecturer

H Lecturer

28%
B Other

86



gacial groupings'’ of respondents

igure 4.3. provides an indication of the racial groupings of respondents. The
historical racial classifications were used, as these still remain salient when
interventions are required for redress, as in, for example, Employment Equity.
These categories were used in this study in order to provide a full profile of the

respondents and their reported barriers to publications.

Figure 4.3: 'Racial Groupings' of Respondents :
H Asian

M Black
9%

22%

O Coloured

B B White
39%

W Did not care to
13% answer

It|is evident that the population is a skewed one with 39% of the respondents
being white, 22% were Asian while 13% and 17% were from the black and
coloured grouping respectively. The racial classification of academic women

re not provided in the data base provided by registrars from UWC and Univen,

while the majority of the academic women at UDW were Asian.

The response rate indicates that the majority of the respondents were white (for
this chapter, black, coloured and Asian are separately categorized). This
rgsponse rate could be interpreted to indicate that matters concerning

publications are regarded to be more important to whites than to any other racial

"’| Apartheid racial categories were used, and these included: Asians (being mainly people
of Indian origin), black being black/African, and coloured being of mixed origin.
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c’rtegory or, on the other hand, that women in the other categories were not

interested in publications.

FlPositions and racial groupings of respondents

Tlhe findings of cross tabulations of positions with the racial groupings of

r?spondents are reflected in Figure 4.4.

i Figure 4.4.: Racial classification of respondents across various T
academic positions

—
40 |
35 12 O Did not care to answer
30 I White
25 8 H coloured
20 ] HE Biack
15 8 H Asian
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B :
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Professor Associate  Senior Lecturer Other (blank)

Professor Lecturer

The analysis of the respondents’ positions by racial category indicates that there

re no Asian professors or associate professors, while there was one full

professor in each of the black, coloured and white racial groupings. There were
no black senior lecturers. The results indicate that the majority of respondents in
each of the racial categories are at lecturer level. In the coloured grouping there
were no associate professors but one respondent in each of senior lecturer and
professorship position. These findings could be linked to the ‘glass ceiling’
phenomenon which postulates that women across racial categories experience
difficulty in reaching the most senior positions (Aisenberg & Harrington, 1988;
ily News, 2000; Lorber, 1994).
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Positions of respondents in specific disciplines

igure 4.5. indicates the positions of respondents in the natural sciences and in
the social sciences.

Figure 4.5.: Positions held by respondentsin the social and natural sciences
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Seventy eight percent of respondents held positions in the social sciences while
2P% were located in the natural sciences. These findings could be interpreted to
indicate that there are fewer women in the natural science discipline than in the
social sciences. This would concur with the literature that men still predominate
the science discipline (Aisenberg & Harrington, 1988; Harding, 1991; Lorber,
1994). Twenty two percent of associate professors were in the natural sciences,
none of the professors were located in the social sciences. Eighty seven percent
of the lecturers were located in the social sciences. At senior lecturer level, 33%
of the respondents were in the natural sciences while 67% of the respondents

were in the social sciences.
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Plfofile of participants for the focus group discussions

Participants were drawn from those who indicated their willingness to participate
in |further discussions through their response to an item of this nature on the
quiestionnaire.

Overall demographics of participants

T&tal number of participants: 25

T#ble 4.3.: Number of participants in focus groups and interviews

Method Total number Number of
participants per
institution

Number of focus | 2 9 and 5

groups participants
respectively at
Univen

Dual interviews 1 2 participants at
Univen

Individual 9 3 at UDW

interviews 6 at UWC

Ttble 4.4. provides additional demographic data relating to the ‘racial
cl

ssification’ and academic positions of participants in the focus groups and

interviews respondents.
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Tible 4.4.: Additional demographic information on participants

Asian | Coloured | white | lecturer | Snr. Assoc. | Prof.
Lectur | Prof.
er
1
3 2
2 1
I:Jdividual 1 3 5 2 6
Interviews ‘
* i

Ab mentioned, focus groups were only held at Univen. The first two time slots for
fqcus groups discussions were well attended. The first focus group had nine
participants while the second was attended by five participants. The final focus
group attracted only two participants. The participants of the first focus group
consisted of one professor, two senior lecturers and six participants at lecturer
level. The second focus group consisted of two participants at senior lecturer
level, and three at lecturer level. The final focus group had a staff member at
professorial level and the other participant was at lecturer level. In total, two of

the participants at Univen had PhDs. The participants at Univen were from the

chools of Education, School of Nursing, School of Public Health, and from the
departments of English, Sociology.

t UDW, the participants in the interviews were from the departments of

hysiotherapy, English and Statistics. One participant had her doctoral degree

hile the other two participants were at various stages of their doctoral degrees.
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Two of the participants were at senior lecturer level while one participant was at
lecturer level.

The participants in the interviews at UWC were from the departments of
Physiotherapy, Anatomy, Computer Science, Occupational Therapy and two of
the participants had recently been promoted to management and a senior
management position in the university respectively. Three of the participants
were at senior lecturer level, and one at lecturer level, while the two who held
recent appointments in management had moved from lecturer level. Three
participants had doctoral degrees, two had Masters degrees and one participant
was completing her Master’s degree.

The majority of the participants in this study were at lecturer level, and therefore
they were mainly representative of the lower academic positions and thus

occupied the lower rungs of the academy.

Research Methods

As mentioned, quantitative as well as qualitative methods were used in gathering
the data. The methods used to generate data to address the central aims of the

study included the survey questionnaire, interviews and focus groups.

Survey Questionnaire

The researcher developed a semi-structured questionnaire with both qualitative
and quantitative items (See Appendix Two). The questionnaire was based on a
questionnaire | had developed in an earlier research project, on the development
of a publication profile of women academics within the Faculty of Community and
Health Sciences at UWC (Cairncross, 2000).
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The survey-questionnaire was used to achieve the first aim of the study, namely,

to develop a profile of the publication output of the respondents. These findings
arg discussed in Chapter Five in the study.

The questionnaire was distributed to all women academic staff members at the
selected HBUs, with the permission of registrars (see Ethical Considerations and
Procedures). The questionnaire included questions relating to demographic
details; including position, department and race (these results are presented
earlier in this chapter). Other questions that were included in the questionnaire
peftained to the number of publications over the past three years and to the type
of journals and/or books in which the respondents published and the quantity of
publications. A number of questions relating to factors perceived to have
contributed to and those that have impeded publication output, were included in
the questionnaire. There was also a question relating to the respondents’
avpilability to participate in a focus group discussion. This question served as the

primary means of recruiting participants for the interviews and focus group
digcussions.

Focus groups and Interviews

Fgcus group discussions were held with those respondents who made
themselves available by their responses to the questionnaire. A major advantage
in the use of focus group discussions as a research instrument lies in its ability to
fatilitate the expression of many opinions and comments. These interviews
ultimately often produce richer qualitative data (Du Plessis, 1999, Potgieter,
1997). Furthermore, focus groups allow the researcher to observe the attitudes
and group dynamics among participants as well as providing supportive
environments for researchers to address the ethical concerns of power relations
in| the research process (Du Plessis, 1999; Shefer, 1999; Smulders,1998,;
Wilkinson, 1998)
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Sagme of the advantages of using focus groups are that they are relatively
ingxpensive to conduct and they often yield rich data. The disadvantages of
using this type of research instrument must be borne in mind. These
disadvantages include the group dynamics that may inhibit individual expression,

and the possible domination of the group by one participant present (Bannister et
al.

, 1994; Smulders, 1998; Wilkinson, 1999). In the current study, the participants
with whom individual interviews were conducted, expressed their gratitude to be
inferviewed individually, rather than in a group situation, because they ‘felt
campletely comfortable’ in being open and honest in this forum.

Although the initial intention was to conduct focus groups at all the selected
HBUs, it was exceptionally difficult to co-ordinate these groups because of the
working schedules of participants. In order to facilitate data collection, it was
decided to conduct individual interviews with participants who indicated their
willingness. The participants selected convenient time slots for these interviews.
The discussions in the interviews and the focus groups, although they were
informal, were broadly guided by two semi-structured questions, as follows:
¢ | What are the challenges/barriers to your publication output at various levels?.
The relevant levels are personal, departmental and institutional?
Which strategies/interventions would assist and improve your publication
output?
D.scussions were then focused on the three levels (personal, departmental and
institutional),

P\rocedures and Ethical Considerations

A|letter was sent to the registrar at each of the selected universities and served
as an introduction to the study. There was also a request for access to names,
departmental addresses and, where possible, e-mail addresses of all women

academic staff members (Appendix One).
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A covering letter and questionnaire (Appendix Two) were then sent to all women
stjff members at the selected HBUs. The covering letter submitted to all
respondents assured them of the confidentiality of their identities. The
quLstionnaire did not include identifying information such as names and

sufnames.

At| the commencement of the focus group discussions and interviews,
participants were informed of the tape recording, and were asked for their
permission to do so. Participants were also given the option to leave at any point

if they became uncomfortable. Confidentiality and anonymity were assured.

Qersonally convened, co-ordinated and conducted the focus group discussions
and interviews in English. The reason for using English as the language of
cjmmunication, is that English is the official language at Univen and UDW. At
UWC, although the dual language policy still recognizes both English and
Affikaans, the language most frequently used for official documentation is
English. Another consideration for the use of English was that the participants for
the focus group discussions may have had different first languages and that may
hdve led to a dilemma in terms of comprehension, rapport and interpersonal
djnamics in the group. Some participants may have felt intimidated to speak
spontaneously in a group using the dominant vernacular. Personally, | was also
incapable of conducting the interviews or focus groups in another language and
did not want to use a translator in the groups. Given that English was the medium
that all the participants need to conduct their classes in, | chose English as the
lapguage for communicating, although | was fully aware that English was often

not the mother-tongue of many of the participants. | made apologies for that.
The focus groups were directed by a number of semi-structured questions as

mientioned. The duration of the discussions was between 40 and 50 minutes. All

focus groups and interviews discussions were tape-recorded and transcribed
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vetbatim. Confidentiality was verbally assured at the commencement of the

interview and the focus group discussion.

Within the framework of self-reflexivity, a journal was kept throughout this project.

At| the commencement and the end of each focus group discussion and

interview, |, the facilitator of the focus groups, made notes. The cryptic notes

coyered the following topics:

o Personal emotions and experiences before the commencement and during
the session

e Group and interpersonal dynamics and in the case of the interviews, the
relationship with the respondent was noted

e Non-verbal behaviour of participants

General impressions and thoughts.

As a woman academic at an HBU, | fulfill the prerequisite of a respondent for this
study. For this reason, | alternated between the two roles during the focus group
discussions and interviews. On the one hand, | played the role of passive
outsider (the researcher); on the other hand, | shifted to the role of committed
participant/insider by contributing to the discussion and expressing some of the

challenges that |, too experienced in my publishing endeavours. This shifting

sagemed to work well in both the interviews and in the focus group discussions, in

th}at the power hierarchy between myself and the participants, was minimized.

Rbsponses, responding and co-ordinating the study

Although the response rate was within the expected range of 30 — 40% (Miller,
1£91), the rapidity with which the questionnaires were completed and returned to

was very heartening. | felt very excited about the response rate and about the
positive response with regard to the intention of participating in the focus group
discussions. | also noted the enthusiasm and the valuable comments that

rdspondents made on the questionnaires.
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Th co-ordination of focus groups at Univen and UDW was a very challenging
pect as | had no prior contact with any colleagues at these institutions nor

was | familiar with their geographical location. The public relations offices of both
and Univen were extremely helpful and arranged traveling and
acdommodation (hotels as well as venues that were used for the study). As
pr V|ously mentioned, the co-ordination task was a challenge, but the positive

co munlcatlon from people who | had yet to meet, made up for the despondence
that | felt at times.

Data Analysis

Questionnaire: The data was coded and entered onto a database.

Cdmputerized statistical analytical packages (frequency tables and cross
tabulations) were applied to the data generated by the questionnaire. Findings

are diagrammatically presented in Chapter Five of this study.

Fﬂ)cus group discussions and interviews: The discussions of the focus
groups were analyzed using the key themes emerging in the literature as well as
cdmmon themes that emerged from the participants’ responses. In carrying out
the data analysis, | drew particularly on an ethnomethodological perspective on
data analysis. Ethnomethodology is concerned with how people construct
meaning of their everyday lives (Denzin & Lincoin,1998). The
ethnomethodological technique involves the search for processes through
which people make sense of their interactions and the institutions through which
they live (Feldman,1995). This analytical technique assumes that people make
seénse of these phenomena and that their sense — making is the basis of their
future actions and their interpretations of reality. Because ethno methodologists
collect data which can be analyzed in detail at a later stage, they often make use
of video — and/or audio recording. Contemporary ethnomethodologists tend to
have a particular bias towards qualitative content or thematic analysis

(Heritage,1984). Responses to the broad guiding questions that were used to
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gujde the qualitative data generation were used as the basis of analysis. In this
relearch, the analysis of the content of these responses in the interviews and
focus group discussions elucidated numerous commonalities between
exteriences and perspectives of participants. Thus the categorization of definite
th¢mes became evident, and although the emergence of various themes were
obvious, many of these themes overlapped each other. While the multiple
overlaps in the thematic analysis proved difficult at times, it highlighted the way in
which experiences of participants cannot be neatly compartmentalized. For the
purpose of presenting the findings in some logical format, discrete themes are
presented. It should however be remembered and hopefully it is evident in the
presentation of the findings, how different themes intersect, overlap and impact
on each other. It was apparent that, for example, the theme of workload
intersected stronglywith the theme of the inadequacies inherent in HBUs. This
meant that many of the subjective reports relating to workload were often linked
torthe perceived lack of facilities at HBUs. Similarly, the theme of workload
oqerlapped with androcentric culture, as women are positioned in more junior
rcjes and are expected (and they ‘buy-in’) to do more teaching and play a more

sypportive, mentoring role with students than men might.

My Reflections on the Study

Mbny of the respondents, especially at Univen, often were responsive to the
study and assisted when | informed them of any difficulties that | was
experiencing. They co-ordinated venues, arranged to e-mail respondents and
offered assurances that they would ensure the success of the study at their

mpus. Their responses indicated that they were keen to co-operate with me,
and that they were eagerly anticipating the discussions. One difficult aspect
refated to the participants constructing me as the ‘expert’ that would assist them
in| their publishing. This occurred predominantly at Univen and created a real
dilemma for me. Although | was willing to assist where | was able, this

construction of myself as the expert was contrary to feminist research. In order to

98



perception of myself being the expert, | was very active in the discussions at

Univen. | often shared the problems | had with my publishing endeavours and

mirT:mize the power hierarchy in the research that may have been created by the

confirmed the barriers they experienced as ones that | too experienced. In other
instances, the diminishing of the construction of the self as expert was not such
as | easy task, as for example, when participants wanted information on
prgcedures to be followed when a publication is to be submitted for a journal;
otjer participants did not even know where to find information on the status of
journal (accredited or non-accredited). | then assisted as best | could but was
fu:iy

thi ‘expert’ researcher is in a dominant position in the research process. | made

copcerted attempts to diminish the power hierarchy, which sometimes involved

aware that this role was not aligned to the aims of feminist research, where

requesting participants to assist each other. For example, when one participant
asked the question, | asked others whether they knew of any resources that
wquld assist the colleague.

At|the inception of the research process, | had to consider aspects which were
infegral to feminist and qualitative research. Some of the elements are described
by Denzin and Lincoln (1998) as: assessing the situation; understanding the
lapguage and the culture of the respondents; deciding how to present oneself;
gaining trust; establishing rapport and collecting empirical notes. | shall now

proceed to discuss how | navigated through these stages.
Assessing the Situation

| had the advantage of great familiarity with the situation at UWC having been a
staff member for fourteen years. | had not ever visited the other two campuses
and thus had no prior knowledge of their whereabouts. | did not even know the

modes of transport to travel to these universities. The registrar’s office, where |

dﬁrected the initial letter for access to the academic women’s addresses, was my

first contact with these universities. Once the women had responded to the
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quTstionnaire, | made contact with the public relations offices at these
un

versities. Various modes of communication were used, namely, faxes, e-mail

and telephone calls.

Mj subsequent communiqués were directed to a specific individual, who later

became my ‘contact person’. This was the person who took charge and co-
ordinated all my travelling and accommodation arrangements. This person was
the first person 1 met on arrival at the university and was the one who escorted
mi’to a venue that they had arranged. This person was thus a major source of

information on the ‘core business/internal politics’ of the university.

Uhderstanding the Language and the Culture

The official academic languages at all three of the selected HBUs is English. This
erpdicated some of the problematics of language. All the participants were fluent

English-speakers and had a good command of the language.

‘Drivers’ discussed the cultural and historical backgrounds of the universities with
r:L. These were the people who met me at the airport/bus stop and who were
responsible for transporting me to and from the university. These individuals
were a rich source of data on the university, given that they may be regarded as
‘natives’ to the university. Their particular positions provide them with a unique
and privileged position to observe the ‘goings on’ without having to get involved
with ‘issues’. On the other hand, they had first hand information from a position of
‘observer status’. They spoke openly and frankly to me. The reason for this
honesty may be attributed to several factors. They may have considered
themselves as my hosts when they discovered that it was my first visit to their
uhiversity. Furthermore, | think that because | did not make notes in their
presence, they regarded their information as mere small talk. They did not realize
that their discussions set the stage for the research process, which was to follow.
| was briefed about the socio-political histories of the geographical locations of
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the institutions, the impact of the changes in institutional management after 1994
on the various sectors of the university community as well as the uncertainties
and insecurities of academic staff with regard to the imminent ‘re-shaping of the
higher education landscape’ which was to be introduced by the Department of
Education. The responses in the interviews and focus group discussions were

contextualized within these parameters.

It was hoped that the focus groups would consist of six to eight women
participants who represented diverse departments. Initially, it was envisaged that
three focus group discussions would be carried out at each of the three selected
HBUs. However, because of many logistical problems, and the lack of collective

available time slots, the focus groups were not very successful at UWC and
UDW.

At Univen, the first two time slots for focus groups discussions was well attended.
The first focus group started with six participants. Three more participants joined
in later during the session. The second focus group consisted of five participants.
The final focus group attracted only two participants. | received many e-mails
once | returned from Venda. These came from women who had indicated that
they had been willing to attend, but administrative duties, unscheduled meetings

and other unforeseen academic engagements made it impossible for them to

attend these sessions.

At UWC, the situation was even more difficult to co-ordinate. Even though | had
expected the co-ordination of focus groups at my own campus to be easier to
facilitate, this was not the case. | had received many responses from people who
indicated that they were willing to participate in the focus group discussions.
Communicating by e-mail, | scheduled a range of time slots, especially during the
lunch hour, and requested that potential participants provide me with alternative
time slots. The response was dismal. Not one participant turned up at the first

two sessions. | then telephoned individuals and asked for permission to conduct
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This method was more successful. People were able to
arr#nge this interview in a time that suited their schedules. The fact that the
intefviews were conducted in their offices seemed to provide further
conpenience. Many participants indicated that they preferred the option of the
interviews being conducted in their offices, as they were able to continue with
their work until | arrived and continue with their work when the interview was

over. conducted a total of six interviews at UWC in this fashion.

The focus group/interview co-ordination at UDW was the most difficult. Regular
e-mail communiqués were sent to respondents who had indicated their

willjngness to participate in focus group discussions. These requests met with

minimal responses. | had informed the respondents of the intended dates and
times that | intended to conduct the interviews and requested feedback on
alternative times that might be more convenient. Eventually | managed to
complete a total of three interviews at UDW.

it was interesting to note that, at all the universities, many more women
regponded to the questionnaire and indicated that they were willing to participate
in [focus group discussions, than those who eventually made themselves
available. This in itself possibly reflects an overload of work by academic women

at these universities.
Déciding how to present oneself

This aspect, though integral to the research process, was not as daunting as
scj'ne of the other aspects. | was very eager and enthusiastic to meet the
respondents. | was keen on engaging colleagues at UWC on this level and was
logking forward to the responses from the respondents at the other two
universities. Because | did not often engage with colleagues outside the
dgpartment where | am located, | approached this aspect of the research process

ag a challenge. | therefore regarded this a major task in ‘networking experience’
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and was positive about this sharing process that was embarking on. As
mintioned‘s, | attempted to present myself as a colleague, with similar issues in
I

relation to publishing, rather than as ‘expert’ researcher.

Gaining Trust

Thjs aspect had been initiated by means of the questionnaire. In the
qubstionnaire the assurance of confidentiality was guaranteed My open
communications with respondents prior to the actual focus group discussions and
inthrviews were also a means of securing the trust of the participants.

Atlthe commencement of the interviews and focus group discussions, again
assured participants of their confidentiality and anonymity and gained informed
consent. Many of the participants thanked me for the assurance and said that the
assurance would secure the openness and frankness of their comments. Many of
the participants were also grateful for the opportunity to be interviewed
intividually, as they said that they felt more comfortable expressing themselves
hdnestly individually, than among other people.

Establishing Rapport
Ai with the ‘gaining trust aspect, | established rapport with many of the

p
af Univen, was more involved in the discussions than at the other the other two

rticipants well before the commencement of the discussion. | acknowledge that

universities. | felt that | also had a close rapport with the participants who were all
inl constant contact with me via e-mail. The reason was that participants had
been requested to assist in the arrangement of the venue and at the time of my
afrival this arrangement seemed to be in disarray. The communiques to me from

p*ospective participants reassured me of the confirmation of a venue that had

18 |This discussion is also presented earlier in this chapter in the section relating to self-reflexivity.
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been arranged by one of the participants. The person carrying out the
orjanization had then taken it upon herself to inform all the other prospective
pahicipants of the new arrangements. My communication with prospective
pahicipants informed me of their anticipation of my visit and ‘presentations’ to

as#ist them in their publication endeavours.
Collecting Empirical Notes

Participants were aware of the tape recorder/s, which were evident and obvious
and based on the permission of the participants. The empirical notes | collected
weare those that | regard as my journal'®. | recorded the thoughts and emotions
that | experienced before and after every discussion. When the interviews or
focus groups were in succession, | made empirical notes between sessions when
passible. These notes recorded the previous discussions (the positive and
negative points), as well as pointers to myself for the next session based on
pivious discussions. | often tried to record strategies to overcome those
e)Jperiences that | experienced as challenges. | constructed strategies to improve
and enrich the data for imminent sessions. In many instances, the observations
and awareness of the pitfalls and positive points of the previous session, assisted

in|improving the following interview and/or focus group discussion. For example, |

became aware that | should leave additional time between responses to various
qustions. realized sometimes participants still have additional ideas or need
time to amend and expand on responses even if they pause and remain silent for
aT;;eriod. My reflexive notes also made me aware of some leading questions, for
e*ample, questions pertaining to resources including the library.

| was constantly aware of the danger of the potential of one person speaking for
arwomen or that | may articulate and interpret the participant’s views. Therefore

always probed to extract the maximum information from the participants

19 E‘he role of my empirical notes is also referred to earlier in this chapter in the section relating to self-
reflexivity.
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themselves. This practice, of the researcher expressing and articulating on behalf
of the participant, would have been damaging in that it repeats hegemonic

research practices and undermines the value of feminist research.

