[ntroduction:

\ Feminist Od[d Jyssey

| am a feminist. Feminism is the heart of who 1 am, not
nly as an academic, but as a citizen and an individual.
As T understand it, feminism is comprised of the
vell-founded belief that girls and women are !1':_'|.'IH'I.'~

politically, and socially disadvantaged on the grounds of

their sex; the ethical stance that this oppression is moral

ly wrong; and the ;1r':|la_-;|u.a1'u commitment to "'”ll-'“_‘-'.
jjustice to all female human beings.

For me, feminism is also a scholarly and creative proj
ect, and a role whose epistemic contours and moral chal-
lenges | continue to explore. As a feminist academic |
have many stories to tell about those explorations. This
book is, in part, a work of feminist “theoretical autobiog
raphy” (Middleton 1993, 179) [t starts from a collection
of experiential stories which is, of course, where, classi
cally, feminist thinking begins—and chronicles some
stages of my feminist od[d]yssey in the university.

[ call it an m||l':|_‘-'*:;-'-'_‘| because T am conscious of the
eccentricity of my journey through academia. On the one
hand, my academic path has been entirely ordinary and

inexceptional: BA, Ma, and PhD degrees, followed (after
a nine-year stint at a Quebec cécer) by a university

appointment in which I moved up through the ranks
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oI JHH?E.'I]'IL to associate and then to full PI'H|-L'-‘-JHT But
on the other hand, my identities, both ascribed ..1.|h| .-.'|'+:--
SET11, .n.c :.=. woman and as a feminist, have made my : -' -
t_it‘.l'ﬂ.]l.' situation anomalous I,"I.'L' the standards q;'rllﬁu'l-l: a‘i
1-111':;”‘ average white male faculty member (kay
“.-I“\_[;hll..ltl-_h_l__lw”: stories,” write Sidonie Smith and Julia
son, "narrators take up models of identity that are
x'lulrm';ﬂ'!_'-.' available” (Smith and Watson 1996 I._| ._-[;1.1;”\
gt “!.I;_If“ml removed). But that cannot |:u- 'r]lu' w!I-:;IlL-
i:x.ll;Htr'lT, tor women ot my 5_'|-;'Ih'r:1[iu|| 111 ;1-;.1d|._'|:1'1;L |"I:|,'..l._‘.
. -.l to make up our professional and personal identities
.1.~.. 'ﬂ.L: go along, dealing with the challenges '1|]q|-' v/
-:llli'hllnk that ineluctably arise. The 1||:n.|._-lla 1.1.-:::-)-““'1-
Eu['.'-lr.lj-' L'3~:_I~'11ﬂ:_',. waiting for women to try on, but P:-ull]lr::
w created, tentatively earfi : | I
9 “!:_:I;.t[:i:l;unt|__'~, mayhe ITL‘;!E'HI”_\, with little or no
. on of women in comparable situations.
4 ¥ nlLilw:L'-{'Il'lI\. generation was educated by men and
indeed, in my entire undergraduate education I wr i
taught by a single woman. Hence, our ynn!ﬁlti-:n '“II; s
“J:!T L arolyn Heilbrun calls “liminality” "}:t:‘l:m
rtjiuh__l, living on or bevond the threshold n’r.'n]d |_'||r|-..-q-l I::
of 1.‘»'.]1.51 women can and should do. In this n-_-gcw;-uf'il '
-1.I11|5|;:l.ujll\ state we slip through the existing .:l-l.au.gil] . i
tions of women's roles, rejecting 1|':u|itin|h] :I.'I' ~“L'
about what women can and ¢ ; ] H s
o 54 and cannot, should and should
There is little w ' 1
O L_t_rr_{ml]ltl:;:l:”“-JjI ‘.xj'-":.'..lli:'1.‘~'(1111:.".£!|'|1l'.'.‘~ ».Ili.cnl"u-l:‘.nl.
s 4 of stories become intelligible as they
unaged framework = | sed system” (Smitl
and Watson 1996, 11, 1_-||L|1}|-'\-I|:i.]jﬁ -[]]ET.TL&[ i |..~L"|H|‘|1
.‘il'-::l'i':_'l-'u "lll(' ""-1I'I|-.H."\' L'If“.‘."?l‘l:l'. pir ('ITL'_I‘II-'Illl IL.I]-I.GIIU(L;II (}LJ]
o . en and also the stories of peo
ple of colour; of gays, lesbians, and bisexuals; of disabled
EF