Simmary

Thijs chapter presented the methodological parameters of the research study as
well as my personal investments in the study. Given the centrality of the role of
self-reflexivity in feminist research, my reflections on and in the research process
arg presented. The response rate and a profile of participants of the study were

described. The ethical and procedural considerations which guided the study,

were also presented in the chapter.
Cﬁapter Five, Six and Seven will present the findings of the analysis of the

quantitative data (survey-questionnaire) as well as the analysis of the qualitative
data (from focus groups and interviews).
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CHAPTER FIVE: PROFILE OF PUBLICATIONS AND
FACTORS INFLUENCING  PUBLISHING  OF
RESPONDENTS

This chapter presents the analysis of the quantitative data that was generated by
responses to the survey questionnaire. As previously mentioned, these findings
were not analyzed to substantiate or refute a hypothesis, as is the case of
quantitative data in traditional positivist and empirical research studies. Therefore
there is an absence of inferential statistics such as: levels of probability, means,
cofrelational—coefficients and the like. The aim of the quantitative data generated
in| this study was purely descriptive to provide a descriptive profile of the
publication status of respondents at the targeted HBUs. It was also a way of
prtsenting a picture of the respondents’ perceptions of the factors that influenced
th

ir publication endeavours. y

The findings were obtained by contingency tables and cross tabulations and are
presented primarily through diagrammatic representations of the results. Aligned
with the goals of feminist qualitative research, the findings are presented to
provide understandings, rather than to attempt to find causal relationships
between variables. Although the method of data collation for this study did not
lend itself to a further level of analysis®, the descriptive analyses of the findings

of|this study were used to make very general inferences.

TITue chapter is divided into three broad sections: The first will provide a
de}scriptive profile of the publication outputs of the respondents; the second
ptsents the reported levels of influence of institutional factors on the

respondents’ publishing endeavours; the third focuses on respondents’

2 *{ecommendations with regard to further research and analysis will be presented in Chapter Eight.
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pefception of their publication outputs and their reported need for training with
regard to publishing.

Thb key ‘variables’ used for the cross tabulations were academic position and
ra¢e. In some instances, discipline and institution were also used as variables.
TVTe reason for the selection academic position, as a variable, was to explore
differences between respondents in various academic positions, given that the
IitJrature highlights how women in junior positions have higher workloads, more
adhinistrative duties, are more responsible for academic development and
student counseling, and thus have less time to engage in publishing (Acker,
1992; Bagilhole, 2000; Crosby, 1991; Dines, 1993; Harper et al, 2001, Morley et
al, 2001; Park, 1996; Subotzky, 2001; Williams, 2000). The aspect of race was
in¢luded in the questionnaire because the historical apartheid categories remain
salient in the development of programmes for redress as well as for and equity
interventions. Therefore, for this chapter the ‘various categories of blackness’,
al¢ng the apartheid categories which include black (denoting black-African),

cqloured (of mixed origin), and Asian (of Indian origin), are compared

Section One: Publication Profiles of Respondents

This section provides a descriptive profile of the publication activities of
respondents. The data was analyzed to reflect the general publication output of
respondents in terms of quantity. Further analysis of the findings provided a more
qualitative indication of the publishing activities of respondents in terms of
piblications and authorship styles.

Publication outputs

Tible 5.1 reflects the number of articles that were published by respondents over

the past five years. It is clear that the majority of the respondents (58%)
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perIished between 0 — 2 articles over the past five years while only 8% of
r?spondents, had more than 10 articles in the same period.

Table 5.1: Level of Publication

Publications How often have you published in the past 5 years?

3-5 T 12

Total

1 87

. ] 4 blank
_Frequency | - = A ] 28 | =
L] % 1 8k 14% | 20% | 32% | 25% |

1% 100%

These findings indicate that many of the respondents were not publishing on a
regular basis. The low rate of publications may relate to the fact that the majority
of the respondents were in lecturer positions, where their involvement with their
te}aching and administrative duties is expected to consume excessive time and
ehergy, (physical and emotional)

F|gure 5. 1.indicates the publication output of respondents in various academic

chturers and professors respectively had not published any articles during the

positions. From this diagram it is clear that all the respondents in the senior
cturer level had not published during the past five years, while 38% and 30% of

laist five years

108



Figure 5.1.1.: Number of publications by respondents in
various positions

o 45

§ 40 m>10
5 35 m6-10
2 30

2 s m3-5
%5 20 B1-2
S 15 H (blank)
E 10 oo

z 5

s
)
8

[
=
c
L)
L

[}
Professor ﬂ

-
o
g
3

k3]
@

-l

Associate
Professor

Academic positions

These findings reveal that senior lecturers and associate professors were more
prolific in their publishing activities than lecturers and professors. While 16% of
senior lecturers and 11% of associate professors had published more than 10
articles during the last five years, no professors and only 4% of lecturers had

ore than 10 publications. A mere 16% of respondents at senior lecturer level
and 33% of professors had published between 6 — 10 articles in the specified
time period

It|is apparent that respondents at lecturer level had fewer publications than
respondents in any of the other academic positions. More prolific publication
rates by associate professors and senior lecturers could be attributed to
promotion prospects; either the respondents had recently been promoted to
these positions or were attempting promotion from these positions in the near
future. This finding concurs with Osmudson and Mann (1994), that publishing
agtivities increase in the period before imminent promotion to senior, managerial

positions. When considering the publication rates of the professors, where 33%
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h’ad no publications over the last five years, the findings concur with de la Rey’s
(j|999) study which found that women professors appeared to be more confident

ith teaching than with their publishing abilities. Women professors may also be
involved with other managerial and senior administrative co-ordinative duties,
thus leaving them with limited time and less impetus to publish.

he findings of the publication outputs by respondents in different racial
categories are illustrated in Figure 5.1.2. Bearing in mind the skewedness of the
sample, where the response rate comprised 39% white respondents, the findings
reveal that the white respondents published more than the any of the other racial

groupings. From the findings it is apparent that only white respondents had
produced more than 10 publications over the last five years.

| Figure 5.1.2.: Number of publications by respondents across
various racial groupings
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In the black category, the majority (67%) had no publications, while 27% of these
rgspondents had between 1 — 2 publications over the past five years. This is a
significant difference between the white category, where 6% of the respondents
had no publications and the majority (32%) of the respondents in this racial group
had between 3 — 5 publications. Also, bearing in mind the ‘racial skewdness’ of
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thé response rate, more Asians (17%) published in the categories 6 — 10 and the
category 3 - 5 articles, while 9% of coloureds published the same amounts. The
ev‘dence that white respondents published more than respondents in the other
ragial categories, may be attributed to their tertiary careers in HWUs where
publishing was more central to the academic project at these institutions than it
wgs in HBUs. The lower publication outputs in the other racial categories may
also be attributed to the historical-political legacy of many of the respondents in
the other racial groupings. These respondents may have experienced the
digadvantagement of the separatist education system in the apartheid era as well
as|the disadvantagement of the other axes of gender and racial oppression. This
findings may also be attributed to the ‘hierarchy’ of oppression of disenfranchised
Squth Africans in the apartheid era: in this time Asians less marginalized than
coloureds while black-Africans were the most marginalized in the dominant

ideology. Asians institutions were thus more favourably funded than black-African

d coloured institutions. Furthermore, these factors often continue to contribute
to| women’s peripheral positions and their over-representation in the lower
adademic positions in academies. Ramphele (2000) asserts that women from
oppressed communities, were afforded very few opportunities to be heard
hi

significantly to the findings that black, coloured and Asian academic women do

torically, and even fewer opportunities to become authors. This may contribute

not publish as frequently as their white counterparts.

hen considering the number of publications of respondents in various
disciplines, it is evident from Figure 5.1.3. that only respondents in the social
sdiences published more than 10 articles during the last five years. This number
indicates 8% of all respondents and 10% of respondents in the social sciences.
Ope must bear in mind the skewdness of the sample, with 78% of the
pondents from the social sciences and only 22% in the natural sciences.
These findings illustrate that 13% of the sample had published between 6 and10
articles, with 66% of these articles being published by respondents in the social

sgiences and only 33% published by respondents in the natural sciences. On the
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other hand, a quarter of the sample had no publications over the past five years.
Although the sample is skewed in terms of the greater numbers of respondents in
the social sciences, the findings indicate that women in the social sciences had
published more articles than women in the natural sciences. This finding is
cpnsistent with the finding of the Woman—in-Research audit of 1998 that found

hich women in the social sciences published more than women in the natural
spiences (Primo, 1998). These findings may be attributed to the fact that there
are relatively fewer women in the natural science discipline compared, to the

numbers of women in the social sciences.

Figure 5.1.3: Number of publications by respondents
across disciplines
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hen observing the numbers of publications of respondents at the selected
institutions, it is apparent that the respondents from Univen had the lowest
number of publications. No respondents at Univen had published more than 10
articles although one respondent had published between 6 and10 articles. This
was also the only institution where the majority (64%) of respondents had not
published any articles. At UDW and at UWC 23% and 14% of respondents
respectively, had no publications in the past five years. Nineteen percent and
14% of respondents at UDW and UWC respectively had published between 6 -10
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rticles. By contrast only 7% of respondents at Univen had published this total.

etween 30% and 40% of respondents at UDW and UWC respectively, had

ublished between 1 and 2 articles; while only 21% of respondents at Univen had
published between 1 and 2 articles during the last five years.

Figure 5.1.4.: Number of publications by respondents across
various institutions
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These factors may be traced back to the historical-political origins of HBUs,
wtrere all of these institutions had fewer available resources than HWUs. These
findings, too, may be attributed to ‘hierarchy’ of disadvantagement as mentioned
earlier, where amongst HBUs there were also categories of disadvantagement
with the institutions for black Africans being less resourced than the coloured
institutions that had less resources than ‘Indian’ institutions (Bunting, 1994,
Subotzky, 1997; Wolpe, 1993). The findings relating to the publishing may clearly
be a representation of the lack of facilities and resources that continue to
be¢leaguer staff at institutions that were historically established for the least

advantaged and most marginalized sectors of South African societies.

T

Another reason that may have contributed to the findings with regard to the
spondents’ deficient publication records at Univen may be linked to the rural

IoPation of Univen and also its geographical isolation from other universities. This
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institution is located approximately five hours away from the nearest institution.
By contrast, UDW and UWC are closer than 30km or approximately 30minutes
away from their sister institutions. The rural region where Univen is located may
also contribute to lack of publishing as the staff members are heauvily involved in
cdmmunity outreach programmes, community projects and academic
d#velopment for those students wt mostly come from academically
disadvantaged backgrounds. It is assumed that the proximity of other institutions
increases accessibility to resources as well as to colleagues and other supportive
networks at other institutions?'. The lack of access to outside networks, due to
giographical isolation, may contribute to a reduced engagement in publications.
T

discussions that were conducted at Univen.

ese factors were reported as barriers to publishing in the focus group

Types of publications

Respondents were asked to indicate the type of academic journal and authorship
style of articles that they used in their publications during the past five years. The
a¢ademic journals were categorized as: accredited journal®®; non-accredited

journal and international journal.

fi

a¢ademic positions. Figure 5.1.5. indicates the total number of respondents who

TJ\ve findings are presented for each of the type of academic publication and the

dings of the analysis of cross tabulations of articles by respondents in various

h#d published articles in accredited journals. Forty four percent of respondents
had not published in this type of journal, while 15% of respondents had published
ore than four articles in this type of journal.

2! IThe influence of outside networks is discussed in Section Two of this Chapter as well as in Chapter

Sqven.

2 |Accredited journals are those which are registered as such by the National Department of Education and
arg thus more valued than journals which are not accredited (non-accredited journals). Also, the accredited
jolrnal articles enable the author to accrue funding.
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Figure 5.1.5.: Number of articles in accredited journals
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Clearly, the respondents who are aware of the value of publishing in this type of
journal, frequently make use of them. Articles published in accredited journals, as
mentioned in the footnote earlier, are more valued than articles published in non-

accredited journals.

Figure 5.1.6. illustrates the number of articles that were published in accredited
Journals by respondents in various positions. It is evident that senior lecturers
used this type of journal for their publications more frequently than respondents
in any of the other academic positions. Thirty eight percent of senior lecturers
had more than four articles in accredited journals, while 20% of senior lectures
had not published in accredited journals in the past five years. Sixty six percent,
33% and 53% of professors, associate professors and lecturers respectively had
not published in accredited journals. This finding indicates that senior lecturers
represented the highest percentage of respondents who had produced
publications in accredited journals. This finding again, illustrates their apparent

concern with accruing academic prestige.
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Figure 5.1.6.: Number of articles in accredited journals by
i respondents across various academic positions

50
‘ o 45 ‘
S 40 5 m>4 ‘
T 2
€ 39 m4
g 30 m3
2 25
5 20 [2
8 15 - B
5 10 ONone
“ g2
‘ o | = - [ |
Professor Associate Senior Lecturer Other (blank) {

Professor Lecturer

‘ Academic positions

When considering the findings of the number of publications in non-accredited
journals, it is apparent from Figure 5.1.7., that the majority of respondents had
npt published in these journals, although 8% or respondents had published more
than 4 articles in these journals. It is evident that those respondents who had
published, published in accredited journals rather than in non-accredited

jdurnais. These findings indicate that respondents particularly those at the senior

lecturer level, understood the significance and the value of accredited journals
\jhen publishing.
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Figure 5.1.7.: Number of respondents who published in non-
accredited journals
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The number of articles in accredited journals by respondents in various academic
ppsitions indicates that although no associate professors had published in non-
agcredited journals, 33% of professors, 21% of senior lecturers and 2% of

lecturers had published more than four articles in these types of journals. These

findings, represented in Figure 5.1.8., also indicate that majority of respondents
in each of the academic positions who had published in non-accredited journals,
had published one article with 22%, 17% and 13% of associate professors,
senior lecturers and lecturers respectively, each having produced one publication
in this type of journal. It is apparent that many respondents refrain from

publishing in non-accredited journals. This may be due to the lack of weight

these journals carry in terms of value for promotion.
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Figure 5.1.8.: Number of articles published in non-accredited
journals by respondents in various academic positions
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Figure 51.9,, it is evident that the majority (64%) of respondents had not
published in international journals, a mere 7% of respondents had published four
and more articles in these journals. Although 18% of respondents had published
between one and two articles, it is apparent that respondents did not frequently
publish in international journals. This finding may be attributed to the prolonged
period that authors have to wait to receive feedback for their submissions. This

was partly explained by participants in the focus group discussions and the

iri:erviews indicated that the negative feedback received from review panels,

often discouraged submissions to international journals.
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Figure 5.1.9.: Total number of articles published in international
journals
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The findings of the number of publications in international journals, by
respondents across various academic positions, (as illustrated in Figure 5.1.10)),
indicates that only respondents in senior lecturer positions had published four
and more articles in international journals. The majority of lecturers (75%) and
pfofessors (67%) had not published in international journals. The reason that
associate professors and senior lectures had published in this type of journal,
more frequently than respondents in the other academic positions, may again
relate to their concern with promotion and their general higher engagement in

publications in all types of academic journals.
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Figure 5.1.10: Number of articles published in international
journals by respondents in various academic positions
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hen observing the findings of the type of authored style used by respondents, it

evident that the majority of respondents did not prefer the co-authorship style.
Figure 5.1.11. represents these findings, which are contrary to the literature that
suggests that women prefer collaborative publishing ventures to individual
publication endeavours (Aisenberg & Harrington, 1988; Bell & Gordon, 1999,
Fonow & Cook, 1994). It is apparent that 56% of respondents had not co-
authored any publications, while only 10% of respondents had co-authored four
and more articles in the past five years. Twenty two percent of the respondents
had co-authored between one and two publications during the past five years.
These findings seem to suggest that the respondents in this study used more
individual styles, which have generally been accepted as the traditional working
styles of men. These findings may therefore indicate that academic women in
this sample have ‘bought into’ the notion that androcentric publishing styles are
the more preferred styles for gaining access to the centers of power in the
a¢ademy. These findings may also suggest that the respondents were not aware

of the positive benefits of collaborative writing ventures.
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Figure 5.1.11: Total number of articles that were co-
authored
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Summary

This section provided a descriptive profile of the respondents’ publication records
apross the variables of race, academic position, discipline and institution. The
findings illustrate that the historical-political legacy of apartheid continues to
irfluence publishing in HBUs in that black respondents, who experienced the
most disadvantagement of separatist education, published less than white
reéspondents. This may be because white respondents had, on the other hand,
experienced the positive effects of resourced institutions in their educational
careers. The institution that was included in the least resourced category of
HIBUs, was found to have the lowest publication rate, which may be attributed to
tr;e lack of academic resources and its geographically isolated location. The
irl'r‘luence of these factors too, which may be traced to its origin in the apartheid

regime.
T}he types of journals where respondents published and the authorship styles of

tr e respondents were also presented. The findings indicate that the respondents
all associate professor and those at senior lecturer level were the most prolific in
I
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p}ublishing. The findings also illustrate that the majority of the respondents
Fublished in accredited journals more frequently than in any other type of
ecademic journal. Another finding, contrary to evidence elsewhere, was that the
majority of respondents used individual authorship rather than collaborative and
co-authored types of authorship. |

Section Two: Factors impacting on publishing

This section highlights the reported factors that influence the publication
endeavours of the respondents. The findings contained in this section is
classified and discussed into two broad categories, namely, institutional context

an

Institutional context

1e respondents (93%)
layed an important role
d a very important role.

ot important’ in respect

Figure 5.2.1.: Importance of institutional atmosphere on
publication output
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he findings of the analysis of the importance of institutional atmosphere by
aspondents in various academic positions, as illustrated in Figure 5.2.2.,
idicates that only respondents in the professor position did not regard
istitutional atmosphere to be ‘very important’. All the respondents in associate
professor positions indicated that institutional atmosphere were important. While
3B%, 8% and 7% of respondents at professor, senior lecturer and lecturer level
respectively, indicated that institutional atmosphere was ‘not important to
publishing. These findings may be attributed to the fact that respondents in
professorship level, who were found to publish less than respondents in other
academic positions, did not experience the impact of institutional atmosphere on
publishing, to the same extent as those in other academic positions. Another
reason may be that professors may also experience the impact of the institutional
cpntext in a different manner to the respondents in the other academic positions
because their positions may be interpreted to be closer to the supportive ‘inner
circles’ as described by the literature in Aisenberg and Harrington(1988) and
Lorber (1994). |

Figure 5.2.2.: Influence of institutional atmosphere by respondents T
in various academic positions ‘
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igure 5.2.3. illustrates that the findings of the importance of the factors that may

interpreted to contribute to institutional atmosphere including workload,

teaching load and administrative duties, indicate that respondents found that all
of these activities tended to impede their publishing endeavours.

Figure 5.2.3: Influence of teaching duties on publishing
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From Figure 5.2.3.,it is apparent that the majority (63%) of the respondents
indicated that teaching duties ‘impeded’ and ‘greatly impeded’ their publishing
endeavours, while only 9% indicated that their teaching duties ‘did not influence’
their publishing. On the other hand, 16% of respondents indicated that teaching

duyties assisted their publishing endeavours.

The findings of the cross tabulations of the level of influence of teaching duties
with academic positions, illustrated by Figure 5.2.4., indicates that only 8% and
4% of senior lecturers and lecturers, respectively, felt that teaching duties ‘greatly

assisted’ their publishing endeavours. These findings were verified in the

124



eported that heavy

lishing?®.

50 -

n 45

& 40 -

2 35 -

& 30 -

= 251

S 20 -

2 15 -

E 10

e B

oa_ﬂﬁ,
5 &5 58 B
O =

S 2 wg 3
a < 0O

Academic positions

Figure 5.2.4: Level of influence of teaching duties by respondents
in various academic positions
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Similarly, as outlined in Figure 5.2.5.,the majority (83%)of respondents indicated
that administrative duties ‘impeded’ and ‘greatly impeded’ their publishing, while
only 7% indicated that administrative duties ‘assisted’ and ‘greatly assisted’ their

publishing endeavours.

** These findings are comprehensively presented Chapter 6.

125



Figure 5.2.5:Influence of administrative duties on publishing
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The findings of the cross tabulations of administrative duties with respondents in
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d
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rious positions are very similar to the findings of cross tabulations of teaching
ties with respondents in various positions. The majority of respondents, across
rious academic positions, indicated that administrative duties impeded their
blishing endeavours. (See Figure 5.2.6.

)-

Figure 5.2.6.: Influence of administrative duties by respondents in

various academic positions
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The findings indicate that no associate professors and only 33%, 8% and 2% of
professors, senior lecturers and lecturers respectively, indicated that
administrative duties ‘greatly assisted’ their publishing. These findings could be
attributed to the gendered workload that women in HBUs generally experience,
where ‘women’s work’ in HBUs often constitutes many more academic activities
than teaching, community outreach and publishing. Women in junior positions
often experience higher teaching loads that require regular marking and have
more administrative duties than their colleagues in senior positions (Eggins,
1997; Dines, 1993; Park, 1996; Subotzky, 2001; Williams, 1990). Still another
reason that may be attributed to these findings is that, because there are often so
few women in senior positions in academia, these senior women often have to
carry very heavy administrative loads at managerial level (Cooper & Subotzky,
2001; Howell et al., 2001; Morley et al., 2001; Subotzky, 2001). Yet, the senior

women feel less impeded than the junior women, by administrative duties.

The majority of respondents indicated that their publishing was supported at
ingtitutional, faculty and departmental level. Interestingly, though, many
respondents indicated that support institutional, faculty and departmental level
had ‘no influence’ on publishing. The majority of the respondents (47%) indicated
that they enjoyed departmental support for their publishing, while 29% of
respondents reported that their departments impeded their publishing efforts. The
finding also indicates that 21% indicated that the department had ‘no influence’

o¢ their publishing ventures.
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Figure 5.2.7: Influence of departmentalisupport
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respondents felt that the institution supported their publishing endeavours, while
211% felt that the institution impeded their publishing endeavours. The selection of
the option ‘no influence’ probably refers to a lack of support from the various

institutional levels, this is represented in Figure 5.2.9.

Figure 5.2.9.: Influence of institutional support
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The findings relating to the respondents responses to the level of support at
different levels may mean that although departmental, faculty and institutional
commitments were verbally made, the reality was that respondents had heavy
wprkioads. This may be compounded by the respondents’ extensive
re@sponsibilities with regard to academic development and student counseling
resulting from their socialization. Furthermore, the findings may illustrate that the
deeply embedded socialization of women as nurturers and care-givers, is not

easily abandoned by academic women?*. |

# J[l'his notion is comprehensively discussed in Chapter Six.
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From the findings to the level of influence of the gender equity office on
publishing, it is evident that the majority of the respondents (57%) indicated that
this office had ‘no influence’ on their publishing while 13% indicated that the
gender equity office assisted in publishing. These findings are represented by
Figure 5.2.10. These findings may be attributed to the tendency that the gender
equity office, because it is often more involved in ensuring equitable employment
and equitable working conditions of women, may not be directly involved in
assisting women in their publishing activities. This may contribute to the finding
that the most respondents did not feel that the gender equity assisted their
pliblishing activities.

Figure 5.2.10.: Influence of the Gender Equity Unit
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ith regard to the influence on publishing by another institutional structure,
namely, the Research Office, it was found that 35% of respondents indicated that
thjs office assisted their publishing, while 32% indicated that the research office
had ‘no influence’ on their publishing. This finding, illustrated by Figure 5.2.11,
may be atiributed to the respondents’ experiences with the research office.
These findings are reinforced the subjective reports by participants, as discussed

in{Chapters Six and Seven. I
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Figure 5.2.11.: Influence of the Research Office
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These factors included the respondeﬁts’ perceptions as to how family
commitments, socialized identities such as racialized and gendered identities,

race, academic rank and outside networks|influenced their publishing.

Not surprisingly, reflecting on the literature, the majority of respondents (56%)
inticated that their family commitments impeded their publishing endeavours as
is|illustrated by Figure 5.2.12. Although there have been shifts in the division of
household chores in societies globally, albeit gradual ones, women continue to
be responsible for the bulk of home-making and child-rearing tasks in even the
mlst progressive societies and environments (Aisenberg & Harrington, 1988;
Crosby, 1991; Evans, 1996; Henry, 1990; Lorber, 1994; Park, 1996; Subotzky,
2001; Williams, 1990). It is clearly evident from the findings that only 13% of

reﬁpondents, reported that family commitments assisted their publishing, the

majority of respondents in the current study experienced the negative impact of

the ‘double load’ as outlined in Chapter Two.
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Figure 5.2.12.: Reported influence of family commitments
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When considering the influence of race on publishing, most of the respondents
(68%) reported that this was not important for them, as illustrated by Figure
$.1.13. It is noteworthy to mention at this point, that although race was not
specifically mentioned by participants in the focus group discussions and in the
interviews, further analysis of the qualitative reports indicate that there were
differences in terms of confidence between historically different racial
groupings®’. These findings may be attributed to the general ‘silence’ on race in
higher education as asserted by de la Rey (1997) and Thaver (2002).

% These findings are elaborated on in Chapter Six of this study.
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; ‘ = Figure 5.2.12: Importance of race on publishibg
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A| further factor that was reported to influence the respondents’ publishing
endeavours, was that of academic rank. As is evident from Figure 5.2.14, most of
the respondents (75%) indicated that academic position influenced their

publishing endeavours while only a quarter (25%) of the respondents reported

that academic position did not influence publishing.

Figure 5.2.14.: The importance of academic position
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When analyzing the responses of the respondents in various academic positions,
it is evident from the following diagram, Figure 5.2.15, that all professors
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considered rank to play a role in publishing. Approximately a third of respondents
in professor, associate professor and senior lecturer positions indicated that rank
was ‘very important’ to publishing, while 17% of senior lecturers reported that
academic rank was ‘very important. The findings may be attributed to the
retrospective perceptions of respondents in associate and professorship
po#sitions, who have progressed to these senior positions, but who have
experienced the barriers to publishing| in junior positions. These senior
coﬁeagues are able to report on the advantages of being in senior positions, with
rezard to publishing productivity. On the other hand, it may also be postulated
th

to| the ‘glass ceiling’ that these respondents experience in their academic

t the responses from respondents in more senior positions, may be attributed

careers, which may include their ability to publish.

The importance of academic position to respondents at lecturer level may
illystrate the difficulties they experience in publishing because of their heavy
workloads, that are often an inevitability of their junior positions. These findings
may also indicate that lecturers perceive the publishing endeavours of senior
colleagues to be more keenly supported, than their own, because of their senior
pasitions, which often include more access to resources and lower teaching
loads. Often this assumption is influenced by the perception that women in
sgnior positions do not carry as much of the undergraduate teaching load as do
the more junior academic women. As mentioned earlier senior women are often
more involved in managerial and co-ordination responsibilities than in teaching.
This is not to say, that senior women work less. In the South African context, the

responsibilities and with fewer role models and mentors (Potgieter & Moleko,

dearth of women in senior positions results in these women having greater
2002). Senior women also acknowledged that the seniority of their positions
altwed their expertise and opinions to be exposed and thus drawn on, more

thian was the case when they were in junior positions.
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Figure 6.2.15.: The importance of academic position to respondents
in various academic positions
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Figure 5.2.16 illustrates that most of the respondents (63%) indicated that they
gained support for their publishing endeavours from networks that were outside
the boundaries of their institutions. A mere 10% indicated that outside networks
impeded their publishing endevours. Many professional boards have criteria for
membership which include publishing and/or presentation of papers at
conferences. These activities often provide the incentive to publish for continued
membership. These findings are reinforced by reports in the interviews and focus

gro
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Figure 5.2.16: The influence of outside networks
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This section of the chapter presented the reported factors that influenced the
publishing endevours of respondents. From the responses it is clear that many of
the respondents feel that departments, faculties and institutional structures could
€0 more to support their publishing endeavours.

On a personal level, respondents indicated that family commitments and
academic position played a major role in publishing abilities. The maijority of
respondents reported that ‘race’ did not influence their publishing and that
cutside networks assisted their publishing productivity.
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Section Three: Subjective  perceptions
Qublishing output and need for interventions

This section of the chapter presents the findings of the subjective reports of
figstly, the respondents’ level of satisfaction with their publications records and
secondly, their perceived needs for interventions.

The findings of publication rates and the expressed need for interventions are
analyzed across different academic positions and racial groupings. As was
previously mentioned, the apartheid ragial categories remain salient to the

development of intervention strategies. a

Spbjective perceptions of publishing output

From Figure 5.3.1. it is evident that the majority of respondents were not content
with their current publishing output, while only 16% of respondents reported that
they were satisfied with their publishing output.

Figure 5.3.1.: Levels of satisfaction with publication
output
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These findings are not surprising, given the relatively low publication records of
the majority of the respondents, as only 22% of the respondents had published
more than 6 articles during the last five years.

137



When cross-tabulating the subjective levels of satisfaction with academic
positions, the findings indicate that the highest level of satisfaction (29%) was in
the senior lecturer position; compared with the 11% of lecturers who indicated
that they were satisfied with the publishing. As is evident from Figure 5.3.2., all

the respondents at the professorial level, indicated that they were dissatisfied

with their publishing output.

Figure 5.3.2.: Level of satisfaction with publication
output across different academic positions
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The findings presented in Section One, of this Chapter, illustrated that lecturers
and professors had the lowest publishing outputs. In these two academic
positions, 66% and 77% of professors and lecturers, respectively, indicated that
they had published a maximum of two articles during the last five years. This may
contribute to the findings that respondents in these two academic positions were
the least satisfied with their publication output. Professors may be heavily
involved in co-ordination and managerial responsibilities and thus may
experience time as a barrier to their publishing abilities. Lecturers, on the other
hand, are often more involved with teaching and committee work, which may
impinge on their time to publish.
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P{s expected, when cross-tabulating the respondents’ numbers of publications
ith their reported level of satisfaction, it is apparent from Figure 5.3.3., that the
ajority (90%) of respondents who had published a maximum of two articles

re dissatisfied with their publication records. Twelve percent of respondents
ho had published between 3 and 5 articles were satisfied with their publishing

:Ltput, while half of the respondents who had published between 6 and 10

afticles during the last five years were satisfied with their publication records.

Also interesting to note, is that 29% of respondents who had published more than

10 articles were dissatisfied with their publishing activities. This highlights the fact

that even those respondents who had published relatively frequently, still do not

fe*el that they are reaching their goals.

Figure 5.3.3.: Level of satisfaction with publishing output
by respondents with various numbers of publications
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Bearing in mind the skewedness of the sample, with regard to the racial
cgmposition, it was interesting to note the| differences in levels of satisfaction of
respondents across the various racial groupings. Given that white respondents
h

it was to be expected that white respondents exhibited the highest levels of

id the highest publication output when compared to the other racial groupings,

Q)

sgtisfaction with their publishing activities. This did follow such a trend, with 29%
of| white respondents reporting that they were satisfied with their publication




records. This level of satisfaction was considerably higher than the levels of
satisfaction with publishing activities reported by respondents in the other racial

categories who indicated satisfaction levels ranging from 5% to 13%, as

illustrated by Figure 5.3.4.

]
Figure 5.3.4.: Level of satisfaction with publishing
across racial groupings
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The levels of satisfaction with publication output, seem to suggest that the
rinnants of the apartheid legacy of separatist education continues to beleaguer
th

disadvantaged institutions of South African society. It is also apparent that the

academic activities of respondents who came through the educationally

respondents in junior positions perceived their publishing activities to be
deficient. Given these subjective reports, it is arguable that respondents are not
content with their engagement in this academic activity, which is a major

promotion criterion.
Perceived needs for interventions

T}J&e majority (62%) of respondents expressed the need for training in publication

skills as is illustrated by Figure 5.3.5. |
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Figure 5.3.5.: Perceptions of need for training in
publication skills
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hese findings, which are similar to the findings of the levels of satisfaction with
publication records, could mean that respondents feel that training in publishing
skills would assist them in their publishing endeavours and enable them to
publish more regularly. Consequently, more publications would increase their
levels of satisfaction with their publishing records. These findings may also be
interpreted as an expressed need for institutionalized staff development
programmes which may include training in publication skills. Subotzky (2001)
agserts that there is a dire need for institutionalized staff development
programmes, especially at HBUs, to assist academic women to be promoted to

senior positions. I

hen considering the perceptions of the need for interventions of respondents

agross various academic positions, it is clear from Figure 5.3.6.,

that many of the respondents that were found to be the most prolific publishers,
namely senior lecturers and associate professors, reported that they did not need
training for publishing. On the other hand, approximately 68% of respondents

0 published the least and were located in positions of lecturers and
professors, indicated that they required training in publishing skills. According to
the respondents publication skills are related to their current inadequacies
publishing and there appears to be an expectation that publication skills training

will accelerate their publications. I
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Figure 5.3.6.: Participants' perception of need for interventions
across academic positions
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These findings are also substantiated when the expressed need for training is
analyzed across the various numbers of|publications. From Figure 5.3.7, it is
evident that all the respondents who had produced over the past five years
indicated the need for training, while the majority of respondents who had
between 1 and 10 articles also reported a need for training. It is therefore
apparent that there is a strong association between low publications and the
neged for training. Interestingly, 43% of respondents who had published more
than 10 articles, expressed the need for training in publication skills. This may be
interpreted as the respondents’ willingness to engage in producing more articles
than their current publication records. |
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Number of respondents

Figure 5.3.7.: Expressed need for training by respondent
with various numbers of publications
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Figure 5.3.8.: Expressed need for training across racial
groupings
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As discussed in an earlier chapter, the strong indication of the need for training
asg reported by the black respondents may be indicative of the statement made
by Mamphele (1998,p. 95) which refers to:

The lack of writing culture of black South Africans....
especially women, who experienced various forms of
oppression and marginalization in patriarchal society in the
apartheid regime... who did not have to write, and seldom
had a public platform to speak from, let alone write....

Summary

This section of the chapter presented the findings of the respondents’ subjective
perceptions of their publication records and needs for interventions. The findings
illustrate strong associations between low publication records, levels of
satisfaction and expressed need for training. The findings confirm the expectation
that the lower the publication record, the lower the perception of satisfaction with
publishing activities and the more the desired need for training. Clear differences
inT stated need for training emerge across both racial and occupational

categories.
As stated earlier, Chapter Five presents a purely descriptive picture of the

quantitative data. It will become evident that this picture provides a backdrop to

the in-depth subjective experiences of participants, as presented in Chapter Six.
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CHAPTER SIX: BARRIERS TO PUBLISHING

This chapter provides comprehensive accounts of the reported barriers to publishing as
elaborated by the participants. The bulk of the data was obtained from the focus groups
and the interviews that were conducted at the selected HBUs. A small portion of the

data is also based on responses to the open-ended questions on the questionnaire.

The chapter will be presented in two broad sections. The first section deals with the
participants’ reported barriers to publishing on a personal level: this will include the
discussions on the perceptions of participants with their ‘double load’ and the difficulties
they experience in ‘juggling’ their roles. The next section of the chapter deals with the

participants’ reports on the barriers to their publishing that they experience at the
institutional level.

The qualitative analysis was conducted using the headings presented in the literature as
well as thematic analysis. As mentioned in Chapter Five, some of the challenges | was
presented with were the development of discrete themes in the light of the multiple
overlapping of responses within into the themes. This was often because, as illustrated,
the categorization of ideas intersected between themes. For example, excerpts used to
illustrate participants’ difficulties with their ‘double load’, may also reflect the
participants’ reports on barriers which they experience with their heavy workloads.
Ultimately, the development of particular themes is an arbitrary one and in the lived
realities of participants, it is evident that distinguishing particular experiences into a

singular theme, was not always possible.

Personal barriers to publications as reported by

participants

Many of the participants referred to the ways in which circumstances in their personal,

interpersonal and social lives create barriers to their publishing on a personal level.
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Tjese include contexts such as their domestic situations and their social identities of
b

ing women and/or black. |

EXperiencing the ‘double load’

The participants referred to the ways in which their ‘double load’ impedes on
thiir publishing endeavours. As elaborated in Chapter Three, the ‘double

load’ was coined in the early days of the second wave of feminism, as a
means of explaining women’s multiple roles in the home as well as in the
workplace; as wives, mothers and workers (Aisenberg & Harrington,1988;
Blackstone & Fulton,1975; Crosby, 1991; Henry, 1990; Lorber, 1994;

Park, 1996; Thomas, 1990; Welch,1990). Although there have been

gradual changes towards gender equity, in the workplace and outside,

women are still primarily responsible for child rearing and home making
(Aisenberg & Harrington, 1988; Lorber, 1994; Park, 1996; Subotzky,

2001). Participants’ experiences hinge around the impact of the ‘double

load’ . They particularly raised issues about the lack of time to publish, given

the multiple demands on women’s time. The following quotation highlights

the dynamics of the ‘double load’ in this participant’s experience. This is further
cimplicated by her multiple work load as she takes on extra work for financial

need?: 1

....I think the most important challenge for me, is time.
Because, on a personal level, | have a family and my
children are quite young and they make demands on me
at anytime. To publish, you need a very set amount of time,
undisturbed. | mean, probably the single most inhibiting
factor for me, on a personal level, is time, because | have
to juggle my job, and | have three kids and having to run a
home and that kind of thing. And teaching, a full teaching
load. So often | just run out of time. Where | would
normally have quiet time to spend on stuff like that, it’s
taken up by trotting around with kids. I'm trying to finish
my PhD and I'm really labouring through it. Because it's

%6See Appendix Three for the coding conventions used in the quotations.
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just a matter of time, all the time. I'm having to do
private work at night as well, to supplement our income,
because the school fees are so high. | run a private
business where | do teaching at night as well. (Int,2).

Many participants referred to the ways in which they experienced difficulties
when juggling their academic and family responsibilities. This often impacted
negatively on their ability to publish. Academic women, because of traditional
patriarchal values, appear to be more involved in the home, and experience
more ‘juggling’ demands than their male counterparts. This type of conflict
frequently causes more physical and emotional exhaustion in women than in
men (Acker, 1992; Aisenberg & Harrington, 1988; Blackstone & Fulton, 1975;
Crosby, 1991; Morley et al., 2001; Subotzky, 2001; Thomas, 1990, Welch,
1990). The following excerpts provide an indication of the ways in which

the participants construct these ‘juggling’ experiences as an added burden

which centers on their identities as academic women, wives and mothers:

| think that being a woman academic is a challenge on its
own! Especially if one thinks of married women with
children. Women, | think have more commitments!
Especially if they have children. | always find it [the
work] goes on and on. Personally, 1 think, if one wants to
work, you start work at 22h00 in the evening,
[because],that's when you have time. That's when | have
my time to start my work. After my day’s work! (Int,9).

The participants reported on the difficulty they experience in their ‘double load’,
because of the deeply ingrained socialization of women as nurturers. What also
emerges, is the notion of the ‘choice’ that women often have to make between

home and work. As one reflects on the literature on the ‘double load’ (Acker, 1990;
Ltrner, 1992, Park, 1996; Smuiders, 1998; Thomas, 1990; Williams, 2000), many
participants made reference to the difficulty they experienced when having to ‘choose’
between work and family commitments, and how very often family responsibilities

tqok priority over professional work and careers. Often the ‘double
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load’ is not problematized as an association of the home with its power dynamics and
therefore this aspect is ignored or fails to be recognized as an androcentric expression
of authority (McDowell, 2002). |

... The big challenge is juggling roles. It's the fact that a
woman is on top of her career or in addition to her career,
has a lot of other responsibilities, domestic and/or caring
either for one’s own siblings or an extended family. |
sometimes think, [sighs], in quite an angry way, that men
are so fortunate that they can go home, and eat and go into
a little study and close the doors and sit down and work.
Whereas women are busy, non-stop. When you get home
at five o’ clock in the afternoon, that's when your other job
starts. So that’s the big thing. | think most women
academics manage to juggle their roles and to find
shortcuts in domestic things and so on to make time. But it
is an extra burden, a sacrifice! There's something that you
have to give up. Your family and your home comes first,
and you give up on friends or personal outside pursuits, or
other things that would help to balance your life. | think it’s
very much a time-constraint on a personal level. [f | had
ways of making my domestic life easier, | could gain time
there. The more domestic support that there is, the
more it frees up one’s time to focus on projects or
publishing. | think another thing, which | don’t think | ever
verbalized and is coming up quite strongly for me now, is
that some women sometimes make choices between
their career and children. But | think for women, if you
have children, it's very difficult to put your work before
your children. (int,7).

This argument is supported by de la Rey (2002) who argues that because
of marriage, child bearing and child rearing, academic women may often be
regarded as ‘late entrants and late achievers’ in academia. This phenomenon

reflects the deeply entrenched and gendered socialization of women.

Fprthermore, it appears that some women participants still face male partners’

résistance to their success outside the home:

..... Some men are better off than women. |f women are
married and maybe try to work harder and have more
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academic achievements, most of the men won’t like it.
(FG,2).

I

The quotations illustrate the difficulty academic women experience in juggling the
multiplicity of their tasks and responsibilities. The intersection of class and economic
factors with the ‘double load’ of home and work is also evident in the quotation above.
The lack of domestic support from husbands/partners or other support in the home
exacerbates the pressures facing women academics. The choice between home and
work does not appear to be one facing male academics, yet according to these
participants, being an ‘academic mother’ implies a compromise, a choice, in which one
of| her roles, either mother or academic, or both, will be compromised. This also
illystrates the gendered nature of careers and the ways in which academic women,
regarded as ‘other’ and ‘outsiders" may have to subscribe to the norms of academia
which are often guided by androcentric principles (Aisenberg & Harrington, 1988;
Evans, 1984). These sentiments may be analyzed in terms of the dominant construction
off femininity, which because it is so deeply embedded in the socialization process, is
often overlooked. The acknowiedgement of gendered organizational structures and the

impact of the ways in which they define power for themselves, assists in the analysis

and identification of the barriers that women experience in the workplace (Agacinski,
2000; Groshev, 2002, Miller, 2002).

The impact of gendered identities on the publication output of
academic women

As elaborated earlier, academic women often have career paths that differ significantly
from those of male academics. These differences are manifested by ways in which the
careers of women may be interrupted by reproduction and child rearing ( Aisenberg &
Harrington, 1988; Lorber,1994; Welch, 1990). This frequently results in women being
retained in junior positions for extended periods of time. Consequently, they

rémain in positions where the workloads and administrative duties generally take

pfecedence over research and publication. These conditions clearly perpetuate the
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cycle of women'’s positions in the academy (Acker, 1990; Aisenberg &

Harrington, 1988; Bagilhole, 2000; Bem, 1993; Morley et al., 2001; Park, 1996;
Subotzky, 2001). De la Rey (2002) also comments how academic women’s

careers are influenced by childbearing, child rearing and domestic responsibilities. As
a ¢onsequence women'’s careers do not predominantly follow the anticipated pattern of
uninterrupted service that contributes to promotions. Important to this notion is the
understanding of the definition of career® .,

Participants reported on the ways in which academic women adapt their

careers to accommodate the social expectations of women as primarily focussed

on their families. Women may feel guilty about having to work (Crosby,

1991; Lorber, 1994; Welch, 1990) and thus succumb to subtle socially

caerced expectations which oblige them to focus on family and home care
responsibilities when they are not at work (Bagilhole, 2000; Henry, 1990; Park,

1996; Williams, 2000). The traditional patriarchal values, which play themselves out in
the ‘private/public divide in which women are expected to be responsibie for

hamemaking and child rearing, are illustrated in the following excerpts:

....mother and wife. There are too many responsibilities
that you are left with and [you have] very little time to do
research. You can’t even come and [work] in the office
over the weekend because that's when you are supposed
to do the job with your family. But men can do it! They can
spend two extra hours in the office in the evening. They
can even go and do it over the week-end. (FG, 1).

...| suppose with women [it's] the commitment. You have
less advantage than the males because you've got to go
home and cook and sort out the child’s home work. Do
the running around, shopping and so on. Women also get
time off for pregnancies. In order to get back into your
studies, for example, it takes that whole period of about
two years. When you have two or three children, this time
increases in years. [It takes about] three or four years,that
you miss out on, before getting back to your studies.(Int, 3).