P SOMS, |.|'||.1 ol all 1 L =
C & .[]d]i.l\_l o 0
IT WOl '\l[w]_‘-' Ll’l‘\" |'|’||.k
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academic disciplines in which self-expression is given
value, from sociology to literature to the visual arts”
(Perillo 1997, A56). Indeed, there are many recent exam-
ples of autobiographical and confessional ferninist aca-
demic writing (see Miller 1991, Kaplan 1993, Greene and
Kahn 1993, Torgovnick 1994’ Ellis 1995, and Kuhn
1995"). One difference between their work and mine is
that while theirs is located within such disciplines as lit-
erary studies, French studics, English literature, sociolo

£y, and cultural studies, mine is specifically and inten-
tionally philosophical in nature.’ T engage in philosophy
that arises out of my situation as a w:;m;in, as a f'-f_'rl]].]'li:ﬂ.'

and as an academic. :

In writing this book, my reflections are sustained by

the convict at, if “writing is a sionifi i ;
B wction that, if writing 1s a sigmificant exercise of

selthood” (Quinby 1992, 306), in philosophical writing it
makes a difference who you are and what vour experi-
ences are. In my scholarly work this conviction is hard-

won. The kind of background and training I had as an

1 lHl:I: see also the doubts Kaplan lacer expresses about the effects on
1er personal ofessional life of writi ir {K
personal and professional life of WIIHNg 8 memoir i}\:lfﬂ-ln

jlr:}:.'_:l_

2 Il:l.] }l.t;;ht of my own concern for the significance of class
itterences, I find it sienifics hat Tor i i
[ ces, I find it significant that Forgovnick describes her
ok as, in part, a “class narrative” (104, 10).

Ellis describes her hook as “experimental ethnography,” which
:1|1|:' defines as "a multilayered, intertextual case :|-.n|1'.tlh;u :
mrt:gm[r_-x' eril':ll:l.- and social expericnee and ties ;za|[<>lunu|‘;1|>him|
to socological writing” (Ellis 1965, 3. ;

g

¢ See Kuhn's discussion of the significance of her working-class
background to her education and her choices as an academic

sociologist ipp. B4-103)

B One recert avaim 31 Gy i
: ne recent hm.u!.rﬂf of the use of prersonal experience, the author's
own and that of others, within philos: wphical im{u'lrl.' 15 Brison

(LR TF el
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ilemic philosopher required ignoring one’s own specit-

eriences and personal history, ipnorng one's social
| =4 =

ilentiries, ignoring one’s changing needs and desires and

tivations, Torgovnick describes the usual process of
wademic writing as “like building an armadillo: an
wmored shell {fl::-;i.mluli L |'<_']h.'| criticisms that one sets
ingerly betore colleagues to run for its life” (Torgovnick
(VT Em 2a). When I was a student there was a taboo—a
\boo that is still inculcated, 1 find, in many of the stu
nts who come to my classes fresh from training in
wmanities subjects such as English and history—apgainst
Vriting in the first person. This taboo is highlighted in
\lice Kaplan's comments on her training as a theorist of

FFrench literature:

Personal motivation. We didn't think about personal

maotivation. We thought of ourselves in the service of

difficulty, absence, impossibility.... Curiosity about too
many things was discouraged; author’s lives, for

example, were beneath us. I:|\'..l|1|:1:|| 1993, 173)

[n this book I break the taboo of my philosophical train-
ing by deliberately and explicitly using my own academ

ic life experience as the primary resource for my philoso-
phizing.

My earliest inclination to use my own life as a
resource for philosophy arose out of my experiences as a
mother, which inspired an early paper in which I
appealed to my lived relationship to my children as the
basis for critiquing the notorious philosophical “problem
of other minds” (Owverall 1988). Then, after years of writ-
ing impersonal philosophy, including a great deal of
impersonal feminist philosophy (e.g., Overall 19871,
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1993), I began to experience an impulse to give the subti-
tle “confessions” to virtually every “scholarly” work I
wrote. This feeling was fostered, in part, by my work as
the writer of a weekly feminist column for my city's local
paper.” While my background and training in analytic
philosophy had always required that T write clearly and
directly, the need and desire to reach through my l.'-:;.l'..:'!'l'lll
a diverse, non-academic, public audience, to be accessi-
ble, to be lively and interesting, and to move people,
transtormed my goals as a writer.