27|his discussion in dealt with in Chapter Three,
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Here participants report on the ways in which they had to make
conscious ‘mind shifts’ in their academic activities, in order to advance
thtr academic careers. These quotations also refiect the strongly embedded

sogialization of women as nurturers and the powerful ways in which the ‘mommy
track’ impacts on their careers

Furthermore, participants realized that what they did in their academic work as
‘second nature’, (in terms of student counselling and teaching activities), was not
assisting them in claiming their ‘academic validation’. These ‘other’ academic
activities rarely carry any weight for promotion in academic careers (Acker, 1990;
Bagilhole, 2000; Evans, 1996; Kaufman, 1978; Park, 1996; Subotzky, 2001).
Participants spoke of a conscious choice when having to focus on their own
promotion and academic development, implying that some of the other aspects
of|their ‘natural’ mode of being, are compromised in such a pursuit. The following
excerpts provide an indication of the ways in which participants report that they
cansciously ‘diverted’ from their ‘natural’ course in pursuit of promotion in

their academic careers:

At this stage, I've started to focus on my CV, because |
know my CV is standing still. So | had to make a choice.
Either, focus on the publications and, as they say, publish
or perish, or see what else 1 can do to advance my
career. So, I've enrolled in part-time studies in doing a
business degree. So, it should broaden the CV and in this
way, | do get publications. (Int,8).

Slowly | started realizing that | need to look at my own
professional development as well. It was very much a
kind of moral question. It was like making a [conscious]
choice. (Int, 6).

|

me participants found that while they were quite content with teaching and
cpunselling which came naturally to them, they gradually realized that their

colleagues were engaging in professional development and overtaking them.
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Thbse colleagues pursued other academic activities which were not necessarily

mqre time-consuming, but carried more weight in promotion criteria:

It’'s a slow realization that your CV is stagnating and you
don’t often get to see the CV of other staff members that
have the same amount of experience as you. You see
how theirs has grown, [but] yours has not | love
teaching, and | love research. But when you teach, | think,
your focus is more on teaching 110%. You would be happy
with doing your teaching to the best of your ability.
Because you don't have pressure on the research and
publishing side,[in this institution], it's easy to keep away
from this activity. And you feel proud of teaching well, but
you also don’t get recognition for that [teaching], so
that’s the catch 22. It is very difficult for me now. | still can’t
accept that 1 must be happy with [teaching] for 80%.
And spend that other 20% on the things that matter. So
that the difficulty with loving teaching is, that it is a
priority for you and that, for you, is what makes a
difference! Unfortunately.for teaching, you don’t get
recognition. Except, your own personal satisfaction.
(int,8).

Frbm these discussions, it is clear that these participants tended to be more
in#olved in the teaching component of the academic project in the institutions
where they work. Women appear to have to make a conscious decision for a
career trajectory. The reports highlight the way in which such decisions frequently
reflect deliberate and conscious choices between teaching and professional
de¢velopment for themselves.

The following excerpts further serve to indicate that women often experience difficulty
disentangling and distinguishing their personal socialized roles and academic roles, and
how what comes ‘naturally’ to women, (that is, what is central in their social and
pérsonal identities), does not ‘fit' well with what is ‘natural’ and normative in academic

ragles . A central aspect that academic women have to contend with on the personal

ljvel is their reproductive role. Expectations and pressures around women’s

reproduction may result in women losing focus in their academic careers in order to fulfil
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these social expectations. The following quotation illustrates one of the ways in which
academic women’s careers are affected by the traditional values relating to ‘successful’

fer‘pininity which still appear to hinge around reproductivity:

| started having family planning problems [and] all those
kinds of things. [Then] | discovered was pregnant. Soon
after, miscarried. ... I'm mentioning these things, because
they're realities of women... Then after a couple of months,
another pregnancy and another miscarriage. Soon after
that, infertility, nothing happened! [I developed] depression.
Everything was focused on family planning. Every day
[was] consumed with how am | going to have a baby?
Society’s pressures, questions, such as ‘how you planning?,
and what are you planning?’ In other words, your attention
shifts from [your work] to the social roles: I'm an
academic; I'm a mother trying to have children; I'm a woman
without children ! In other words, your whole focus [shifts].
You start looking at identity issues [like] ‘Who are you?
What is most important in your life?’ [Then] | decided to take
leave. | thought I'm going to take six months out and give
myself a break, a mental break from everything. Take all
the pressure off. No publications. No research. No
teaching. I'm just going to sit at home and read at my
leisure, and pull myself back up. What I'm saying is, just
the consciousness of what women are expected to do,
regardless. You are expected to keep [up and] push
yourself. And then | literally deregistered from my PhD. My
academic career was built around my family planning
circumstance. And of course, in terms of the family planning
thing, big pressure was off my shoulders [when | de-
registered]. Once | eventually had the big stomach, it felt like
‘I'm now a normal woman’. Validated! (int,6).

Tﬁis excerpt reflects arguments in the literature about women’s socialization

to|be wives and mothers, and how social expectations and traditional values with
regard to reproductive and nurturing roles, often take precedence over work
cammitments and responsibilities (Bem, 1993; Lorber, 1994). Clearly, for this
participant at any rate, the power of social expectations around being a woman

and a mother, impacted negatively on her academic career. De la Rey (2002) refers to

the choices academic women make with regard to starting their families. She argues
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th#t whether early or late, reproductive roles often result in women being ‘late starters
arld late achievers’ in academia.

Self-confidence with publishing

The responses from the participants indicated that self confidence

p:Lyed a central role in the participants’ relationship with publishing. Interestingly,
although none of the participants directly addressed the issue of race with regard to
publishing, further analysis of the responses revealed that self-confidence with regard to
publishing appeared to be racialized. This was evident from the stark difference in the
levels of confidence (in relation to publishing) between black and white participants. For
the most part, white participants were found to be relatively confident with regard to
publishing. Many white participants reported that the lack of time was more problematic

to their publishing endeavours than the levels of confidence. A few excerpts to illustrate
responses from white respondents are:

...[draws a breath]... Look! It’s not difficult to publish
anything. If you produce an article and you send it off, it's
not difficult to publish. You don't have to go through
anybody. | just go to international journals. I've been sending
articles to various journails. So it’'s simple! Click on file
and e-mail it through to them.

...For me, |1 don’t have a technical problem, or problems
with how to write or anything like that, or whatto do ! I've
got bottles of unnamed species that | must just
describe. No, | don’t have a problem with that. For me,
definitely, it's time. Time, and as | say, a little bit of
equipment, infrastructure and things like that, but those are
not major obstacles.

A further quotation illustrates the level of confidence in academia of a
Mhite respondent who is also relatively young. She did not have any teaching
e}(perience in academia before the current position, which she has
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oc¢upied for the past three years:

...I've got a lot of energy. | think | am quite bright. By the
end of the year | might get a couple of publications out.
It will be a nice by-product. And | wasn't even trying to
publish, it was like my normal work. And it's actually that
easy.

On the other hand, all the black participants, at some stage of the

interview or focus group discussion, referred to their lack of confidence in
publishing and their need for training in the development of publication skills. This
finding is consistent with the findings in the quantitative data, where all the black
respondents indicated that they required training in publication skills. The following
statements reveal how daunting the task ofjpublishing is to many of

the black academic women

...Oh no, | don’t have confidence in publishing!
Definitely not! | think, maybe for me, it’s the writing
[faughs].

...we don’t have confidence. We don't believe in
ourselves.

Some black participants acknowledged that, although they sometimes do write on their
own, they admitted that they felt that they needed assurance and guidance in this

academic endeavour. The following quotations illustrate this:

....I mean, all of us have ideas. You have all these projects.
We've all written five or six of them somewhere along the
line, and then you think, ‘Why should 1? Is it really good
enough?’ Honestly, we've all written something. It could be
the lack of confidence or because we want to be perfect.

...It really boils down to a lack of confidence. We need to

be given a sort of green light every step of the way... a

push and a little urge. i

Blbck participants clearly experience a lack of confidence in publishing,
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and report that this is a major barrier to their publication endeavours.

When one observes some of the differences in responses between white

and black academic women, it becomes clear that the findings of this

study concurs with literature relating to the limited publishing activities of

black South African women (Fester, 2000; Guzana, 2000; Mama, 2000;
Prinsloo, 1999). The lack of confidence reported by black participants

méy be attributed to their experience as students in HBUs, where the

primary focus of the academic project in these institutions was traditionally
geared to teaching and community development rather than to research and
publications. Furthermore, an additional contributor to the lack of confidence of
black participants may be that HBUs seldom have institutionalised staff development

programmes to assist in the development of research and publication skills of
staff (Subotzky, 2001).

Personal dilemmas of publishing

It was evident that participants viewed publishing as valuable not only in
personal terms, but also in terms of the struggle for gender equality.
Academic women, because they are often in the lowest academic

positions in academic institutions, have relatively heavy teaching

loads, more administrative duties and are usually more involved in student
counselling and academic development. The participants reported that the
intensity and regularity of these responsibilities left the participants with limited
time for research and publishing. Because these activities did not count as much
towards promotion as publishing did, participants reported that they

found it difficult to progress on the hierarchical ladder. This cyclical nature

of academic women'’s retention in junior positions is often the reason that
women remain at the peripheries of the research and publication

enterprises of institutions (Acker & Feuerverger, 1996; Harper et al., 2001,
Morley et al., 2001; Park, 1996; Subotzky, 2001). This cycle serves to maintain

gendered power, given that the management and decision-making positions
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are still predominantly dominated by males, thus androcentric cultures continue
to exist in academia (Bagilhole, 2000; Park, 1996; Subotzky, 2001).

Pyblishing was found to be an area of ambivalence for some participants

in that, although they recognized the importance of publishing as a

premotion criterion, they often questioned the ‘weight’ of publications in

the light of historical and political context of HBUs. As highlighted, these

in$titutions have had different academic agendas when compared with HWUs,

Trbditionally, there was a heavy emphasis on teaching and student development
at|HBUs because of the historical and political origins of these institutions. The
vast majority of students at HBUs were, and continue to be from disadvantaged
sectors (Subotzky, 2001). Therefore, academics at these institutions

frequently construct their primary activities as entailing mainly teaching and
student counselling, as opposed to research and publication. Arguably,
participants experienced ambivalence with publishing as a primary criterion,
since they were involved with activities which they regarded as central to

adademic enterprises at these institutions.

Mopst of the participants recognized the value of publishing, even if they
were not totally accepting of it. The following excerpt illustrates the

agceptance of the pressure to publish although the tone is critical:

... the criteria for promotion as well for advancement! |
mean that’s the only way that we are going to get ahead.
That's the game that you have to play. That’s the rule :
Publish or perish. That's it...(Int,8).

For some, publishing was viewed more positively, as it was constructed as a political
vehicle for gender equality, and as a way of facilitating women’s voices in academia.
For example: |

...first of all, it is for equality issues. | think that, if women
want their voices heard, and if women want to aspire to
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senior academic positions, then we know that the route to
seniority and to acceptance in the academic world is
through publications. Also, apart from that, my other
strongly felt view is that women bring a particular
perspective. And | think that as a result of our gender, our
gendered role, | think we view the world differently. And
we bring a very important perspective. (Int, 7).

On the other hand, some participants referred to their ambivalence with regard to
the role of publications at HBUs. These participants felt that the focus of the
academic enterprise at HBUs should be teaching and academic development.
For many of the participants, these perceptions were based on the historical and
political contexts of HBUs as discussed earlier. In this respect, some of the
participants made conscious decisions to identify more strongly with the
historically constructed expectations of academics at HBUs and continue to focus

on teaching and student development. This point was elaborated by a participant
as| follows: ‘

When | took the job, | didn’t see that [publishing] as a
primary responsibility. Because | felt, even when | was
made aware that | needed to be submitting publications
records, | resisted very strongly. In fact, | spoke out
against it. Because | felt that given the quality of the
students that we take at this institution, that my priorities
should be to focus on teaching and on the student
development. So, | preferred to spend my spare time
doing tuts [tutorials], doing workshops, teaching students
basic things, like how to analyse. | actually developed a
great resistance or actually, | was very disgusted with the
fact that professors who were supposed to be academic
leaders in the institution, had so little concern for the
teaching project. That they were concentrating too much on
developing their own research portfolio. And so | took a
principled stance. | felt I'm not going to chase
publications for my own advantage. (Int,6).

Ahother participant questioned the strong emphasis on publishing in academia
amd the impact this has on teaching
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. In my limited, maybe naive way, | think that people
place a lot of emphasis on publications. And | wonder if
that couldn’t then, have an effect on one’s teaching: time
spent with teaching and developing your course. I’'m still not
sure that emphasis should be placed on publication.
(Int,9).

... | have never published. Publications for me, | suppose,
would be a demonstration of that confidence. We all need to
find our voice and | don’t personally see it as that
important. (Int,5).

Clearly, some the of participants are ambivalent about the significance of publication
records, while other participants recognize the role of publishing for promotion, as well

as an intervention for gender equity in academic institutions.

Institutional barriers to publishing

The institutional barriers that were reported to impede the participants’ publishing
endeavours were strongly associated with the historical and political origins of
HBUSs and in particular the reproduction of male-dominated and androcentric
values.

A# elaborated earlier, HBUs were established by the apartheid regime to cater
fo(r disenfranchised South Africans and in this separatist education system,
these institutions obtained less state funding than white institutions

(Bunting, 1993; Subotzky, 1997; Wolpe, 1993). Conceivably, HBUs had

fewer resources (material and human) because they were designed to

produce an inferior education when compared to HWUs.

Ahother feature of HBUs is that these institutions often have heavily embedded
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patriarchal values, because the governance structures are often dominated by
Afrikaner or African males (National Education Policy Investigation (NEPI), 1993;
Subotzky, 2001). The literature reviewed asserts that women often encounter
suptle, covert institutional barriers which stymie their progress to the higher
echelons in academia (Aisenberg & Harrington, 1988; Bagilhole,

2000; Bethlehem, 1992; Crosby, 1991; Evans, 1996; Halsey, 1992; Henry, 1990;
Kaufman,1978; Morley et al., 2001; Subotzky, 2001; Williams, 2000).

Oﬂher institutional barriers which were reported by participants related to
inadequate resources at these institutions, which include: lack of facilities;
ujderstaffing and heavy workloads; lack of institutional staff development

add training programmes. It was also reported that these barriers to publishing were
further compounded by the lack of research co-ordination; lack of support

from senior colleagues and the lack of institutional support for external

funding. Another feature of HBUs, as mentioned, is that the central focus

o!Lthe academic enterprise at these institutions has historically been a

sttong emphasis on teaching rather than on publications.

Tlﬁe participants’ responses indicate that the impact of the lack of time, is a major
barrier. These sentiments are included in the quotations in some of the previous
sections in this chapter. The following excerpt illustrates a reason provided for

the lack of confidence with regard to publishing by academic women at HBUs:

You end up teaching five different sub-disciplines. And in
terms of the depth of your knowledge, in any particular
field, you're not abreast of the most recent research in
any particular field. You battle to read in five different fields.
[Unlike] in HWUs where they focus on one area, on a
discipline, one course. They spend all their time there, in the
one course and are confident with their subject
knowledge We, with so many courses, experience a iack
of time and with the result we lose confidence. We don’t
write enough, and thus we lose confidence. (Int, 6).
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Because HBUs were established for the disenfranchised peoples of South Africa, the
apartheid regime of the day did not deem|it necessary to fund these institutions in the
same way that the HWUs were funded '(Bunting, 1994; Cooper & Subotzky, 2001;
Subotzky, 1997; Wolpe, 1993). Due to the lack of facilities and inadequate human

capacity, many components of the academic project become very laborious and time-

cansuming These factors are regarded as barriers to publishing since the participants
reﬁort that they are primarily predominantly involved with teaching and class

preparation. Consequently, their time for publication is very limited.

Androcentric Cultures

Although they do not have positive proof of discrimination or biases, participants report
finding themselves in situations in the academy where they sense the

androcentricities of universities. Such experiences are not uncommon

among groupings of people who are regarded as ‘outsiders and other’ to

thie reigning ideology (Behabib, 1986; Handrahan, 1998; Harding, 1991; Hennessy,
1995: hooks, 1984; Reay, 1996a; Simeone, 1987). There is a difficulty in

distinguishing clear-cut inequalities and hard facts with regard to

disparities in power and positions, because hegemonic structures often

serve to obscure and rationalize policies and practices that maintain the

exclusivity of the ideology (Handrahan,1989). The following excerpts illustrate the
experience of the ‘glass ceiling’, by participants (Acker, 1984; Daily News, 2000; Evans,
1996; Heward, 1996; Sutherland,1985). Some participants alluded to such experiences.
fdr example:

. 1 have no facts or figures. It's more like a feeling,
because if you look at the structure of the university in terms
of professors and seniors, you will see that women are
very, very low-profile in the higher [academic] rank of the
university. And | do think that might impact on the
willingness of women to exert themselves in terms of
researching publications. It's very difficult to pinpoint
where the obstacles are. | think it’s just natural that if you
look at the top [structure] of the academy you always
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have the men. /laughs/. And they kind of get there. You'll
find that it's this buddy relationship where they’re all
friends. Rather than choosing a woman, they would
choose a friend. But not [intentionally} to prevent or to get
a person to present to be represented on that committee. 1
don’t think it's done with deliberation, mean intent or
something like that. It's just that they know this person.
‘Why don’'t we ask him to be on this committee?” And in
that way, women often get surpassed. Except when they
really star, then they get lifted out. (int,4).

But, | think what is happening at the moment, is that men
are still being promoted, though on an unfair basis when
compared to women. . ( FG, 3).

‘E
The participants also alluded to ‘gendered’ experiences as academic women.
Although participants did not mention power specifically, many comments alluded
to| a sense of powerlessness resuiting from their gendered identities. Many
referred to the subtlety in the gendered nature of organizational structures and
their difficulties in identifying the reasons which render academia having a ‘closer
fitl to the careers and working styles of men. These notions of the subtlety of the
dominance androcentricity in the social order generally and in academia
specifically is supported by various authors (Aisenberg & Harrington, 1988;
Bethlehem, 1992; Evans, 1996; Handrahan, 1998; Park, 1996; Subotzky,
2001;Toren, 1999; Wolpe,1988).

Some participants referred to incidents in which they felt that being a woman and
having been socialized in a gender-stratified society, contributed to their
excessive workloads and strong family commitments. These factors, in turn,
retained them in junior positions. These excerpts also reflect the conceptual
frameworks of the ‘old boys club’ and the ‘people-like us’ syndrome, which stymie
the advancement of academic women’s careers. This type of homosocial
bonding, where men seem to ‘close ranks’ and ‘guard the gates’ of senior

pbsitions continues to beleaguer women in their pursuit of senior positions in
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achdemia (Acker, 1984; Aisenberg & Harrington, 1988; Lorber, 1994;
Tdren,1999).

Pérticipants often acknowledged that deeply ingrained expectations around
gjndered roles impacted on their academic careers, as illustrated in the following

quotation: |

| feel that stuff I did, feels like a lot of grunge work. My
own willingness to do that dirty work, is partly a personal
thing. And maybe, it's also a gender thing. | mean, men
in my department, or male colleagues, I've often heard
them with the attitudes that ‘This is my narrow
responsibility, which is to deliver my course. If my students
aren’t well prepared, it's not my problem. It's not my
responsibility to intervene on the lecturing level. It's not my
problem if the printers don’t deliver the notes. It's not my
responsibility to drive out and get them’. And I've always
done it the other way. Maybe it’s quite a female way.
Maybe, in a chaotic institution where things don’t work,
women have taken it upon themselves to do more than
males do. (Int,5)

Tie following excerpt similarly reflects ai participant’s perception of the

negative yet subtle forms of discrimination which academic women

experience:

| resented my male colleagues very much. Not that they
could help it, but | always felt that their choice about going
to international conferences or not, was a simple matter of
‘Do | have funds or not? . No consideration for ‘How does
it affect my family? Then there are also the kind of security
issues women face, and have to be concerned about.
But many women are intimidated by the prospect of
having to travel across the world on their own. But,
besides the international travels, if you just think of fieldwork
and stuff like that. | mean, how easily can men just get into
the car and go and do field work. You know, women
have to consider all kinds of other things. If you want to
do research in township settings or wherever, you are
going to think about security issues. You are going to think
about ‘How am | going to access that? How am | going to
cope with situations like this, that and the other?’ So safety

issues do come into it. (Int,6). |
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Thbse were the types of androcentric values and subtle gendered expectations which
academic women often encountered and had a negative impact on the advancement of
their academic careers. This quotation also illustrates the salience of the ‘private/public’
divide where men are socialized and rewarded for engaging in the public domain. From
this perspective there are fewer expectations of men, than of women, to be responsible
involved in their families and family life (Aisenberg & Harrington, 1988; Campbell &
Bunting, 1991; Crosby, 1991; Handrahan, 1999; Ribbens & Edwards, 1998; Standing,

1998). Men are therefore freed up to advance their publication records, while for women

with families, this challenge is far more complex.

It is interesting to note that many participants reported that they did not encounter overt
gender discrimination. This finding concurs with Bethiehem (1992) and Subotzky (2001)
who contend that covert and subtle gender discrimination continue to exist at HBUs, but
that the governance structures developl strategies and practices to obscure and
rationalize these discriminatory practices. |

... haven’'t seen much [discrimination], to be honest. I'd love
to be able to say, to actually make it clear-cut gender
perception. | think there are a lot of other external
pressures on women that may be come from their family
environment. You know, doing a PhD with their children [in
these cases). I'm not actually sure that it stems from the
institution. | do think there are individuals in this
university who are extremely sexist, disgustingly so. But
| think | would say that that originates from individuals
within the system, rather than a systematic
discrimination against women. (Int, 5).

...It's a hard thing to answer that. I've never found any
kind of bias against me being a woman. | don't get
involved in bureaucracy here. | stay clear of meetings and
that kind of thing. (Int,2).
Furthermore, the following quotation highlights the participants’ acknowledgment that,
although women are progressing in academies, their progression is much slower than
en’s progression through the academic ranks. The reason for the delayed progress of

wpmen is often obscured by rationalized policies:
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...I'm unsure about this! | don’t think that women are awarded the

same status as men. But I'm unsure because | think that men
choose to focus on a higher academic career. They decide that
they are going to study and publish and manage to get into roles
where they make it possible. And | don’t have the same
impression about women. In our faculty men get there, so
quickly and so easily. Women are going to get there, but it seems
as though it goes with enormous sacrifices, and the giving up of
something. (Int, 7).

The excerpts show the difficuity the participants have in describing and unpacking the
biases they experience in their institutions. These subtle discriminatory practices are
of[ten obscured by covert policies and selections which do not assist women in gaining

access to the ‘centers of power’ in these academic institutions.
Gendered roles in the institution

Over and above their own socialized roles as nurturers, there is also pressure on
V\/pmen to extend these roles in the university. Participants report experiencing
in{fringements on their time, because of the nurturing role they are expected to play in
institutions. Moreover, academic women are often also expected to execute tasks
regarded as ‘women’s work’ (Morley et al., 2001; Subotzky, 2001). It is argued that this
becomes particularly salient in the less advantaged contexts of HBUs (Subotzky, 2001).

ademic women are expected to take on responsibilities which often include
secretarial duties, counselling students, and involvement in institutional initiatives, for
ekample

... | think where time to do research and that type of thing
are concerned, women come second. Women are inclined
to be very hard working. If you reflect on the men, they are
not hard working. The women are inclined to take the
large classes; they don’t moan about it. They do it
They’re seen as people that are very approachable by
students. So they get many students coming to them.
Consequently they carry a big load there. And then,
obviously, it’s difficult to do the research. | think that is
also something that we bring upon ourselves. We try to
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mother our students. So | think, that we know some of this
is our own problem. It's just the way that we were
institutionalized [socialized]. (Int,4).

...If you look at how many times women are asked to take
minutes in meetings, even when you have men present.
And what happens is, you end up having to spend time
typing up minutes of the meeting. If you look at outreach
projects, how many times do you have women involved
with those? With regard to these types of things | would say,
not that we don’t have options, but the choices we make
are often to our detriment. Not just because we consider
safety issues, personal issues, domestic issues, but ailso
because we tend to get involved in things that require
development, nurturing, and those kinds of things. |
think from a career planning point of view, women need to
be strategic. Women need to plan their professional
careers. | think women need to be guided more. (Int,6).

The reports indicate that the participants often acknowledge that they are not
assertive enough in challenging the additional extra (and very often

gendered) duties and responsibilities which are regarded as implicit to

wpmen’s workloads. Although the participants acknowledge the traditional
expectations of women as nurturers, they also recognize that in order to
challenge these traditional values as a means to gender equity, they would have
td consciously ‘undo’ or ‘ignore’ traditional values and roles. The difficulty in
‘disentangling’ this socialization is acknowledged by hooks (1991), who, although
she refers specifically to black women, talks about the assumption that women
are innately more capable of caring for others and as a consequence are often
eLpected to assume multi-purpose caretaker roles. Some participants challenged
tjis status quo and made proposals for the ‘unshackling’ of the traditional roles of

omen as nurturers as follows: |

.... There should be a way of changing our personal
attitudes. | think it is about time that we change the idea
that we should always be taking care of others. We must
reach the stage where we should say, ‘Okay, enough is
enough! We have been socialized to be nurturers,
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caregivers and it becomes difficult say ‘No, | have no
time’ to a student who comes into your office and has a
problem. (FG, 1)

i

...We’re not aggressive about marketing ourselves.
Women tend to wait to be called, nominated. They wait for
it, they do not volunteer. As for a man, they don't really
mind, they volunteer! (FG,2).

The literature indicates that the tendency for women to take on gendered roles is a

mmon feature at many institutions (Aisenberg & Harrington, 1988; Bagilhole, 2001;
Evans, 1996; Halsey, 1992; Henry, 1990; Lorber, 1994, Park, 1996) and is especially
evident at HBUs, because of the deeply entrenched androcentric ethos at these
institutions (Subotzky, 2001; Wolpe ef| al., 1997). Responses indicate that the
participants were able to identify the ways in which ‘their research time’ was often used
far these additional responsibilities. They realized that their heavy involvement in these
adtivities was curtailing their progression| on the academic career ladder. Ramphele
(1995) also refers to the issue of being expected to be the mother figure and states that
inl most societies the role of women as mothers is given and when women choose not to

bé mothers, literally or symbolically, they are often constructed as transgressors.
The socio-political context of HBUs

A}s mentioned frequently, HBUs were established to serve students from disadvantaged
communities and as a consequence these institutions had a strong focus on teaching
ahd academic development (Bunting, 1993; Subotzky, 2001). These trends continue to
ekist even after the election of the democratic government. Many participants referred to

the focus of the academic enterprise as well as the type of research conducted at

BUs. They perceive that these institutions were constructed as having a different
emphasis from HWUs. As mentioned earlier, HBUs were considered to have a strong
focus on community development and community-based research, rather than applied

research. Some participants felt that applied research was a central focus at HWUs.
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Many participants constructed the primary aim of HBUs to be that of teaching, as
evident in these quotations:

...Something that | find about the focus of our
universities, is that it is very much towards meeting the
students’ needs where they are. And what happens to
me, is that my whole teaching changes [to be] directed
towards students. In this situation, | tend to forget about
the outside world, [of academia] where one has to give
account to people for what one is doing. Because at a
university like ours, which is located in a very rural area,
many of us feel that we don't have time, for what | call, idle
academic research, that is, for pure research. So what we
are doing, is really applied research. We do a lot of
research in the community. And we get caught up in that
research and in the implementation of our research. The
last thing that we get to, is the publication of those
results. It is very frustrating and we should do that, but [in
our situation] it's very important that communities benefit
from that research. We are firstly and fore-mostly involved
in implementing community development. One has a
shortage of person-power: In our department, we are three
people, with three hundred students and so many post-
graduates. And | must run the department, every aspect.
Publication, is really the last thing. (FG, 3).

... For a long time, | think this university was basically a
teaching university. | think that now research is coming into
its’ own. Research now seems worthwhile, because we
now are provided with incentives, making it a worthwhile
endeavour because one gets funding for it. The university
has become a kind of environment that is more conducive
to publications. (Int, 4).

Sbme participants made specific reference to socio-historical accountability of HBUs,

a

These participants alluded to the differences between academic enterprises at HBUs
d other universities. The following excerpts capture the sentiments of participants with

regard to these issues
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But | think that colleagues that work at first world
universities in third world countries, have so much more
chance. | think in our institution, probably everybody is
loaded with undergraduate teaching work. (Int,7).

...But at this point of our history, | always challenge in
my own mind and | have this problem with: ‘Should we be
as our white institutions? These institutions are
concerned with research profiles. When we [at HBUS]
have a social agenda in terms of research, in terms of
getting students on par, in terms of getting students
through to higher qualifications and post graduate
programmes, in particular. (Int,6).

Frbm the excerpts it is clear that participants experience the traditional emphasis of
adademic enterprises at HBUs, that of teaching and community development, as a
barrier to their publishing. Although there have been gradual shifts towards moving
publications onto the agenda of HBUs, this academic activity remains peripheral in
many HBUs. The student profiles at these institutions are similar to the demographic
profiles of the students in the pre-democracy period. The arguments presented earlier in
this chapter, with regard to the participants’ ambivalence to the significance of
publishing at HBUs are relevant. They may be linked to the socio-political contexts of
HBUs. While some participants feel constrained by this, for other participants the aspect

of teaching at HBUs is more important than the ‘indulgence’ in research, which these

participants feel, should take prominence at HWUs.

Academic Resources

Participants referred to the lack of facilities that impeded their publication abilities. They
reported that inadequacy of available resources, for example, the library, information
technology (IT) services and laboratory facilities, negatively impacted on their
publishing. Accessing these facilities or improvising methods to access these facilities

as cumbersome and time-consuming. All the participants referred to the lack of

abequate library facilities:
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... The poor library facilities really have a great impact on
our ability to publish. If we could have technical
assistance to do our literature search, or at least someone
to find the journals for us in the library, that would save time
because the library is in such disarray [and it sometimes]
takes the whole day to find one journal. So that's a major
influence. (Int,1)

...The library is not well-staffed. And there have been
many managerial difficulties. | have sympathy for library
staff because they have had an enormous crisis. It doesn’t
compare well with other libraries, because resources are
certainly very limited. But, the electronic journal access that
we have now and also having access to read books from
other institutions in the region, has alleviated some
problems. | have to admit, that most of us, the staff here,
and most of our postgraduate students, go to the HWUs
in the region, when we want to find something quickly or
efficiently. (Int,7).

The following excerpts, though quite strongly stated, illustrate the negative
impressions that some of the participants held of their institutional library:

...The other thing about the university, is the library. In
fact, there isn’t a library. I'm not ever going to say that
the library is cool. [laughs]. I'm actually going to say there
isn’t a library. (Int,5).

....The library is a major obstacle to research. | actually go

and do my research at a sister institution — HWU

(deleted for anonymity). | don't use this library, because it's

chaotic. (Int,4).
P#rticipants also referred to the lack of other facilities such as IT and other academic
resources that impede on their time available to publish. They reported that the lack of
academic resources caused frustration when attempting to access information. Many
participants spoke about having to access information at other resourced institutions.
This has a negative impact on available time, which is often a scarce commodity for

academic women at HBUs. |
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The limited and sometimes non-existent facilities often resulted in participants being
forced to engage in time-consuming activities to be able to prepare for and teach
classes. The following quotations provide examples of the ways in which the lack of
acbdemic resources impinge on the participants publishing abilities:

...the one thing that is a particular concern to me at the
moment is, [the lack of] computer software for data
analysis, specifically qualitative data. And there is always
an excuse [for example],there is no money, or it has to be
in next year's budget. | think that somebody in, if a different
engendered position says, ‘this is what | need, | need it,’
they get it. ...Also in terms of IT equipment, if my printer is
broken and | need a new printer, it is months and hours
that have to go into negotiations and letter writing. It
wastes my time! It prevents me from publishing. (Int,7)

...We don’t have the lab equipment. | was in the science
field, | was sharing the laboratory with physiology in
Physiotherapy department. A lot of the equipment | was
supposed to use, was material that | got from industrial
psychology or psychology departments. Some of the things
weren't even calibrated. Whenever | had to have a lab,
there would be a whole schlep with extension cords and
works, over to the physiology lab, to physiotherapy lab,
push away their massage table and all sorts of items. In
terms of energy spent on just having one lab session a
day, | had to prepare two days in advance for some of
them. If | looked at what my colleagues were doing in the
discipline at sister institutions (HWUs), they were
spending time in well-established labs. They have
updated equipment. (Int,6).

Clearly, the inadequate facilities at HBUs are perceived as creating time-consuming
altivities for staff in their efforts to access the services and facilities that are not always
readily available at these institutions. The historical backlog of HBUs means that these
ijstitutions continue to have limited academic resources and infrastructures.
Participants clearly perceived these inadequacies to impede their publishing
eLdeavours. Limited academic resources resulted in participants having to spend large
a

ounts of time to ensure the success| of their lessons. The participants felt that
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adequate academic resources would provide a more supportive environment for
publishing.

Uhderstaffing and heavy teaching loads

Bécause of limited funding in the days of separatist education and low financial
reserves, HBUs are very often understaffed. This results in staff members having
heavy and diverse workloads. Staff members are frequently required to teach
multiple courses at various levels, and because of limited staff complements,

these academics have had heavy committee duties as well.

H#avy workioads leave academics with marginal amounts of time to focus on
publications. They report that more often than not, they have difficulty in

keeping abreast with teaching and administrative duties. Furthermore, because the
majority of students at HBUs come from disadvantaged sectors of the South African
sqciety, academics at these institutions have the additional academic responsibility of
significant amounts of academic development (Subotzky, 2001; Wolpe et al.,

1997). This situation is even further exacerbated when considering that many
ag¢ademic women have high teaching loads because they are often in junior

positions (Henry, 1990; Park, 1996; Subotzky, 2001; Williams, 2000). The

following quotations illustrate the ways in which some participants alluded to

the impact of their workioad on their ability to publish:

... Heavy workloads are bad for the people who haven’t
published. In our department we have mostly females and
there is a woman who has been sitting in a lecturer’s
post for the last, maybe, 10 years. And she doesn’t have
any chance of promotion, because for promotion you need
a PhD. For promotion from lecturer to senior lecturer,
[you need a PhD.] plus four publications. She doesn’t
have the time to do any of that, and she has to take care
of all her other domestic responsibilities. And then she's
the third and fourth year co-ordinator. Students enter
that office at any time of the day, with queries. (Int,1).
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...I can just think of my own experience. We are totally
understaffed in our department with only three staff
members. Student numbers have been increasing by an
average of 30% per year for the last three years. So the
work’s getting more, but the staff is not keeping up with
it. And I'm the junior one in the department, having been
there for the least amount of time. Normally that
translates directly into heavier workload. So, from the
department’s side there is no opportunity for research.
You can always get by with the [lack of] equipment, or
the research facilities or things like that. You can always
make another plan: use MRC or whatever. But not time!!!
The students that we are getting are not making our
teaching much lighter. We have to be more flexible.
Actually, we have to push more development into the
teaching, which stretches our teaching to 150% of our
time. (Int,8).

These responses indicate the dilemmas of participants who, because they are in junior
academic positions, often have heavy teaching loads and have high administrative and
cImmittee responsibilities as well. This produces the proverbial ‘vicious cycle’ in which
ademlc women are retained in junior |positions. Because of their junior positions,
|ch often entail heavy teaching and |jadministrative loads and limited access to
suipportive academic resources, academic women find it difficult to publish (Bagilhole,
2000; Park, 1996; Subotzky, 2001; Williams, 2000). The dilemma of academic women
at HBUs is further exacerbated by the amount of student development that is required
by the students that enter HBUs. As mentioned earlier, the majority of students at HBUs

e from disadvantaged communities; they require more academic development and

unselmg from teaching staff. Because academic women are often more represented

the lower positions, they are frequently responsible for the bulk of the undergraduate
tlaching. This includes intensive student development and counselling. These activities
’rve a negative impact on the time available to publish and they are thus detained in
t

ese positions. O
FFuinshing is a primary promotion criterion and because of the often deficient
ppblication records of academic women, these women have difficulty in attaining

p}omotion to positions which would assist them in accessing supportive resources.
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participants at a more junior level believe that senior women have an easier time than
th(fmselves. This has been shown not always to be true in the South African context.

Potgieter and Moleko (2002), in a South African study, argue that aithough there are

Sjnior positions often have fewer teaching responsibilities. It appears that many of the

pe}rceptions that senior women have ‘seem to be having an easier time’ than their junior
calleagues, the lack of mentoring, role models and the levels of managerial
riponsibilities which are expected to be fulfiled by the relatively few senior women,
dispute these perceptions.

L#ck of support and motivation from the institution

At'eported lack of support from the various levels of the university, including
fa

ulty and departmental level support, as well as the lack of support from senior
stbff and the Research Office, emerged as a significant factor for many
participants.

Participants reported how departmental policies and structures were often an
impediment, rather than a facilitating factor ,to their publication activities They spoke of
developing negative attitudes towards publications, as an outcome of such insufficient
support. The participants reported that they would appreciate acknowledgment of their
publications at departmental and/or even at institutional level. The following excerpts
highlight some of the negative responses that participants report to have experienced at

departmental level. These, they feel, are significant barriers to publications:

...There's always a kind of dichotomy in terms of the
department. Firstly, they recommend that people should
be allowed to have a research day, once a week or
something, so that they can go out and do their fieid
research or whatever. But then the amnesia! But then the
decision is turned around and no, that's, [the research
day] is actually a luxury. [laughs]. So people don’t get to
have a research day for five months. FG, 3).
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...Everybody is on their own. It's [publishing] an individual
thing and those that are doing very well with their
research profiles are sitting there, improving their
research profiles. They do not lend a hand to the lower
members who are not on their feet yet. (Int,3).

The quotations illustrate the participants’ perceptions of a lack of support from
departmental environments. Participants clearly feel that publishing is not supported in
their respective departments. Publishing is often regarded as an individual activity, in
which participants are expected to engage on their own prerogative without assistance
from their colleagues. Similarly a South African study by Dlukulu (2000), reports on the
lack of departmental support as perceived by academic women in some institutions.
This becomes problematic to academic women who have not published yet, as they
oﬁen feel isolated and require assistance to ‘get started’.

The following lengthy excerpt is a good illustration of the ways in which
institutional and departmental procedures and attitudes are experienced as
demotivating for new and junior staff. The perception of negative

departmental responses to innovative initiatives, discourages new staff members
from venturing into new and creative ways of teaching, learning and publishing:

| came here five years ago, expecting to find myself in an
environment where there would be all the more
experienced people doing research and with their
guidance, | would learn. | came here with lots of ideals
about my subject area and developing the subject area
in Africa. And | thought | would be coming to a lecturing
university where there would be much criticism going
on. For instance, where maybe somebody was busy with a
research project. | hoped to watch how they did it. And |
would develop myself in that way. Number one, there was
no research happening in that department! | had quite a
low opinion of what was happening here. There were only
certain people doing things in their own offices. And it
certainly wasn't a collective - us dealing with research
inquiry. So, there was nothing for me to hook into. There
was certainly no one to mentor me. There was a senior
professor, he was well-known, but he was just not
- available. (Int,5).
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Pérticipants particularly referred to the roles of senior staff and professors at institutions.
Tﬁey spoke about the ways in which professors and departmental chairpersons
appeared not to be concerned with creating situations that assist women academics in
thiir publication endeavours, nor do they motivate colleagues, especially those in junior
pasitions, to publish

... These guys work at the institution. They are now ‘chairs’
or heads of departments, but don’t really do the role as they
may do overseas or other places. They don’t give you the
academic support. They won’t call you in as a junior
member of staff and say ‘How is your research going? How
far are you really now? Maybe you should try this, try and
work out. Once a year at least one paper, this is the way you
shouid go about it.’ It is not seen as one of the jobs of the
head, which it should be. (Int, 3).

....Our priority is undergraduate teaching. The other sad
thing is that the Head of Department will, every semester
or every two months, whenever he feels like it, will ask us
to give him a timetable. This shows exactly when we have
contact with students. So he sees exactly where we are
free. And if there's any activity that comes up, he tries
and filis up our spaces. But when we say, we need to be
allocated time for research, he says ‘there is lot of time
for research, you have all these spaces free. Why don’t
you do it?” And it’s not as if one can use a period here
and a period there, for research. (Int.1).

As was previously mentioned in an earlier quotation, participants referred to the
atsence and lack of availability of senior staff. When considering the earlier
discussions on gendered and socialized identities, it is clear that academic

men who are ‘new’ to academia require guidance in publishing. This is often
an activity which takes them away from their ‘natural state of being’, because it
often requires solitary time away from their families and their socialized role of

nurturers.
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Participants perceived the absence of senior staff as non-supportive of junior
staff members who required assistance and development in publishing skiils.
These sentiments allude to a lack of developmental initiatives to enable them to
cammence a publication track record. The foliowing excerpt illustrates another
way in which participants constructed the Jack of support related to the absence

and disengagement of senior staff: |‘

. | was very conscious of the fact that | was always
starting committees and things and that professors
were not there. Around the table with me were mostly
women. But these were mostly women who were at the
lecturer level. And it was we who come to these
meetings and the few professors! When they come
meetings, it is clear that they haven’t actually worked
through the minutes and stuff. Or when task teams are
established, they don’t volunteer their services. ... And
then, something else that | also became very conscious of,
was the number of hours they spend on campus. | used
to get here, early in the morning and leave when almost
all the cars are out of the parking lot. But when one tries
to reach professors on campus, they’re often at home for
the day. (Int,6).

ld these excerpts, participants expressed their need for support from senior members of
staff. Senior staff members are perceived to impede academic women’s publishing by
not assisting and by not providing academic leadership. Participants also referred to
the lack of accountability and availability of senior staff. Although staff development is
often regarded as a line function of senior staff, participants felt that these functions

re often not fulfilled by senior staff, as it was not an activity that senior staff were
expected to report on. It was felt that senior staff, because of their seniority had lower
and lighter teaching loads than junior staff. This often resulted in junior staff
hbving to carry heavier workloads. Participants perceived that, ultimately, heavy

téaching loads undermined their ability to publish

htmy participants reflected on ways in which women, who are often in junior
p

sitions, were compromised by having higher workloads than senior staff
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members. They noticed how workloads of junior staff beleaguered their
publishing endeavours: |

...l was at lecturer level for 15 years. And, because of that,
one gets lumped with all sorts of things. (Int,6)

We get even heavier workloads than the people at the
top. Instead of the people at the top actually getting
more work, they just get less. Men at the top get smaller
classes and we are left with bigger classes. (FG, 1).

Workload is major. Workload becomes major because
the lower the level, the higher the workload. The lower
the level, the higher the admin. The lower the level, the more
students you have. (FG,2).
From these excerpts it is apparent that participants view academic women who are in
junior positions, as having higher workloads and thus having less time to engage in
publishing than senior staff members. These sentiments indicate the perception that
senior colleagues are more supported or that seniority allows for access to more
resources which may disaggregate to more opportunities to engage in research and
publications. Junior staff seem to be making a plea for developmental programs which
ould facilitate their progress from junior positions to allow them to enjoy the ‘benefits’

and access to resources, of senior positions.

eferring to another level of expected support, participants frequently mentioned the
role of the research office in their institutions. Many participants felt that more skills
development and training programmes should be located in this unit. They believed that
better co-ordination of research activities driven from this office would enhance their
publication rates. Sentiments expressed in the following quotations are indicative of
spme of the negative perceptions and experiences that participants have of the

research offices at their respective institutions.

...They seem to be performing an administrative kind of
role. Not a kind of academic mentoring at all. (Int,2).



..I must admit, | was not pleasantly surprised when |
experienced our research faculty, the Research office.
When | started here, | was very enthusiastic. It took me
about six months, to find out the procedure to apply for
funds for research projects, how to register research
projects, how to apply for funds, the rules of the game. |
even went to the research office with seven questions.
To one of the questions | was given a straight forward
‘No! They can’t help me with that one’. And for six of the
others, 1 was pointed to other people. Either pointed to a
Prof. in a neighbouring department saying, ‘He's the one
that does a lot of NRF stuff, go and find out from him’. |
wanted to find out about getting ethics clearance about
projects, and was told to go to MRC for their booklet on
ethics. You know, things like that put me off. (Int,8).