Yet the necessity of communicating with different
audiences is not 2 new feature of my life. For a girl from
aworking class background, the first of her family ever to
attend university, finding the right words to reach partic
ular audiences very early became an urgent necessity. |
had to find a way to be understood by, if not :I.i,'l.'l:'l'l['.:IE'I{I_'
to, people from very different class origins than mine,
and I had to do so in a4 way that would not L‘U]II]WHIHia‘u
the values in terms of which I define mv feminism.

Some feminists describe this relationship to the audi-
ence as a result of the “drive to connect” (Frey 1993, 44).
But, as a feminist philosopher, my motivation has been
not so much to connect with my audience as simply to
get its attention, In writing and speaking about philoso-

phy I am acting upon my urge to interpret human culture

and to figure out difficult issues in public, that 1s, with the
reading or listening audience's acknowledgement. As a
teminist, 1 have often faced sceptical .11:d'1-crn':_':<, whose
initial response to my presentations placed the onus on
me to show why they should find my views worth notic

ing, let alone plausible. In making myself heard by these

6 The column is entitled “In Other Words™ and appears on

Meondays in the Kingston Wiy
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various audiences, my aim has 1111*-'11_'.-'5 been to initiate
reception without expecting agreement. One way to
ncourage the audience to listen to me is to appeal to sto-
s from my own experiences. So, finding methods of
peaking to different groups required discovering ways to

public about what is personal. I had to become
ipproachable. In employing the genre of theoretical
autobiography, I am motivated both by the fearful desire
to reveal who I am, and by the conviction that appealing
to personal experience will disarm audiences and provide

an n.p-;'-j'linf_*E tor my political values.

For the marginalized woman, autobiographical
|i'|.!'.g'.|'.'|.!'_:L' Ay SCIVe s d I_'-!'li1'!.',_'_:(' ﬂ'ln“ |?"-”|'||:|5'~|-'5' ':'||['|'_"-
into the social and discursive economy.... Deploying
autobiographical practices that go against the grain, she
may constitute an ‘T that becomes a place of creative
and, by implication, political intervention, (Watson and

Smith 1992, xix)

Early versions of several of the chapters in this book
were originally F'urr»'rlmrd to a variety of different audi-
ences, ranging from a large group of primary and sec-
ondary school teachers and teachers in training (Chapter
;) and audiences comprised of women's studies scholars
and graduate students (Chapters 2 and 5), to an audience
of administrators and academics interested in pedagogy
(Chapter 4) and an audience of mostly mainstream, ana-
lytically-trained philosophers (Chapter 8).

I'm inclined to say that its original audience helped to
influence the character of each of the L‘l'ld[‘IEL']":i. Yet to
state that relationship in such a way implies a writer and
speaker who is too passive. Rather, it is always my view
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of the audience—my understanding of its collective per

sonality; its hidden needs, wants, and agenda; and its
political presuppositions—that shapes the issues as 1
advance them and the arguments that I use. By choosing
how to present my experiences and by making aspects of
myself available to my audiences, T also become an active
participant in the development of the feminist I that the
audience hears. As a writer and speaker I try to influence
and persuade my audience and my readers, even as [ am
remaking myself. To “exercise selfhood” through writing

15 also to recreate the self, As {:Fi.‘q.‘.'.lll Sartwell puts it,

All my writing, and I think this is true of a lot of people,
has been aimed primarily at treating myselfs | am always
telling myself what I think I need to hear, am always
writing the books I think I need to read. My books are
attempts to reconfigure my self or to manufacture a new

self. (Sartwell 1998, 13)

While I do not assume that others necessarily have
the same experiences as mine, | hope that listeners and
readers, both inside and outside the academy—and espe-
cially those who are feminists, regardless of whether they
share my history and my version of feminism—uwill u_\']w’

rence a resonance wi I']'I my .:-_|I.:Il'i!1.‘.‘1'.

Although we tend to have an acute sense of our

specificity, as if our experience, like a thumbprint, were

7 Jane Gallop suggests, “we have to think constructed somehow
ather than in appasition to authentic” {{]:1”,1!1 1993, 1c). The
constructed self (the only kind there is) can also be an authentic
self, that is, 2 persona whom [ have consciously chosen, and who
espouses the ideals T value,

+a
)
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unique (which, of course, in a bodily sense it is),
autobiography theory has usefully shown that this
|'.|'|':q11-::n|;:.l;5 15 what, ]_1;|.r;uh):xir.‘.:1[]]r', is at one and the
same time shareable and shared—and alternately

refused: not like me at all. (Miller 1997, 999)

['hese reflections will therefore make no great claims to

generalizability, although 1 have endeavoured to identify

and clarify what I believe are epistemological and moral
issues common to many feminists in academia. I share
with Carolyn Ellis the hope that "What | ha[ve] learned
from my own struggles for meaning [is] unique enough
to be interesting, yet typical enough to help others
understand important aspects of their lives” (Ellis 1995,
108),

Exploring the strengths and liabilities of our conflict-
ing roles as feminist and academic has potential epis-
temic value, offering insights into such matters as how
the university works, how oppression operates, and what
paths we might take toward liberation. Though by no
means a handbook or a pmt'.'rir:ﬂ ;.4111(1(:, A Feminise I s,
nonetheless, a pragmatic record of my struggles as a
feminist and what I have learned from them.

Slowly and with difficulty over the last decade and
a half, I have come to understand something about
the political and moral meanings of being a feminist,
about men and masculinism in the university, about the
demands of teaching and the needs of different groups
of students, about the effects of socio-economic class
background, and about the cultural interpretation of
disability. My understanding of these matters has come
about partly because the academic environment has forced
me to rethink my preconceptions and my behaviour.
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Much of what I now believe about teaching and learning,
as well as my views about feminist politics, masculinist

power, and the hierarchical operations of institutions of

higher learning, originated in my immersion in the real
ities of university life.,

My understanding has also come about partly
through my direct encounters with others’ sometimes-
unrhinlcing reactions to my identities, both ascribed and
chosen. Although these reactions were often painful to
experience, I am no mere victim and do not perceive
myself as one. I recognize and ackn wledge the extraor-
dinary rights and privileges I enjoy as a middle-class pro-
fessional: freedom to say and write what I believe, expo-
sure to new ideas and discoveries, professional autonomy,
a good income. But inevitably, my personal confronta-
tions with stercotypes, limitations, and injustices have
had an especially powerful effect on my world view, As a
person from a working-class background 1 needed years
of bumping up against the university’s covert classism
before | finally learned that class background matters.
And through my experience of temporary disablement, |
journeyed from a place of ignorance about disability to a
world in which social attitudes toward disabled persons
were only too evident, In recounting what I learned
through these experiences, my aim is not to claim the
status of the oppressed, but rather o contribute to g
growing feminist understanding of oppression.

My analysis of how to respond to disagreement and
conflict is greatly influenced by my experiences in
Re-evaluation Counseling (“rc”) (Jackins 1973, 1978a,
1978b, 1981, 1983, 1985, 1987, 1989, 1992). RC is a form of
peer counselling, which emphasizes mutual help and
the exchange of listening time to enable participants to

A FEMINIST 1

merge from past distresses and free themselves from
paressive social patterns. From rc I have learned to
pect though not always believe people’s 1_’};[_"“?1—-_51”]'“—5 of

notion, to emphasize shared opportunities for 115&*.11.”13'
il speaking, and to go beyond hopelessness to a vision

1al change that permits all human beings to

Howrish.
In reaching out to various audiences, therefore, I tend

to interpret my function as being that of a feminist intel-
lecrual “Ms ]'_'ifx [t,” who tries to move past the litanizing
il feminist complaints to providing proposals for 1'|!'|:1nlgfn;:.
\s i result, several chapters close with my suggestions for
liberating ourselves and the academic world from some
if the ;‘l:'la.u:t':l:t:h and i{l-:_'n|u:,_{i~:_'.l: that hold sexism and other
ippressive ideologies in place. Like Naomi Scheman,

believe that

it's just not true that the real world starts where the
campus ends; ... I think that [students’] lives are real
lives, and making a difference to them is making a
Jil"f-L‘.TEI'IL'I_' in the real world; ... what we do together can
be radically transformative, not only of [students] but of

the other lives [they| touch. (Scheman 1995, 1og)

In each of the chapters that follow I explore a differ-
ent story, an aspect of my experience as a feminist ;u.'_u
demic aﬁd the conclusions that I draw from it. While
wome chapters are more theoretical than n{'h_(:l‘:‘-, all are
intended to exemplify my practice of reflecting on the
meaning of my situation in academia. In {_'hupter_ 2,
[ begin ‘11_1.' describing some examples of feminist !]_”_]ih_f'"!
and moral “role muddles,” generated by the conflicting

expectations that arise from roles that are w:_'u[[l_-.'
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dissonant. | am interested in how feminists are policed,
both by those who fear or despise feminism and by those
who expect feminism to be 2 panacea. Sometimes femi-
nists also police each other, and the result is not solidar-
ity but rather ethical confusion about what feminism is
and what feminists should do. Situating feminist role
muddles within the context of the media focus on “polit-
ial correctness” and its effects an teminism, | connect
them with ongoing debates about academic freedom and
free speech, especially within teaching. Feminist role
muddles have something important to tell us about what
feminism is.