C(early, the participants’ expectations from this office were not being fulfilled

Pirticipants felt that the research office was not providing a mentoring and supportive
e

vironment, but that this office was more involved in administrative duties. Some
pérticipants reported that this unit did not assist, but rather seemed to be channeling
isbues of research development to elsewhere in that institution, or to other institutions.

TJe excerpt below captures the sentiments of some of the participants who felt that the

rgsearch office tended to shift the responsibility of research development to other

sectors of the institution

A couple of years ago we tried to establish a black
women's research forum, to develop a support system.
We went to the Dean of Research, and wanted to know
what support his office could give to such a process.
Whether it was admin support, seminars or the like. He said
that it was an issue we should take to the Gender Equity
Office. Once again | found that this was complete
misrepresentation and distortion of how gender issues
are dealt with at this institution and at many other
universities. It's marginalized! It's not infused! Each
Dean, and whoever has a particular portfolio, should be
taking gender issues on board. The primary concern was
research development. It was the research that he [the
dean of research] should be looking at, and whether the
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target group happens to be black women, was secondary.
(Int, B6).

Rbsponses indicate participants’ expectations that the research offices

sITlould be much more involved and play a more active and supportive role in the
rgsearch and publication projects in institutions. Local literature suggests that
the development and training in publication skills would assist academic women
in their publication ventures (Shefer, van Niekerk, Duncan & de la Rey, 1997).
Participants believe that support from the research office would assist in the

development of positive attitudes towards publications and research.

Institutional assistance was not always readily available to assist staff with their
submissions to external reviewers. Some participants reported that the
comments on their submissions from review panels were often harsh and

demotivating.

On the occasion that | sent something to a journal,
and got back a kind of negative review, | never re-
submitted it. (FG, 3).

... It's intimidating when you send the paper out and it
comes back. For the first time publishers, the reviewer’s
comments are harsh. You [feel you] can just put it away
and forget about it. ....But it also depends on whom you
know. If you know somebody and you are good friends
with them. And they’re on the editorial board, then they
just make it easier for you. (Int,1).

These quotations highlight the way in which negative feedback may serve to

bstruct and discourage publishing by new authors. As has been argued

o]

dlsewhere, support for new writers to deal with such feedback is required
(Puncan, de la Rey, Seedat & van Niekerk, 2001). Overall, participants were critical of

their institution’s lack of support, which they believe, began from their initial

employment. Some participants expressed a lack of orientation in institutions which
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rehdered them unaware of their obligation to publish or the relevance of publications to
adademic credibility; for example:

. when | started | was not conscious of my research
role at all. | was told about it, about five years or six
years down the line. | resented that | was expected to
publish. | felt | was working so hard. And then, only when
| realised afterwards, how some of the colleagues were
benefiting from the choices that they had made, and | was
penalised for the choices | had made.Then | got involved
with so many other things, that took me further and further
away from a research focus. (int,6),

. Suddenly you hear from all over, ‘But you have to
start publishing’ and ‘You haven't published’. Then, when
you hear about the promotional criteria, the first thing that
comes up, is your publication record! For funding
purposes, ‘How many publications do you have?’ Then
suddenly you realize. (Int,9).

.. When you come to the university, nobody teaches you
how to publish. You are on your own and reading what
other people have published. That won’t give you much
confidence. (FG,1).

These quotations illustrate that participants clearly had no orientation with regard
tg the significance and relevance of publishing to their academic careers.
rticipants clearly feel that senior staff and the institutional research units could

pjay a more supportive role in assisting them in their publishing endeavours.

Summary

he findings highlight many of the particular challenges experienced by
the participants at the selected HBUs. Many of the participants reported barriers
that linked to the historical-political legacy of the perceived inadequacies inherent
in HBUs. Challenges experienced by the participants at these institutions were

frequently perceived to be compounded by deeply ingrained patriarchal values
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that continue to exist in the governance structures of many HBUs (Subotzky,
2(001). The subjective reports of the participants allude to the cumulative effects

of obstacles at personal, departmental and institutional level that have a negative
impact on their publishing endeavours. |

P;|articipants’ reports indicate that they felt that their publishing ventures

were not supported institutionally. Furthermore, many of the participants made
reference to the ways in which their socialized identities impeded negatively

on their ability to publish more frequently. |

Chapter Seven presents the interventions that participants recommended to

assist them in their publishing endeavoursj
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APTER SEVEN: CREATING A SUPPORTIVE
PUBLISHING ENVIRONMENT

THis chapter focuses on the strategies that were proposed by the participants to
assist them in their publishing endeavours. As with Chapter Six, this chapter
utilizes the qualitative data that was generated by the interviews and focus

grbups as by well the open-ended question on the questionnaire.

The chapter presents the strategic interventions that were proposed by the
participants to support their publishing activities. The key themes that emerged
from the participants’ subjective reports related to institutionalized initiatives such
as:
e The availability of institutional orientation and induction programmes
e Institutionalized staff development programmes

Co-ordination of institutional research and publication activities
e The need for networks and mentors to assist their publishing efforts

¢ Incentives to improve publication records.

Tlﬁe participants believed that the introduction of such interventions would assist
thbm in their publishing endeavours, as many of them felt that their relationship
with publishing would be enhanced by institutionalized development and training.
The findings presented in Chapter Six alluded to many participants’ lack of

confidence with publishing; participants reported that development and training in

publication skills may contribute to their ability to publish more regularly.

A*s was the case in Chapter Six, many of the themes that emerged from these
p#oposals, overlapped each other.
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Interventions at institutional level

vaelopment of institutional orientation or induction

programmes

As emerged in Chapter Six, many participants proposed that induction periods
for new and junior staff, be offered at institutions. Participants reported that it was
often assumed that newly appointed staff were familiar with the expectations of
academic careers. The participants proposed that formal induction periods be
offered, to allow new staff opportunities to familiarize themselves with the

a¢ademic environment and the expectations of their academic positions.

Aijthough, the orientation of new and junior staff is often regarded as the function
arLd responsibility of deans, professors|and departmental chairpersons, this
ofientation is often informal and not as intensive as a formal induction period.
Participants felt that a formal, structured induction period would be beneficial to
new staff. Orientation periods were considered to be especially beneficial to
academic women because of their late entry into academia, they are often
baffled by policies and procedures that are (covertly), communicated within the
‘old boys’ networks’ (Aisenberg & Harrington, 1988; Bagilhole, 2000; Lorber,
1994; Evans, 1996; Halsey, 1992; Kaufman, 1978; Subotzky, 2001). It was felt
that academic women’s unfamiliarity with the academic environment, may also
contribute to the perception of women as ‘other’ academics, since they seldom
have overt access to the ‘centers of knowledge’ and governance of academies
(Acker, 1992; Henry, 1990; Toren, 1999; Welch, 1990). The excerpts cited below

indicate the participants’ opinions in this regard:

...] think it's a great shame that there is no induction

programme for staff. (Int, 5) |
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An induction programme would definitely help.
Because that will already explain how things are done,
how [things] work, the expectations. The horror story, [is
that] my probation period was done in reverse. (Int,8).

Tﬁe following quotation highlights a participant’s proposal for the orientation of
newly appointed staff members. Although Inot a formalized induction period, this
proposal suggests a form of individual and specific orientation with regard to the

adademic expectations:

....A little bit of development would help. But it would
probably work if it [development] is de-routed to the
Deans. But, | definitely feel that, if a lecturer starts here, it
doesn’t matter at what level, especially if it's a junior lecturer,
they should be taken aside and [told], ‘This is what your
priorities are, this is what your responsibilities are,
here’s Five Thousand Rand! We want a publication out
of that, or a conference, or an abstract out of that’
Something to play with, to start off with. Because many
junior staff don’t have funds of, their own, in any case.
(Int,8). !

Itis apparent that the participants believed that induction periods would provide
wLmen with an orientation towards the various aspects of academic careers and
especially with regard to the institutional expectations of publications and
rjsearch. The participants felt that such |induction periods would eliminate the
réality that some women did not realize that they were expected to publish, as

wias cited in Chapter Six.
development of institutionalized staff development programmes

The participants indicated that there is a dire need for staff development
ptogrammes that included the training and development of publishing skills for
atademic women. The need for the development of publication skills was
jgarded as important by many academic women, particularly for black South

frican academic women, as presented in Chapters Five and Six.
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p
academic careers. They thus proposed that staff development programmes be

Mjny of the participants were aware and acknowledged the importance of

blications for their academic credibility as well as for progression in their

intfroduced to support them in achieving the goals set out in the NPHE (CHE
report, 2000/2001,p. 72). The participants believed that institutionalized staff
development plans were needed eradicate some of the covert barriers which
cdntinue to render women as ‘outsiders’ in academia. These sentiments, are
syccinctly asserted by Subotzky (2001,p. 67)

The change process must become properly institutionalized.
In order to avoid continued marginalization, it should come
from the periphery and insert itself at the center of the
institutional process: within academic and strategic planning
activities and quality assurance processes. In order to do
this, several simultaneous and co-ordinated transformative
and planning initiatives at institutional level are necessary:
curriculum development; addressing the micro-politics of the
academy; updating practices around promotion, rewards,
recruitment and retention and most importantly, staff
development. :
Although some participants felt that development in publishing skills may be
‘Piggy-backed’ into other staff developmerit initiatives, the majority of participants
expressed the need for institutionalized staff programmes. The following
quotation highlights the urgency of staff development for academic women as

e*pressed by a participant:

...Each Dean, each person whoever has a particular
portfolio should be taking gender issues on board, | think
what is needed is collaborative writing initiatives and
projects, where black women develop confidence in
their writing style and in their writing skills. I’'m proposing
that Gender Equity should be mainstreamed. 1t should be
part of a bigger equity forum. At the moment our
construction of equity is very much gender bound. It's
very much limited to women staff members. There isn’t
enough visibility and shared ownership and responsibility
for equity. And it needs to go beyond just having equity
targets. The Employment Equity Plan does challenge people
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to report on what they're doing for mentoring and those kinds
of things of women, amongst others, to advance women in
research or women's research in the black women. The
other thing that needs to happen, is that our data needs to
be equity sensitive. At the moment it is not. We need to
zoom in on how many women get stuck in a particular role.
How long does it take for them to complete their degrees?
These needs should be put on the tables of Deans. And
they must provide answers : ‘This is what is happening,
but what are you doing about it? It should be dealt with at
committee level. It should be dealt with at facuity level.
So, if it’s faculty based, then at least it’s more inclusive
and gives everyone a chance to engage. But faculties
must be challenged to find ways of to ensure that there's
more balance in terms of who is doing research and who
is involved in other activities in the faculty. (Int,6).

TIe following excerpt illustrates a proposal for staff development initiatives such

as workshops, with a specific focus on training in publication skills:

.... Workshops for people who never publish. Maybe, if
one can have half a morning of workshop, especially
explaining how to go about it; and pointers like: ‘it's not
only your research that you can publish’. | think that would
be helpful for the new academics coming in. (Int, 9).

These proposals reflect the participants’ perceptions of the urgency of
instutionalized programmes that are designed to assist and support academic

omen to publish. Although these programmes may be targeted at new staff, the
ekisting staff would also benefit from attending these sessions. Participants
believe that such interventions would contribute to improve their confidence with
publishing. |

Go-ordination of institutional research and publishing activities

articipants felt that the co-ordination of institutional research and publication
ctivities would assist them in their publications. They expressed the need for
ccess to information relating to institutional publication activities which they felt

ould assist them in doing collaborative research. Participants also felt that an
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adcessible and available data base of colleagues who were involved in research
that was being conducted, would serve a two-fold purpose. Firstly, it would
provide information on staff members currently involved in research and topics
that are currently being researched. Secondly, the data base may also serve as a
forum for the acknowledgement of researchers and authors at an institutional
level. Public and institutional acknowledgement may also be regarded as an

inbentive to imminent authors.

Tie following quotations illustrate some proposals that participants felt would

agsist and encourage new and aspirant authors:

....If the [people] at Research Office could send out a one
page or two page brief on research and publications in
the institution. Maybe, just a two page document from the
Research Office with ‘Congratulations!’ to whoever, this
project is now complete!. (int, 9).

... There should be a data base that one couid log into just
to see if who has published. Who’s published what? in
what? There should be something that you can tap onto
somebody’s name and see all the publications that they've
completed. So that somebody who is new comes into the
system and clicks onto that data base and sees the type
of research in the field and the researcher. (Int,2).

was discussed in Chapter Six, many participants felt that institutional
search Offices could provide more of g developmental and mentoring
role than was currently being done. The following quotation illustrates a

participant’s proposal for the role of the Research Office:

... there should also be a lot more done in terms of the
facilitation of research from the office of the Dean of
Research. Not just reporting on where there's funding and
whatever, but actually having workshops. [For example] a
meeting for confidence building emphasizing the fact that
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other women are doing it, gender training where a woman
researcher comes to speak to us about publishing. (Int, 6).

Some participants also felt that the Research Office should take more
responsibility for monitoring publication records at an institutional level, to
alleviate the barriers that staff may be experiencing with regard to publishing.
Tlﬁe quotation below highlights this point:

... When one wants to do a publication or if one wants to go
to a conference, that's where[research office] one is
supposed to get answers. If you want to find a mentor for a
specific topic and you have an idea of who the mentor
should be, the Research Office should guide the process,
because they’re supposed to know who is active in that
field. Someone in the research office must be able to track
publications to identify that someone is not publishing. They
must do something [about it], like looking at the workload,
looking at the many [other academic] obligations and things
like that. (Int, 8). :

The majority of the participants were in strong agreement that better research co-
otdination and facilitation of the development of research skills, driven from the
Research Office, would go a long way to support academic women in their
publishing endeavours. The proposals recommended by the participants provide
simple, yet effective ways in which this office should assist women in
sfrengthening their publication skills at an institutional level. These are the types
of mechanisms that NPHE (CHE report, 2000/2001) envisages for the

suistainability of research and publication activities, especially at HBUs.

Need for networks and mentoring to assist publications

Many of the participants referred to the need for mentors and networks within the
institution. The participants felt that mentoring and support networks would assist
them in publishing. This concurs with the literature that academic women need

entors and not role models (Fester, 2000; Henry, 1990; Park, 1996; Williams,
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2q00). Many participants regarded networks and mentors as facilitating factors
thit may provide a basis for the development of a conducive environment that

would support and assist academic women in their publishing ventures.

The following excerpts illustrate the participants’ views relating to their needs for
mentoring and support groups at an institutional level:

...I'm sure any kind of mentorship, mentoring helps.

Definitely. (Int,2). |

. If you get people available to read and assist you with
the writing, | think that will help. Perhaps within their
department or in their field of interest. (Int,9).

Sjsme participants referred to outside networks that often played a mentoring and
S

pportive role in their publishing endeavours. The following excerpts provide

e#amples of participants’ positive experiences as members of outside networks:

. if you have a little group that you can join, and work
together. Like the Writing Centre, where you can take your
work in progress to be read. When | think about it, it
sounds absolutely brilliant. You just need somebody to
give you feedback. It will be great if you could go to
somebody and say, ‘I've written this paper. I'm a bit
worried, whether its acceptable, whether its readable. Won't
you just read?” Even if it's not the field of study, I'm
certain they can just read it for the English. Somebody
else reads it for the content or the technical aspects.
(Int, 4). i

... we had a group of people with whom we are going to
do some reading together. And we had some video
conferencing links with Sweden. So, it's wonderful!
Because it's just the sharing and talking about it, that
makes you feel less isolated. And you can actually share
some ideas. It makes you realize that your ideas are not so
bad. So, in general, it's good to have some networking going
and | think we can do more of that. (Int, 4).
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Crarly, the participants who were members of outside networks found these

networks to have a positive impact on their publishing endeavours.

Flﬁrthermore, some participants referred to other processes of mentoring and
néMorking in which academic women are often involved. These processes are

frequently taken for granted and not regarded as acts of mentoring and
networking as the following quotation illustrates:

... | think, as women in academic departments, we need
to be mentoring our women post graduate students as
well. Because it is also about introducing a culture of
research. (Int,6).

Sbme of the participants referred to the establishment of ‘women’ committees
and women’s fora. It was strongly recommended that these committees be
institutionalised. Participants felt that such committees would provide a platform
far women to develop strategies to support each other in their academic careers.

The following quotation illustrates the level of institutionalisation of a ‘women’s

committee’:

... 1 think we should have a women's forum, or a monthly
meeting for interested women. And [there] we could discuss
the problem and then find a way of making the topic
known to the university. Maybe form a committee, maybe
to be linked to senate or something so that women and
the structure have power. (int,1).

The following excerpts reflect the sentiments of participants with regard to the

aim and role of such ‘women committees’:

... Women researchers should be treated as a group, in
the sense of that they should be aware of each other. And
they should start their own network. But apart from that,
not as an antagonistic network towards the Old Boys’
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network, but rather a supportive one. But if we don’t
help each other, we’re not going to be helped. A
publication network, | think, just the fact that women are
aware of difficulties that others are experiencing will
already help. Maybe you throw ideas together. There might
not even be something very productive coming from it,
but even if just on an emotional level, it will also help. But
if the women’s network does not get some or other
degree of power behind it, it's not going to be of any use.
(Int, 8). |

form women committees, because most of the core research
committees that we have in the institution now are male-
oriented. There should be committees of female
concerns, consisting of women, and these committees have
to consider to women’s problems and their positions in
society. (FG,1).

omen academics clearly support the |notion of supportive institutionalized
networks. Responses indicate that many of the participants are in agreement that

networks would facilitate the publishing ventures of academic women.

Furthermore, many participants felt that mentors would assist them in their
publishing endeavours. But, as many |participants reported, many of their
institutions did not have induction periods, staff development programmes or

entoring programmes. With regard to mentoring, (although none of the selected
institutions had institutionalized mentoring programmes), some participants were
very positive about the prospect of women mentoring other women as is

ilI‘ustrated in the following quotations:

...] think probably it would be good if we had, but here we
have very little contact with each other, over the
campus. (Int, 4).

...] find it very valuable that | belong to a thesis writers’
group, at another university. (Int,7).
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Other participants were more wary and hesitant in their opinions of women
mentors and were cautious in their support of women as mentors. This is

reflected in the following quotation

... | think a mentor is always a good thing. | think it's quite
an individual decision. It all depends on the person. |
think it's quite a difficult thing to say can you rely on
women. It all depends on who it is. Some will and some
won’t! (Int,2). :

A#other participant was very clear in her perception of support from

wbmen who had recently been promoted:
she becomes aman.  (FG,1).

Itlis evident that participants had deliberated on the role of mentors and
nétworks. Many participants, because of their positive experiences in outside
networks, felt that institutionalized support|groups would assist academic women
td publish more frequently. | |

Increased funding allocated to publications

Pbrticipants acknowledged that institutions provided the author with an amount of
rrloney for research projects. Institutionally — determined monetary allocations
are available to the author, when the article has been published in an accredited
jaurnal. The institutional funding allocations, however, differed between
institutions and often participants reported that funding allocations to authors at
WUs were considereably higher than the funding received by authors at HBUs.
is may be attributed to the fact that HBUs often experience financial
constraints, usually generated by the historicai-political origins of these
institutions (Bunting, 1994; Cooper & Subotzky, 2001; Subotzky, 1997, Wolpe et

/, 1997). Financial constraints continue to exist at these institutions and
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thérefore HBUs are often unable able to fund authors at the same high levels as
HWUs

P#rticipants proposed that institutional contributions be increased to serve as
inbentives for academics to improve their publication rates. Financial incentives
in|particu|ar, were mentioned and one participant suggested more coercive

di#ciplinaw action as is illustrated in the following excerpt:

....people really feel passionate about money. That's the
one thing that they do feel passionate about. | mean that’s
not to be sneezed at. As far as I'm concerned, it should be
enforced by the university: if you don’t have a
publication, say every two years, there should be a
disciplinary hearing. | mean, that sounds quite strong. But

if you really want your university staff to publish, then that

is one way to go. (Int, 2). .

Tbe following quotations are examples of some participants’ views on the value
of financial incentives with regard to publications:

| got about Five thousand Rand and that just started
the ball rolling. So, | suppose, for an initial search or
researchers beginning to do research, they should be given
some incentive. Or to have a little start-up fund, that gets
somebody, without a record of publishing, started. They
can actually start up. (Int,4) |

.... | think money is a great motivator. If we may just
emphasize again, spell out, the positive balance. To make
the effort, is worth the while. (Int,7).

dlearly, participants believe that funding for publications is a key incentive to
publishing.
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Participants’ proposals for interventions ito assist academic women in their
publishing endeavours at an institutional level, provide clear and practical ways
for institutions to create academic envionments that develop and support

academic women in their publishing endeavours.

Interventions at departmental level

A#sistance with regard to teaching loads at departmental

lelvel

Pérticipants also proposed intervention strategies that may be used at
départmental level to assist and support them in publishing. As has been
oﬁsewed frequently, because women are often in junior positions, they usually

rry heavy teaching loads and teach courses that require intensive student
involvement (Lorber, 1994; Harper et al., 2001; Henry, 1990; Morley et al., 2001,
Park, 1996; Subotzky, 2001; Welch, 1990; Williams, 2000). The following
excerpts elucidate how the participants construct their lack of access to
résources, because of their junior positions, as barriers to their publishing
endeavours

We type our own notes. | type all my letters. The only
thing | ask the secretary to do, is to maintain contact with
the students. But everything else, like typing up the
curriculum and evaluation forms, | do on my own. |
think that, if there is more efficiency and assistance in that
respect, it will save us time, to do our research. Job
descriptions must be clarified for non-academic staff. For
instance, the secretary does her secretarial work. This will
decrease the load on the academic staff, making more
time available. The technician can be taught to record the
marks. (Int, 2).

...Professors could do their own admin work, or organize
their departments well so that people in junior positions,
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have more free time. They would be able to achieve their s
senior degrees and publish. (Int, 1),

Th*e excerpts reflect the ways in which the participants experienced their workloads
as} extending beyond teaching, to include general secretarial duties. Participants
fellt that colleagues in junior positions more often experienced these ‘extensions’ of
wdrkloads. These same duties were seldom expected of colleagues in senior

pqsitions, as many of the senior colleagues often had more access to
administrative assistance?®.

The participants also proposed strategies to decrease their teaching load for
specified periods during an academic year. They felt that ‘relief from teaching
duties, for these periods, would allow them time to engage in publishing and
research more regularly, than when carrying their full teaching load throughout
the year. Many participants felt that such arrangements should be departmentally
ca-ordinated so that they did not use their official study leave. The following
qqotations highlight the need for relief from teaching duties as expressed by
sgme participants:

...It's an internal arrangement! You're still here and attend
all your meetings. But for a specific term, you have a
lighter teaching load. You go on with your supervision of
postgraduate students, because now you can just focus on
your research. But you don’t use any of your leave
benefits. Except when you go to another university. With
women, it’'s obviously not so easy, because you can’t take
your family with you. So this kind of leave helps because
can do your research at home. (Int,4).

... You shouldn’t be lecturing continuously for the entire

year. You should have time off, where you just focus on

your writing. (Int, 3). 1
A| participant also referred to another departmental strategy that may contribute
abademic women’s publishing

» |This theme, relating to senior staff, will be presented later in this chapter.
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... 1 had contact with the computer science department of
another university, and at a certain time, they meet, not for
a meeting. At this institution departments just meet for
meetings. We don’t meet occasionally. You can only
encourage or you can create the environment which is
conducive, an environment, a context, in which to do
research. (Int,4).

The proposals presented by the participants illustrate their commitment to
research and publishing, as well as the extent to which their workloads limit their
time and thus their ability to engage in publishing. They also make some simple
and accessible suggestions as to how their workloads may be shifted or re-

arfanged in order to create more time and space for publishing.

A#sistance from senior staff

As emerged in Chapter Six, junior staff felt unsupported by senior staff. The
participants made proposals relating to the support and assistance that senior
staff could offer, to improve their publishing ventures. Many of the participants
discussed the barriers that they experienced with their heavy teaching loads,
which encompassed a wide range of duties and responsibilities. They felt that
pressure could be alleviated by the assistance and support from their senior
calleagues. The following quotation elucidates the opinion of a participant with
rjgard to mentoring:

. For professors and people who receive a lot of
funding for research, one of the conditions for that
funding, should be that they should involve someone
from a designated group [namely], a disabled person, or a
black woman or a biack person. (Int,6).

any participants felt collaborative publishing and joint publishing with senior
colleagues, who had experience in publishing, would be significant interventions
that would assist them in developing confidence in publishing. Furthermore, such

collaborative work may also contribute to synergy and mentoring between junior

197



and senior colleagues. Participants felt that collaborative ventures would assist in
more frequent and regular publications resulting from the supportive environment

eétablished between junior and senior colleagues.

Tﬁe following quotations illustrate the participants’ proposals for collaborative

w¢rk between junior and senior colleagues:

...if it were possible to join up with seniors to do research,
especially if you are not comfortable with your own
research skills. (FG, 1).

the HOD should do research profiles within the
department and plan team research projects, even if it is
to do work regarding the student marks or something like
that. It could even be some educational aspects of the
course, where we all have different fields. Research in the
department will help because then we would have and
may even give talks. (Int, 3).

From these excerpts it is clear that participants experienced their junior positions
and their attempts at publishing as being ‘outside’ of the academic centers in
their institutions. There was a strong sense that participants wanted to be
entored and encouraged, by senior colleagues, in their publishing endeavours.
'"I'-t'nis was especially evident among participants who were not very confident vis-

alvis their publication skills

Interventions at personal levels

significant feature of the participants’ proposals was their ‘silence’ on
jterventions at their personal levels. None of the respondents proposed any
strategies, in their personal lives, that would assist them in their publishing
ventures. This finding may be attributed td the deeply embedded socialization of
traditional values, where women are expected to take sole responsibility of

omemaking and child-rearing and whereby women find it easier to challenge
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ingtitutional structures and policies than to challenge the ‘infrastructure’ of their
plate lives at home. Often women are able to articulate their difficulties that
occur outside the home more readily than they are able to challenge traditional,
patriarchal practices within family situations. This finding is also evident in the
lack of a discourse on power by participants.

hdme, while the family situations and ‘private lives’ of women are more or less

b

This indicates the strong antithesis on the emphasis on barriers outside the
‘s%/ept under the rug'. It is therefore apparent, that although women recognize
that traditional, patriarchal values embedded in their socialization often create
barriers to their publishing productivity, there is a general ‘silence’ on strategic
interventions to assist them on this level. McDowell (2002) refers to this when
she states that associations with power in the home are often ignored in analyses

ofl the social meaning of the home. N

Another interpretation of the ‘silence’ may be that the participants experienced
their homes to be as supportive as homes could be. This notion is also
elaborated by McDowell (2002) who highlights that the historical meaning of the
home, in which the lives of middle-class women were secluded while their
husbands went to make a living. Deeply entrenched socialization processes often
unhderpin this uncritical stance of the nature of domestic sites. Domestic life is
frequently taken for granted not only by a large sector of society, (reared in this
value system), but also by women themselves, who are socialized to embody
domestic virtues. |

aim of the current study is to assist women academics by allowing
them to develop strategies for themselves that would ‘create space’ for

publications. Some participants indicated that they were prepared to make

concerted efforts to increase their publications. The following excerpts provide an
indication of the participants’ personal commitment to publishing:
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..... Next year, when my children are all at university and
my youngest one is going to boarding school, maybe I'll
have a little bit more free time. Then | can up my rate to
two articles a year. (Int,2). |

.... ’'m going to make that sacrifice. I'm getting a paper
together, | need to publish it by June. (FG,2).

th these excerpts, it is clear that participants are committed to publishing and

the promotion of their academic careers, as is evident in the following excerpt:

....1 think for me at the moment, I'll work on finishing my
Masters and definitely after that I'll definitely identify
which part of it would be good to publish. So, Yes! |
must just organize myself and get down and do it. Yes, if
you use the time that is allocated, for research and
publishing. And Pll try not to think ‘Oh, but I've got this
exam to mark. I've got this lecture to prepare’. Because |
realize that research is important. My emphasis on
relevance: what people are researching and publishing
should be relevant to the time; relevant to the profession
and relevant to the university. (Int,9).

From the proposals, it is apparent that the|participants feel that these institutional
interventions would assist them in their publishing endeavours. Clearly,
participants believe that the introduction of such intervention would create

s¢|pportive environments that would enhance their relationship with publishing

Summary

The chapter described the interventions that were proposed by participants at
ifstitutional and departmental - levels. | Although there was a paucity of
interventions on the personal level, the subjective reports allude to participants’

personal commitment to publishing.
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Thi following chapter, Chapter Eight, is the final chapter and presents the central
findings of the study, recommendations; for further studies and concluding

comments to the study. |
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AUTHORSHIP AS A MEANS OF SHIFTING WOMEN

FROM THE MARGINS TO THE CENTERS OF SOUTH
AFRICAN HBUs

Democracy is not just about who governs and how they are
chosen. More important, it is about how they govern, the
institutions through which they govern, and the institutional
identities by and through which they organize different
categories of citizens (Mamdani, 2001,p. 21 & 22).

Introduction

The concluding discussions and recommendations and interventions for further
studies will be presented in this chapter. | will also attempt to advocate the
urgency of publishing as a vehicle to subvert and challenge the status quo of

omen’s ‘voices’ and their academic positions in South African universities. The
primary aim of this study was to explore a group academic women'’s relationship

ith publishing at selected South African HBUs. This aim was articulated through

o central objectives. The first of these objectives was to establish a descriptive
profile of the publication records. The second objective was to explore the
chalienges that the participants experience with regard to publishing, through
subjective reports on their perceptions of factors that influenced their publishing

ctivities.

lthough not a representative sample of all HBUs, the quantitative findings
btained from the completed questionnaires provided a descriptive picture of the
respondents’ publication records, the levels of influence played by personal and
institutional factors as well as their subjective perceptions of their need for

tﬂ'aining in publication skills.
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The interviews and focus group discussions provided qualitative findings of
participants’ reports of the personal and institutional barriers to their publishing
endeavours. The participants also proposed interventions to create supportive

edvironments for publishing at an institutional level.

Key findings

A}key finding is that the participants felt that their publication endeavours are
influenced by both their socialized, gendered identities as well as their positions
inlacademia. The majority of the participants reported on the challenges in their
personal lives that inhibit and undermine their publication endeavours. Many
participants alluded to issues of self-confidence, ‘juggling’ and their socialized
identities as factors that impede on their publishing abilities. Interestingly, though,

no participants proposed interventions to assist them on the personal level.

The participants highlighted institutional difficulties but also tended to draw
attention to the subtle and covert reproduction of patriarchal values which
bécome evident in the gendered roles and responsibilities in these institutions, in
which they, as women, often felt they were extensively engaged, (and were
expected to be involved with), in academic activities that did not contribute to
their promotion to the higher echelons in academia. Thus, for the participants it
seemed as if power and decision-making continued to be male-dominated with
wpmen academics be retained in marginal and lower positions in these
institutions.

The findings also illustrate that the effects of the historical socio-political
inadequacies of HBUs, which were established on the basis of separatist
;Lucation, are often constructed as barriers to the publishing endeavours of
atademic women. As stated previously,| HBUs received lower levels of state
funding than HWUs and although attempts have been made by the

democratically elected government to redress the inequalities of the past, the
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in#dequacies of the historical origins of these institutions continue to

disadvantage staff.

The effects of these inadequacies are evident in the publication rate as reported
by the respondents: Univen had the lowest publication rate. This may aiso be
attributed to its geographical location. This institution is situated in a rural area
with the nearest university located some 600km away. This geographical
isplation from any other universities may have an influence on availability of
rgsources compared to advantaged institutions. Another reason for the fow
publication output at Univen, with regard to geographical location, may be

aftributed to their inability to establish| networks with colleagues at other

institutions. Because of the rural location |of Univen, the staff reported that they
spent extensive time in student counselling and academic development with their

sfudents who often came from very disadvantaged backgrounds.

UDW and UWC, on the other hand, were located in relatively close proximity to
neighbouring HWUs and thus one could reason that the resources at the HWUs
re more readily available to staff at these HBUs than was the case for women

staff at Univen.

The key findings of the study fall into a number of central areas of required
change. These may be categorized as follows: women (and men’s) need for
developing an awareness of their gendered identities and how these impact on
their academic identities and experiences; women's need for publication skills
and support; and the importance of institutional change, in particular, the
challenging of the institutionalization of gender power relations and traditional
gendered roles in the university. In order to adequately assist women in their
ptblication endeavours, the study highlights how alil three areas of intervention
dre required
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Aareness of gendered identities

Pbrticipants reported on their recognition of the need to establish boundaries for
themselves to ‘undo’ their deeply engrained socialization as women in particular
of|the role of nurturers. Nurturing activities by women are very prevalent in HBUs
because of the socio-economic needs and educational disadvantagement of the
majority of the students at these institutions. Participants, on the one hand,
acknowledged the particular needs of their students with regard to special
support, but on the other hand, recognized that these activities were time -
consuming and detracting from their own career development. Furthermore, the
participants were all committed to publishing. They realized that they would have
to make definite attempts to demarcate Lnd reduce their nurturing roles and
stbreotypically gendered activities in ways that would make more time available
far them to engage in publishing. Participants also acknowledged the importance
of publications in bringing women to the centers of research knowledge
ptoduction which have historically been|dominated by men and androcentric

values
Skills and development

The participants recognized their own personal inadequacies with regard to
publishing. Some participants indicated |that they did not require training in
publication skills and only required time to increase their publishing output. The
intersection of race and gender was very apparent: black respondents expressed
that along with heavy workloads and limited time, their lack of confidence played
a| major role in their lack of publishing. White respondents, on the other hand,
attributed their difficulties in publishing more to time and heavy workloads and
rrported that the task of publishing was not an impediment to their publishing

activities
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Alr(hough race was not a specific ‘variable’ in this study, because of the stark
differences in responses between black and white respondents, the analysis of
'th}e data generated was frequently presented to elucidate the differences in
rdsponses between racial groupings. The differences in responses between
blbck and white respondents are evident in both the quantitative and the
qualitative data. These differences are especially conspicuous with regard to
ntmbers of publications and confidence in writing and publishing.

Ahother aspect where the racial difference was apparent was in the expressed
need for training in research skills. It is noteworthy to mention that although a
small percentage of black respondents reported that they were satisfied with their
publication outputs, all those historically classified as African respondents
indicated that they needed training lto improve their publication skills.
Furthermore, all the black participants reported on their lack of confidence in
plblishing.

These findings may be attributed, on thelone hand, to black participants having
experienced the cycle of disadvantagement in their tertiary and academic
careers. Many may have come from HBUs where publications were a peripheral
Zrademic activity. On the other hand, the findings may also be attributed to the

articipants current positions, the lower rungs of the academic hierarchy, where

they were more involved with teaching than in research and publications.

articipants, although they acknowledged their weaknesses with regard to
jublishing, were aware of what they required to assist them in their publishing
ndeavours. Many participants expressed the need for development in writing
nd publication skills. Programmes, such as those proposed by Duncan et al.,
(1998) that focus on enhancing the authorship and publication skills of black

cademics, were recommended for women.
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Institutional Change

All the participants referred to the obstacles to publications created by the lack of
institutional facilities and heavy workloads. This phenomenon was often
perceived to be caused by the lack of resources that are inherent in HBUs, due
to their historical roots in the apartheid regime. But, also appeared to relate to the
subtle institutionalized gender inequality hinging around traditional stereotypes of
male and female work. The participants referred to institutional change with
regard to adapting values and criteria for promotion, given that women are
involved in various other academic activities. Yet these activities, although they
are integral to the academic enterprise, are not acknowledged as promotion
criteria. This issue was salient to the academic careers of participants, because
they recognized that women, who are often in the lowest positions, carried

heavier workloads than people in more senior positions.

The participants were cognizant of the fact that men dominated the senior
positions at departmental and institutional levels. With this consciousness,
participants realized the importance of developing strategies to investigate and
challenge the ways in which the cycle of reproducing men as authors and women
as teachers, could be broken. They also acknowledged that entrenched
socialization of gendered roles had a negative impact on their time to publish and
realized that publishing could be a vehicle to promotion. In this wéy, more women
would be represented in managerial positions, thus giving them more access to

power and decision making in academia.

Given that women were often in junior positions, they also reported on the lack of
support from senior staff members at departmental and faculty level. Some of the
participants expressed their needs for institutionalized staff development
programmes (which included mentoring), to assist them in their publishing
ventures. Some participants also reported on the need for the establishment of

institutionalized women’s networks.
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Recommendations

The central outcomes of the findings naturally lead into a number of areas
nleer, awareness raising at a personal and institutional level; intervention
sﬂrategies geared at developing women's publication skills; and institutional
srpport for women as well as challenging sexist practices within the broader view

of engendering academies. These areas of intervention may be outlined as

fallows.

e Awareness raising and working with internalized oppression:
Participants expressed a need for interventions at personal and
institutional levels. At an individual level, this means women spending time
exploring their gendered identities and how these impact on the way in
which they spend their time and energies in the academy. At the
institutional level, the awareness and investment in publication needs to
be developed among women academics. The lack of awareness and/or
ambivalence that women seem to have about publishing, as well as their
lack of confidence in respect of authorship needs to be challenged. There
is a need to develop an awareness of the value and significance of
publishing, as well as address women's difficulties with this area of their
academic work and development. In this respect, participants also
suggested that in terms of raising such awareness at the institutional level,
this component of employment must be moved from the margins to a
more central position. Publication butput is a vital component as outlined
in recent documents from the Department of Education, namely, the
National Plan for Higher Education, and the New Framework for Funding
Public Higher Education. in these documents the pivotal role of
institutional publication output and its impact on both institutional funding
and the existence of institutions, is described. it therefore becomes
imperative that institutions assist their staff in their publishing endeavours

and, because women form a significant complement of academic staff,
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albeit in junior positions, staff development programmes must be geared
to assist them. |

Intervention strategies geared at women: It also becomes imperative to
develop intervention strategies to assist women in juggling their personal
and academic roles, in order to create space for publications. These
interventions may consist of institutionalized staff development
programmes with a specific focus on the development of academic
women. These may take the form of mentoring programmes, workshops in

time management and training in publication skills.

Institutional changes and support for women: At a broader level, it is
evident that academic institutions need to interrogate their practices, not
only how they subtly reproduce gender inequalities (through work loads,
assumptions that women should do certain things, etc.) but also through
their failure to directly intervene towards the development of women's
authorship. There are multiple ways in which institutions may be able to
intervene and support women's| authorship. This means prioritizing
women's academic development, and finding ways of directly supporting
them through interventions. A number of suggestions in this respect

include:

o The development of supportive, networking structures for women,
such as authorship development forums. Such networks may fulfili
mentoring roles and may contribute to improved confidence with
regard to publishing. With respect to the role of the institution, it is
also strongly recommended that - It is strongly recommended
Research Offices take on a more primary role in the assistance and
mentoring of women in their academic endeavours. Research
Offices are arguably well placed to provide workshops to

encourage publications. It| is further recommended that such
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Research Offices develop monitoring processes to ‘track’

support staff who do not publish regularly, and to acknowledge and
reward the publications of the staff who do publish.

Another important support mechanism would be the introduction of
induction programmes for{new and junior staff, as well as
institutional staff development programmes. These programmes
would assist in the development of skills to meet the expectations

of academic careers.

Arguably, the provision of institutionalized staff development
programmes will also assist institutions to comply with two recently
introduced laws, namely the Workplace Skills Plan and the
Employment Equity Act. These laws were developed by the
Department of Labour as interventions aimed at redressing the
inequities in skills development and employment opportunities,
caused by the apartheid regime?®. The Workplace Skills plan
relates to the regulation whereby employers are encouraged to
develop their staff by offering skills training. The Employment
Equity Act is the law relating to the staff compositions whereby
organizations are expected to have staff profiles which include staff
from all the ‘designated’ groups. Appendix Four contains some of
documentation from theé Department of Labour, that
comprehensively describes the purpose and the content of both
these Acts®.

Institutionalized programmes that are aimed at the development of

academic women will arguably help to retain staff to HBUs from at

3% These documents were downloaded from on-line documents available on the Department of Labour

ebsite.

j’l‘hese could be regarded as changes to the social order referred to in Chapter Two.
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least two of the designated groups®', defined by the Department of
Labour. The implementation of such programmes would enable
institutions to ‘grow their own timber’ in order to attain equity targets

and sustain high levels of competency of academic staff.

The provision of institutionalized training that focuses specifically on publication
skills may contribute to improving academic women’s relationship with
publishing. The fostering of this relationship may contribute to more regular
publishing. Importantly, training in publication skills will provide academic women
with a resource to improve their publication records and thus be able to fuffill

promotion criteria.

Limitations of the study and recommendations for further

studies

Methodological considerations

The major difficulty that | experienced in the methodology of this study related to
the co-ordination of the focus groups and interviews. Researchers conducting
studies of this nature should consider the advantages of making use of
fieldworkers at respective institutions to eliminate the dilemmas of co-ordinating
meetings of participants for the study. For example, ‘contact people’ at selected
institutions would have facilitated the process by their ‘internal collegial
networks’. Because | did not know a single staff member at UDW or at Univen, |
had to rely on IT communication to establish these groupings. But the assistance
of fieldworkers will not overcome all the hurdles as even at my own institution,
the co-ordination of focus groups was a difficult one. it is difficult to make

recommendations for the co-ordination process of focus groups with academics

31 The Department of Labour has identified designated groups to be ‘black, women and disabled persons’.
See Appendix Four- Employment Equity Act.
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siEce time-schedules are difficult to co-ordinate and participants may not always

want to be in groups that have been co-ordinated along departmental lines.

Ahother limitation of the study relates to the small sample size for both the
q{:alitative and quantitative parts of the study. Researchers need to develop
strategies that will encourage participation in such research projects. As

entioned earlier, only three out of the eleven HBUs were selected for the study
and thus the findings are not representative of all academic women at HBUs. A
b*aoder, more representative sample of all the institutions in South Africa would

bé an important next step in this research

There were clearly limitations related to the survey-questionnaire and its
analysis. For this study, the database that was established and consequently, the
\Atay in which the data was entered, allowed for limited forms of statistical

anipulation. In this respect it is recommended that when the quantitative data is
collated, the database be established in a way that enables the data to be
analyzed at a deeper level. This will ensure that the data is able to be subjected

td) regression analysis, anova and other more complex analyses.

Another weakness of the questionnaire used here is that it relies on composite
ategories such as ‘family commitments’ which might refer to a range of issues. |
Iso propose that the factors which respondents report to influence their
ublishing abilities be analyzed and ‘unpacked’ further. For example, the factor

‘family commitments’, should be able to be deconstructed into its various

c#omponents by participants and they should be able to articulate the relative

influence of each these constituents on their publishing abilities. For this study,
owever, the quantitative data was not intended to be an analytical tool but to
rovide a descriptive profile. There was more concern with the analysis of the

qualitative data in this respect.
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Proposals for future studies

Bécause the response to this study was skewed, with 39% of respondents being
white, recommend that a study needs to be done focusing more specifically on
black women academics with regard to the challenges they experience in HBUs.
This full audit should include: their tertiary careers (where and the type of
institution where they studied); their mentoring experiences; length of time of
their employment in the academy; period of time in various positions in the
academy; composition of their academic workload (teaching load, administrative
load and committee load); perceptions of the value and significance of
p{;blishing; how they report on their publishing endeavours (barriers and support
systems)

In order to gain information about all academic women in South Africa, | also
recommend that the proposed audit be conducted with black and white women
academics at HWUs. These studies would provide insights into identifying
interventions to assist academic women in their publishing endeavours. The
intention of these interventions should be to foster a positive relationship for
academics with publishing. This sentiment is succinctly stated by Potgieter and

oleko (2002), who believe that institutions need to foster and develop black

omen academics and ensure that working conditions are supportive for their

particular needs

In general more qualitative work looking at women’s positions in academia and in
articular their relationship to publishing is needed in South Africa. For example,
further study that would provide useful data with respect to the knowledge base

for feminist inquiry is a study exploring how women assist or do not assist each
ther in an academic context. Such a study would provide insights on both the

henomenon of ‘queen bee’ as well as the mentoring of women by women.
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Conclusions

Although a democratic dispensation now exists in South Africa, there have been
few initiatives from national or provincial government structures to redress the
inequalities and inadequacies which exist in HBUs when compared with HWUs.
HBUs are often still characterized by inadequate infrastructures, lack of facilities
afd understaffing. The impact of such inadequacies causes heavy workloads,
large amounts of administrative duties and high demands for academic
development. There is a dire need for academic development at HBUs.
Historically, these institutions were established for disenfranchised people from
disadvantaged communities, yet student profiles at these institutions have not
changed significantly. Currently the/ majority of student populations at HBUs are
still from disadvantaged communities. This makes academic development a
crucial component of the academic project at these institutions. The cumulative
consequences of the responsibilities of academic women at HBUs, leave very
Iiﬁle ‘space’ for research and publications. Thus it becomes important that we

dbvelop strategies to consciously create ‘space’ for women’s publishing.