This exploration is followed, in Ch:lprur 3, by reflec-
tions on feminists’ often-ambiguous relationship with
men in academia. “Women and Men in Education” dis-
cusses general political features of the situation of women
and men, whether as students, staff, or ilu:uh_r; the cul-
ture of sexism within the universities: and possible meth-
ods by which gender oppression and internalized oppres-
sion might be diminished. [ try to show how feminist
insights about oppression and internalized oppression,
forms of communication, and the unrecogmized values of
emotion, can be given direct application within universi-
ty committees and classrooms.

Role muddles may also originate from the varied and
even conflicting demands made by different academic
classes. The experience of teaching each year a new but
forever-young student cohort gives the illusion that
teaching itself is always the same. Yet the attempt to pre-
pare and educate students must necessarily be flexible, to
adjust to the varying needs, backgrounds, and goals of
the always-unique individuals whom we instruct. In
Chapter 4, “A Tale of Two Classes,” 1 describe two
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litterent groups of students who took my favourite
ourse, “Philosophy and Feminism,” and the ways in
vhich their various motives, assumptions, and beliefs
lorced me to reshape my pedagogical assumptions and
approaches to teaching. The disorientation that I
perienced when I realized that the second class could
not be treated in the way | treated the first posed a pro-
found challenge to my moral and political commitments
15  feminist.

There is, of course, another meaning of “class” that
hould be just as immediate and important for classroom
I I'::u.:l'nr.l;. starting from recollections of my working-
class background, Chapter 5, “Nowhere At Home,”
develops what I call the phenomenology of a working-
vlass academic’s consciousness. As a tenured academic 1
OW l‘u_']nny‘ to the middle class, but 1 Erew up in a work
ng-class household and neighbourhood. To have a
-.:r'fx'iltz_:-c[;me‘ background is to possess a feature that
-i'!lil]!:;1ltrilllﬂ]1' makes it more difficult to acclimatize to
the academic environment and also offers potential
nsights into the class-based operations of the university.
In f:.'h-.qm*r 5 I focus upon the discontinuities—in cul-
ture, expectations, values, priorities, and l'r'.u_'kgmuml
knowledge—generated by the class mobility that higher
education produces, and what [ have learned from 1']{.;_-[”_

The experience of being transposed from working-
class family to middle-class academic engenders, for me,
the f-n;'l:|i||j.:[ of being an imposter. Chapter 6, ”[-‘a:.;:!ing
Fraudulent,” examines the feeling of academic fraudu-
lence, and the connection of this teeling to moral quan-
daries in the situation of university instructors, especially
those who are feminists. The feeling of being a fraud

who has, through accident or deception, infiltrated the
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vory tower, is, 1 suggest, a not-surprising manifestation
of the feminist academic identity. If I believe that T have
not mastered the conflicting demands of my roles, then I
am likely to feel like an imposter, When, in addition, I
am at a life stage when my students are likely to regard
me as a mother rather than as a generational peer, the
combination of ageism with sexism exacerbates feelings
of insecurity and role anomie. Rather than L'-IUH'-J'JI;_{.FL"
only negatively, | try to discern the implicit resources that
feeling fraudulent may offer and use it to attempt a reso-
lution or at least a revisioning of some ethical problems
in university teaching,

In Chapter 7, “Passing for Normal,” I draw upon my
experiences of temporary disablement and my encounters
with ableism, a phenomenon exacerbated |:1..' its connec-
tions with ageism. In their response to Pt'l'h(-HIH with dis
ability many university faculty reveal a deep discontinuity
between their moral ideals and gritty academic reality.
My experience of being profoundly disabled while lu:ir;g
pressured to pass as non-disabled, of being a 111a‘dic.;]
patient while being expected to continue to be an “able-
bodied” academic, generated role muddles that threat-
ened my loyalty to the university. The requirement to
deny, downplay, or protect others from one’s identities

(whether of class, sexual orientation, or ability) encour

ages persons who do not fit the “managed framework” of

academia to attempt to adapt and assimmlate or to disap-
pear altogether,

All of these chapters are deliberately personal and
experiential in method and tone. Yet the personal is
never straightforwardly self-evident and unadorned or
unrehearsed. As Gallop wryly remarks, “when the per
sonal appears [in educational contexts] it is always as the
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I of a process of im-;‘ll_'l'.-nlmlir*n [sic], a process of
performing the personal for a public” (Gallop 1995, g).
|Jespite my appeals to personal experiences and social
dentities throughout these chapters, I am aware of the
wtential drawbacks ot using personal experience within

hilosophical inquiry (Perillo 1997, as6).