Women, especially black South African women, are often referred to as ‘silent’

his preconception must be examined in order contextualize the ‘silence’ by
recognizing that silence is usually associated with power and powerlessness
(Guzana, 2000). During the examinations of the concepts of silence, there must

e a recognition that dominant social groups often control the channels of
cbmmunication and that the notion of ‘silence’ may, in fact, result in women
iccepting subordination and/or submissiveness. It may also be argued that when
écademic women do not challenge androcentric cultures, which often dominate
dcademies, they may, in fact be accepting their own subordinate status. It is
therefore conceivable that academic women’s ‘silence’ may contribute to their
lack of confidence and vigor in claiming their full membership as academics who

ontribute to knowledge production in academia.
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Mama (2000) maintains that women need to realize that writing and publishing
offers them an opportunity to maintain their sense of identity by retaining self-
respect. Through writing women may be able to challenge the paradigms of the

patriarchal social order and dominant ideology. She continues to assert that

Many voices are surfacing in these times of shifting
boundaries and changing subjects. However, in contrast to
the verbal cacophony, the written space remains exclusive,
retaining boundaries that ensure writing is produced as
unevenly as it is distributed... The printed word continues to
be largely monopolized and mediated by a Western- and
male dominated international intelligentsia... (Mama, 2000,p.
20)

Fd)r want of a suitable and emphatic closure to the study, would like to use the

following quotations as a conclusion to the current study:

Wiriting is hard: it involves confrontations with critique (from
others, and often more harsh, from oneself), ... co-operates
with conventions, it requires engagements with public
accountability, it demands a self (Bennett, 2000,p. 10).

.... Writing is the end product of a long-term engagement
with words and ideas..... women must emerge confident that
their voices and ideas are important and that they can
contribute to knowledge production (Prinsloo, 2000,p. 56).

Imagined communities of all kinds have relied on the written
and published word: Commandments carved on stone
tablets, Koranic codes of behaviour, and laws of all kinds are
written....producing written texts has been an essential
strategy for the exercise of power...Like the proverbial maid
who must know her master well enough to anticipate his
every whim, writers from the periphery are required to be
versed in all the master texts ever produced in the belly of
the beast that devours us (Mama, 2000,p. 20).

As academic women, and especially as black South African academic women,
\Ate are required to take stock of our own lives, view our circumstances and
P

sitions in the academy and in society, and go on to develop strategies to
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eﬁ‘able us make use of our available resources in order to ‘create’ time for
p¢blications. These interventions should enable us, as academic women, to use
our publications as a mechanism to enable us to shatter the ‘glass ceilings’ that
curtail our full membership to the academy and our complete citizenship in
society. We need to take seriously Mama’s position that writing is a political,
subversive and transformative act (Mama, 2000). We, as South African women,
are thus urged to contribute to the global economy of knowledge production and
our own empowerment by our publications. Furthermore, it is imperative that we,
and not the interviewers or researchers, become the authors of our own life-

stories and our own academic work,

My personal challenges in completing this

dissertation

he writing of this thesis was one of my most humbling life experiences. For me,
this was a mammoth academic endeavour that regularly eroded my self-
confidence when | had to resubmit and re-work drafts because of the major
ifficulties | experienced in articulating and expressing myself in text. Although |
have published a number of articles and presented internationally, my difficulties
writing this thesis may have been attributed to my inexperience with the writing
enré of this discipline and the requirement of a substantial engagement in the
orld of words’. This type of writing was very different to the type of writing

required in my former qualifications, which were mainly in a technical discipline.

Ffunhermore, as mentioned earlier, was more conversant with quantitative
r#-:-search methodologies, and therefore the paradigm and mind-shift to a
dualitative methodology was a daunting one. Retrospectively, this aspect of the
tudy proved to be less problematic than the ‘writing up’ phase. On very many
ccasions | was overwhelmed and [grappled extensively with producing texts that

ere coherent and comprehensible. These were the occasions when the reasons
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thét motivated me to embark on this study, sustained my aspiration to complete
the study.

as also humbled, in another sense, in the interviews and focus group
discussions. | was privileged and honored to be taken into the confidence of
participants, even those whom | met for the first time, and who shared their
p(‘arsonal life stories and problematic situations with me. Some of these
participants acknowledged that they had not articulated some of their challenges
and/or ideas with anyone else before.

enjoyed the familiarity of the discussions because |, like some of the

participants, studied and am employed at an HBU. This has provided me with

‘fi‘rst hand’ experience of the barriers that often prevent women from publishing.
This woman-centered research has created an opportunity for the development
o* interventions to assist academic women to convert the challenges they
experience with regard to publishing, into strategies that enable them to publish

more frequently.
Vl/ith this thesis | pay tribute to and salute all academics, both male and femaie,

who have contributed and continue to contribute to the development of academic

women, and more especially black academic women, in South African HBUs.
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APPENDIX ONE: LETTER TO REGISTRARS

kEQUEST FOR INFORMATION ON WOMEN ACADEMIC STAFF MEMBERS
bear Madam / Sir

am a doctoral candidate at the University of the Western Cape and the focus of
he study is the challenges of women in academia with specific reference to
publications. |

hereby request the following information with regard to your institution:
the academic staff composition with regard to the number of male academic
staff members and the number of female staff members (ratio in proportion will
suffice)

e a list of names and the departmental addresses the women academic staff
members. |

Please be assured that the identity of staff members will be considered to be
highly confidential when the data is analyzed. The information requested is vital to
the success of the study and thus it would be highly appreciated if this information
could be made available to me at your earliest convenience please.

Thanking you in anticipation for your positive response and urgent attention to this
request.

Yours in education

Anita Mairtin-Cairncross
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APPENDIX TWO: COVERING LETTER AND
QUESTIONNAIRE

PUBLICATIONS BY WOMEN ACADEMICS

in South African universities

Dear

| am researching the challenges of women academics in South African universities, with specific reference to
publishing. The aims of this study include establishing a database on the publication profiles of women
academics. This information will be used to develop strategies and policies as interventions for reported
challenges. This research, therefore, strives to establish mechanisms to support women academics in their
publication ventures.

Ple:ise complete and return the questionnaire beiow to me in the self addressed envelope which is included
before 28 February 2001. Please be assured of the anonymity and confidentiality of your response.

As this is a topic that affects our academic careers and, ultimately, our relevance to the constituencies we
sene, | trust that | may rely on your participation in completing this questionnaire.

Yours in education
Anita Maurtin-Cairncross

QUESTIONNAIRE |

Challenges with regard to publications by women staff members in South African universities.

Reference (office use): GED]]:[D

1. What is the name of your institution/university?

AT T

2. Would you classify your discipline as predominantly...
1] m Sociaf science  OR ﬂ] Natural science?

i.  What position do you presently hold?
| Professor g] Associate Prof. Snr lecturer m Lecturer E] Other
4. Before 1994, what would you have been racially classified as?

Asian g3 I Black Coloured m White E] Do not care to answer

5. How often have you published in an academic journal or text book in the past S years?

IZIMorethan10times m6-10 3-5 g___|1-2 MNone
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6. Classification of publications fi
Please how many of these articles were:

6.1 Inaccredited journals @ f Jonyt B ]2 H s B ]+ B morethans
6.2 In non-accredited journals Only 1 Ej 2 3 m 4 g:l More than 4
6.3 Ininternational journals o m Only 1 g] 2 3 4 Q:I More than 4
6.4 Co-authored 2 B Joy1 B ]2 3 B ]+ B ]vorethans

7. Satisfaction
Are you satisfied with your publicati

@ B ves B Ino

) output?

8. Training
Do you think that training in publications skills vgould improve your publication output?

E!ﬂ:]Yes g:lNo

9. Importance of Factors
Please rank the importance of the following factors with regard to publication output;

9.1 Race/ethnicity I?lﬂ:]Very important E:] Important E]Not important
9.2 Work load IZln:'Very important E] Important g:lNot important
9.3 Position/rank IZIQ:IVery important E:I Important mNot important

9.4 Time Eﬂ:lVeryimportant E]Important mNotimportant

9.5 Institutional atmosphere ElmVery important E]Important g:]Not important
9.6 Other factors MmVeryimportant 5] Important mNot important

10. Influence of Factors
Please rank the influence of the following factors with regard to publication output:

|Greatly assistedlAssisted lNo influence Ilmpeded |Greatly impeded |Not applicablei

10.8 Acknowledgment

Faculty:
10.9 Support

10.10 Acknowledgment

B

=
ol

101 Available time wl] HI A H] ol
10.2 Teaching duties | m E:I El . m E:I m
10.3 Admin. duties Hl HA] H | 4l H] o[l
10.4 Family commitments ﬂ] E:I gl m E:l m
10.5 Peer motivation o} m E:I 3 . m E] m
10.6 Outside networks (54| 1. 3. il m E] m
Department:
10.7 Support | ll E___l il m E:] m
A H] ol
+ M - N - B
A H] Al H] ol

H
[~
[
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Institution:
10.11 Support M

10.12 Acknowledgment o 1

H

[
i

[

L
[
L L]

10.13 Research office %}
10.14 Gender equity unit & [ ]
10.15 Career advancement ¥

i i i [
= EE
i | i

10.16 Please feel free to elaborate on any of the above factors

&
P

11. Suggestions
What support/assistance could the institution provide to assist and motivate women staff members to
increase their publication output?

4

12. Focus Group

Would you be available for an interview/focus group discussion with regard to challenges and
strategies to increase publication output of women academic staff members?

Please email me at: acairncross@uwc.ac.za

Tlﬁank you for your cooperation, time and support !
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PPENDIX THREE: CODING CONVENTIONS USED
IN QUOTATIONS

i |

ﬂhe following conventions were used in the quotations in Chapters Six and

Seven:

Int: refers to interview, for example, Int, 3 refers to

interview three.

HG: refers to focus \group discussion, for example, FG, 1,

refers to focus group one.
30Id print:......... Indicates emphasis by participant.

indicates a pause of more than 15 seconds and is
sometimes used to indicate different points made by

participant. 1

#ext] Additional or replaced word that was probably meant
by participant, or to make the excerpt read better
and/or make grammatical sense, (sometimes includes
what is assumed the speaker meant, rather than what

was said due to grammatical error).

[text): explanatory text
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APPENDIX FOUR: DOCUMENTS RELATING TO THE

KILLS DEVELOPMENT AND EMPLOYMENT EQUITY
CTS | |

As mentioned in Chapter Eight, these documents were downloaded from the
v‘/ebsite of the Department of Labour. The documents are included to provide a

l:‘wroad overview relating to the recently-introduced laws that were developed as

interventions for redress and equity in South Africa.

The documents are:

e Appendix 4.1: An overview of legislation I: (this document provides a

backdrop to the laws).

e Appendix 4.2: An overview of legislation II: (this document outlines the

Skills Development Levies Act and the Employment Equity
Act.

e Appendix 4.3: A document relating to the Workplace Skills Plan, which is
referred to in Appendix 4.1. and Appendix 4.2.
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Appendix 4.1: Legislation |

An overview of legislation I:
SAQA and the Skills Development Acts

The process of transforming the South Africa workplace to ensure equity and productivity began
with the new Labour Relations Act (LRA) of 1995, which promotes fair labour practices and
simplifies dispute resolution procedures for business and labour. It was followed by the Basic
Conditions of Employment (BCoE) Act of 1997, covering the day-to-day rights of people in the
workplace.

FHPm the mid 1990s, a range of Acts were passed which profoundly affected education and training

Caceale A2
N Souur A 1va.

The South African Qualifications Authority Act, Number 58 of 1995;
The Skills Development Act, Number 97 of 1998;

The Skills Development Levies Act, Number 9 of 1999; and

The Employment Equity Act, Number 55 of 1998.

In|simple terms, their functions are
to make training happen (Skills Development Act)
to make training affordable (Skills Development Levies Act)
to make training effective (SAQA Act) |
to make training equitable (Employment Equity Act)

This information sheet deals with the SAQA and Skills Development Acts.
Another covers the Skills Development Levies Act and the Employment Equity Act.

The SAQA Act

The SAQA (South African Qualifications Authority) Act outlines a new education and training
system for South Africa which is intended to help the country achieve political, social and
economic transformation by unlocking the full potential of each learner through their participation
in ‘"outcomes-based education" which focuses on "competence".

Central to this is the National Qualification Framework, which locates all education and training on
a grid in a way that integrates "formal education" with "vocational training". It also provides for
the formalisation of previously non-formal learning programmes, by requiring that they meet
cetain design and quality specifications. The modules are called "unit standards" and the whole
programme a "national qualification". The aim is to encourage the provision of all education and
training in line with this framework, giving learners mobility and national recognition and

en ‘:ployers a way of ensuring the quality of people they train and employ.
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skills for productive citizenship for all

he other significant factor in this new system is the issues of "competence” which focuses on whar
person can do and explain rather than /ow they acquired their skills / knowledge. This is the first
time that learning achievements in both formal and non-formal learning environments are
recognised, thus including a wide range of learning achievements in the workplace. This in turn
cilitates further learning, career pathing and labour market mobility.

e Act stipulates that there be strong stakeholder involvement in determining standards of

competence across all learning areas, and the new quality assurance measures to improve learning

provision. ‘

SAQA’s work also includes ‘

-| registering the National Standards Bodies (which are ‘bodies responsible for establishing
education and training standards or qualifications’) and

-| accrediting Education and Training Quality Assurance Bodies (which are responsible for
ensuring that the education and training provided is meeting the required standards).

The Skills Development Act

The Skills Development Act (SDA) introduces mechanisms to improve the relationship between the
provision of education and the skills needs of workplaces. These include new learning
programmes, new approaches to implementing workplace-based learing and financial incentives.

Like the SAQA Act, the SDA is completely changing workplace learning. The vision is of an
integrated skills development system, which promotes economic growth, increased employment
d social development by focussing on education, training and proper employment services.

A cornerstone of the Act is the introduction of new forms of learning - called learnerships and
skills programmes. It also creates a framework and structures to support the implementation of the
National Skills Development Strategy, including Sector Education and Training Authorities
(SETAs); a skills development levy-grant scheme; the National Skills Authority (N SA); the
National Skills Fund (NSF); the Skills Development Planning Unit (SDPU); and labour centres.
The Act aims to increase the amount of money spent on education and training in the workplace,
and to make sure the money is well spent. While the Skills Development Levy Act of 1999 sets up
the rules for the collection of levies, the SDA specifies that the money should be spent on education
and training that is registered on the NQF and that meets real needs in the labour market.

d organise training within a sector, rather than within an industry as the old Industry Training
Boards had done. This means that people who are not formally employed in an industry — but
work or want to work within a sector (e.g. small business, the unemployed) - can gain access to

e of the main changes in the way in which training is organised, is that the SETAs must promote
the development opportunities where they could not do so beforehand.

Produced by the Tourism Learnership Project, a project of THETA
-maif: info@theta.org.za Call centre: 0860 100 221 Website: www.theta.org.za
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Appendix 4.2.: Legislation Il

An overview of legislation II:
The Skills Development Levies Act and
the Employment Equity Act

The process of transforming the South Africa workplace to ensure equity and productivity began
with the new Labour Relations (LRA) Act of 1995, which promotes fair labour practices and
simplifies dispute resolution procedures for business and labour. It was followed by the Basic
Conditions of Employment (BCoE) Act of 1997, covering the day-to-day rights of people in the
workplace.

From the mid 1990s, a range of Acts were passed which profoundly affected education and training
in South Africa. |

e | The South African Qualifications Authority Act, Number 58 of 1995;

e | The Skills Development Act, Number 97 of 1998;

e | The Skills Development Levies Act, Number 9 of 1999; and

e | The Employment Equity Act, Number 55 of 1998.

In simple terms, their functions are ‘

|  tomake training happen (Skills Development Act)

. to make training affordable (Skills Development Levies Act)
~; to make training effective (SAQA Act)

to make training equitable (Employment Equity Act)

The SAQA and Skills Development Acts are dealt with in another information sheet.
The Skills Development Levies Act an the Employment Equity Act are explained here.

Skills Development Levies Act

e Skills Development Levies Act provides the laws and regulations for_funding for the
development of the workforce, in line with the Skhls Development Act. From 1 April 2001 it
requires all organisations with an annual payroll of more than R250 000 to pay a skills development
levy of 1% of their payroll. (While there are exemptions available for some organisations, all
employers must register and then apply for exemption.)

e levy is payable monthly to the South African Revenue Service (SARS). When registering as a

levy payer, organisations are asked to stipulate to which SETA they belong,
so|that the levy can be forwarded to that SETA.
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70% of the levy is refundable to organisations in the form of grants, once they meet the various
requirements set out for each grant. For example a grant of 15% of their annual levy is payable
once the SETA has approved the organisation's choice of a Skills Development Facilitator and the
content of their annual Workplace Skills Plan.

A portion of each levy (18%) is sent to the National Skills Fund for national priorities — like
schemes for the unemployed, while 10% is for the SETA's running costs. 2% is allocated to SARS
for the collection of the levies. ‘

Employment Equity Act

e right to equality is enshrined in the South African Bill of Rights. In line with this fundamental
right, the Employment Equity Act (EEA) aims to promote equality in the workplace - to eliminate
unfair discrimination and to ensure employment equity as a form of redress. The Act also aims to
create a workforce which is representative of all South Africans.

The EEA affects almost every aspect of employment policy and practice:
- | recruitment procedures, advertising and selectjon criteria;

- | appointments and the appointment processes; -

- | job classification and grading;

- | remuneration and employment benefits; and

- | terms and conditions of service

The Act identifies a number of ‘designated groups’ (or special groups) which require special
attention in order for equitable workplaces to be created. These groups are black people (that is,
African, Coloured and Indian people), people with disabilities and women. Employers are required
toireport on these categories of people (gender, race and disability) in their Workplace Skills Plans

d annual training reports. The Skills Development Act states that the Workplace Skills Plans
must assist organisations to attain their employment equity targets.

e EEA also identifies ‘designated employers’ (that is, those who employ more than 50 people
d make a particular level of profit) who will especially be held liable if they do not comply with
the demands of the Act. Designated employers must implement affirmative action measures for
people from designated groups to achieve employment equity. To do so, they must appoint a senior
nager in charge of employment equity; consult with employees; analyse its employment policies,
practices and procedures to identify barriers to employment; prepare an Employment Equity Plan
jointly with its employees and report on progress.

e Act also provides for the establishment of a Commission of Employment Equity, which is a
stakeholder body responsible for establishing Cohes of Good Practice. The Act requires that these
codes are monitored and enforced, and says how|this should happen.

Produced by the Tourism Learnership Project, a project of THETA
mail: info@theta.org.za Call centre: 0860 100 221 Website: www.theta.org.za
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Appendix 4.3. : The Workplace Skills Plan

What is theta’

The Chambers

Qualifications and Unit
Standards

Workpiace Skills Plan

Levies and Grants

Sector Skills Plan

Accreditation

Learnership & Skills
Programme
Implementation

Tourism Learnership
Project (TLP)

Training Matters

Information Sheets

SA Host

SATI

Links

Contact us

Home

Workplace Skills Plans

A Workplace Skills Plan is a plan - approved by THETA - which outlines the
training and development for an organisation for one year. There is a prescribed
format for the Plan which is available on the THETA website at
www.theta.org.za. ’

A Workplace Skills Plan (WSP) requires information on, amongst other things:

e the number of people trained in the organisation by job type and race;

o the organisation's strategic priorities for skills development;

e the training and education needed to ensure the development of the
business and employees;

e details of the education and training needed to achieve these priorities -
including proposed training interventions, estimated costs, specific job
types and whether interventions will be conducted by external training
providers or the organisations themselves; )

o information regarding employment equity in the organisation; and

¢ the specific sector's business plan.

Purpose of the Workplace Skills Plan

Workplace Skills Plans can impact positively on a number of areas within an
organisation:

» management and employees start to discuss skills in the workplace;

e gaps and shortfalls in skills required are identified and positive ways of
addressing them are devised;

o the organisation uncovers talents and skills they did not know they had;
and ‘

e« management shares the organisation's goals with employees, who are
then better able to understand them and commit to the process of
achieving them.

Apart from these benefits, the Implementation Grant - which is a percentage of
the levy paid by organisations to THETA - will be paid to organisations who
show that they have implemented plans identified in their Workplace Skills Plan.

Compiling a Workplace Skills Plan

The Skills Development Facilitator is formally responsible for submitting the
Workplace Skills Plan to THETA - and plays a major role in its compilation.

When compiling a Workplace Skills Plan, an organisation should

o consider their goals and priorities for the year for which the WSP is being
drafted and plan training to address these;

o refer to their business plan;

o incorporate information obtained from any career pathing exercises or
processes in which individual training needs are identified; and

o refer to their Employment Equity Plan, as many of the information fields
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are the same.

NOTE Employers with more than 50 employees must complete the entire
Workplace Skills Planning document in order to qualify for a grant.
Employers wijth less than 50 empioyees must only complete
sections A1, A2, B1, B3, C and E to qualify for a grant. This is
applicable to independent organizations and/or franchisees, and not

groups who wish to submit one plan for their group.

implementing and reporting on the Workplace Skills Plan

Organisations shbuld keep records of all the training, activities, assessment
and/or deveiopment initiatives implemented according to the WSP in
preparation for preparing implementation report(s) for the reporting period 1
April to 31 March each |year. Organisations may submit either one or two
implementation reports dach year, depending on whether they would like to
receive one full payment or two half payments of the grant allocated for this
(50% of their levy paid). |

The Skills Development Facilitator must prepare these reports, listing all the
interventions implemented according to the WSP. Documents listed which must
accompany the report are listed in the Guidelines on the website and include,
e.g. attendance registers and copies of invoices from providers.

priorities outlined in the WSP, with a view to paying the employer this grant if

THETA will measure the achievements identified in the report(s) against the
they have implemented the Plan sufficiently.

Sector Skills Plan

THETA is required to complete and submit an annual Sector Skills Plan to the
Department of Labour. The quality of THETA's Sector Skills Plan can be vastly
enhanced if information received from industry WSPs is incorporated.

13 000 leviable employers (9 000 of whom are currently paying levies) - a return

For the 2000-2001 period, THETA received only 330 WSPs from an estimated
rate of 2,5% (or 3,%).
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