[t's important to remember and record. To set the

record straizht, to get the story out, But we cannot

afford to make memorializing a fetish: the sign of desire
once wounded and forever enshrined. (Miller 1997,

A
1013)

However, as | assume throughout this book, the dan-
rers of an uncritical, too-respectful appeal to experience
do not mean that experience should not be used at all,
only that it must be used critically and with care: “For it
15 through manipulation that one gains power over an
experience in which one originally was powerless—that,
at least, is the therapeutic lesson” (Perillo 1997, as6).
['hus, this baok is intended both as a demonstration and

as an evaluation of the use of EXperience 1in academic

WTI [ing.

[Elxperience is not infrequently played as the trump
card of authenticity, the last word of personal truth,
forestalling all further discussion, let alone analysis.
Mevertheless, experience is undeniably a key category of
everyday knowledge, structuring people’s lives in
important wayvs. 3o, just a5 1 know perfectly well that
the whole idea is a fiction and a lure, part of me also
‘knows’ that my experience—my memories, my feelings

—are important because these things make me what 1
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am, make me different from everyone else. Must they
be consigned to a compartment separate from the part
of me that thinks and analyses? Can the idea of
experience not be taken on board—if with a degree of
\.'l.lklli.(illt_'l'l_‘.' cultural I,hn;‘r:r_';; ['.L[‘J‘._l,:|' than lf'k‘ifl,L” :-;i]'|_'||1|1.'
'L"'n.':.ll.i(."l.i.' Or, WOrse, \_'I!ll'_l\'ifi[ll,'l,t [ (8] :|'|1_' |_|r:.]|:'|;|_|r|_ |'|f- se11t-

imentality and nostalgia? (Kuhn 1995, 28)

I place the most theoretical component of this book—
Chapter 8, “Personal Histories, Social Identities, and
Feminist Philosophical Inquiry”—at the end because it
evaluates the general justification of the methods used
throughout the earlier chapters. After exploring the
arguments for and against the use of and appeal to indi
vidual histories and social identities within ferninist edu-
cation and research, this chapter concludes by presenting
my rationale for relying in so much of my work upon
appeals to experience.

As I finish this book I have recently assumed a new
academic identity. In my new capacity 4s a university
administrator, I am immersed in handling the role mud-
dles generated through the assumption of formidable
amounts of responsibility together with the deployment
of limited forms of academic power—while also trying to
maintain my political commitments and moral integrity.
As an academic feminist who is at once engaged with
political struggles in the university and committed to
scholarly reflection about the meanings of those struggles
and their ethical ambiguities, [ know that my feminist
od[d]yssey is not finished.

Role Muddles

As feminist writers we know we cannot speak for
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anyone else: vain, unethical venture. Nor can we ignore
or disregard the consequences of our writing. (Livia

gy, 33)

Several years ago I wrote a fairly conventional feminist
theoretical paper on the dangers and liabilities of setting
up isolated individual women as role maodels in institu-
tions where they almost inevitably experience serous role
conflicts and constraints (Overall 1987b). This chapter,
however, 1s not about role models but rather role maddles,
and, unlike my earlier effort, it must and will be written
primarily in the first person, rather than in the apparent-
v neutral and theoretical third person.

My identities, combined, create what I call role
muddles—a set of discontinuities, contradictions, and
ambiguities generated by contlicting expectations arising
from socially incompatible roles. In the role muddle
experience there is simultaneously both confusion about
what I should be or do, as a feminist, and resistance to
the individual and social voices that seem only too will-
ing and eager to tell me what I should be and do, as a
ferninist. While I experience role muddles as a feminist
mother, friend, and partner, 1 shall primarily focus here
on my role muddles as a feminist academic: that 1s, as a
1|:.1|:h;:1' in the classroom, as a scholar of ferninist philos-
ophy, and as a privileged feminist among women more

Ll'lrindmnm;_{i_'d than 1.
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