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ABSTRACT

This dissertation explores the experiences of feminist academics in Mexican
universities, particularly how they perceive themselves and their work in relation to the
broader Mexican women’s movement. My analysis is based on interviews with academic
feminist professors in three different woman’s studies programs in Mexican higher
education institutions, as well as document analysis of curricula vitae, syllabi, and other
programmatic materials from those academic units.

I find that the social origins and institutional positions of these women yield a
complex, variegated set of perspectives, pointing to the value of a post-structural reading
of peoples’ lived experiences. At the same time, I find patterns in terms of the pressures
and directional push of professionalization, Western feminisms, and the new
managerialism that yield important commonalities in the perspectives of feminist
academics in Mexican universities. Overall, there is a clear sense of a division of labor in
feminisms, with academic feminists playing an important but distanced role relative to
grassroots community-based activists and women from the base. They appear as experts

who generate ideas and influence public policy through scholarly activity.
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CHAPTER 1
INTRODUCTION

The academic institutionalization of feminism into women’s studies programs has
been the subject of much debate, particularly within feminist circles. The debate ranges
over a continuum of nuanced and interrelated positions. At one end are those who
question the efficacy and possibility of taking a position within structures rooted in the
same orders they are ideologically and theoretically oriented to oppose. On the other end
of the spectrum are those who argue that no change will come about unless feminists take
a place within the prevailing structures and systems and effect change from within. And
within and in-between these polar positions are many more stances with regard to where
feminists should locate themselves and what strategies they should pursue. In recent
years, this debate has intensified as feminists are reassessing and reflecting on, in some
countries, more than 30 years of feminist work in the academy.

A significant number of studies, conducted mainly in the contexts of Western
Europe and the United States, have problematized the locations of feminists in the
academy. Some scholars have analyzed these locations drawing on the notion of
borderlands developed by Gloria Anzaldua (1987) in her book Boderlands/La Frontera:
The New Mestiza. Here, Anzaldua talks about the complexity of simultaneously
inhabiting differently constructed worlds, of living in contested zones, spaces in-between,
and spaces of constant liminality. She explains that “borderlands are physically present
wherever two or more cultures edge each other, where people of different races occupy

the same territory, where under, lower, middle, and upper classes touch, where the space
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between two individuals shrinks with intimacy” (preface). The inhabitants of the
borderlands, she claims, are the prohibited, the forbidden, the transgressors, the aliens;
the borderlands seethe with ambivalence and disturbance.

Scholars using this notion claim that feminist academics inhabit academic
borderlands in which they find themselves positioned between their political and
intellectual commitments (Seller, 1997). The academic borderlands, they argue, “are
also epistemological borderlands, as sites of interface between different knowledges,
different knowledge-claims, in which difference is spoken through the conjunction of
knowledge/power” (Stanley, 1997, p. 2). The locations of feminist academics are not
easy, they maintain, as “to be on the borders is always to be betrayed by whatever identity
you adopt” (Seller, 1997, p.19).

Liz Stanley (1997) argues that feminist academics are “ontologically outsiders,
‘Other’ to the academy” (p. 6). She builds on Georg Simmel’s analysis of the stranger as
the other. The stranger, she contends,

is someone inside but marked off, different and, although within, not within in the

same way that ‘real’ insiders are. The stranger travels between, and in doing so

brings their ontological borderland with them, indeed who wears it like an almost
visible marker which sets them apart in their difference. This difference is not
merely experienced; it is lived, it becomes the stuff of which ‘a life’ is thus

composed, and it is central to identity and feeling, and thinking. (p. 6)

Stanley also claims that to be able to ingress and maintain themselves in academia,
women have to pass. She explains that to pass means to become invisible

Power dressing, power behaving, competitiveness, are all aspects of women’s

passing: they are ways of seeming to be just as the men herein are. There are

other more subtle forms of passing too: we do not scream, rage, run amok; we nod
and smile and agree. To be fully out would mean being in a constant state of
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revolt, of opposition. To pass is the price of admission and the cost of remaining.

We pay or we go. . . . Passing does things to how we are and what we do and what

we can become. (p. 201)

Other scholars contend that the paradoxical locations of feminist academics as
outsiders within offer richer and more complex viewpoints to inform their intellectual and
political practices (Wilkinson, 1997). As Oakley (2001) maintains “the marginalized live
in more than one world; developing a capacity to understand multiple worlds is a
condition of their survival” (p. xiii).

Still, other voices argue that in their quest for recognition and academic
legitimacy, feminist academics have been taken over by patriarchal logic, thus separating
themselves from their political grassroots origins. In 1987, Currie and Kazl, in their
article Academic Feminism and the Process of De-radicalization: Re-examining the
Issues, signaled the ambivalence that many feminists, inside and outside the academy,
were feeling about the presence and practices of feminists within the academy. They
stated that many feminists were concerned that

the radical ideas of feminism have been transformed into an academic debate

which no longer has relevance for women outside the hallowed halls of

institutional life. To them, ideas inspired by feminism have become separated
from feminism as a social movement and, at this point, lose their potential for
change. In this way, ideas of feminism have been de-radicalized, supporting the

status quo rather than working to undermine it. (p. 77)

Fifteen years later, many feminists continue to express those concerns. For

example, in her book Disciplining Feminism: From Social Activism to Academic

Discourse, Messer-Davidow (2002) discusses the effects of institutionalization on
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feminist academics and claims that feminists who once wanted to change the academy

have instead been changed by it:

We [feminist academics] made ourselves vulnerable by internalizing to academic
discourses what we set out to analyze and change in society. Despite our professed
concern with societal problems, our scholarly practices have recast them as
discursive artifacts. The “problems” we now address get fabricated at the sites
where esoteric theories collide, abstract categories rupture, and arcane knowledge
avalanche. Our discursive insularity may have been set in motion by the relay
between institutionalization and intellectualization that disciplines all insurgent
projects. But we became too driven by the imperative to criticize, too engrossed in
particularizing identities and issues, and too busy sustaining our organizations on
scant resources to keep the gradually shifting conditions of social change in view.

And, sure enough, the gritty routine of doing all that work exhausted our energies,

eclipsed our vision and insulated us. (p. 287)

In the Mexican and Latin American contexts, strong criticisms can also be found
concerning feminists working from within, and/or negotiating with patriarchal
institutions. Sonia Alvarez (1998) asserts that as a result of profound political,
economic, and cultural changes taking place in the region, the ways and spaces in which
Latin American feminists practice their feminisms have changed significantly. The Latin
American feminisms of the 1970s and early 1980s were characterized by radical politics
and anti-institutional and anti-statist stances. Now, increasing numbers of feminists are
located within the state and other traditionally male-dominated institutions. Alvarez
points out that feminists are now found in a wide range of public spheres, including the
state apparatus, the academy, professionalized NGOs, the media, and the international aid

and development establishments. She characterizes the contemporary Latin American

feminist movement “as an expansive, polycentric, heterogeneous discursive field of
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action which spans into a vast array of cultural, social and political arenas” (NGOs and
the Reshaping of Latin American Feminisms, § 1).

While acknowledging multiple positions within this diversity and without
assuming that academic feminists reside in any one location monolithically, I focus on the
two dominant strands most pertinent to my research topic: the feminists who locate
themselves within, or in close relation with, the dominant system, or so-called
institutionalized feminists, and those who locate themselves outside the system, or
autonomous feminists. Although there are significant variations within these two
positions, there are, however, certain characteristics that can be attributed to each group.

The institutionalized feminists, who are predominantly financed by international
public and private agencies, focus efforts on lobbying, emphasize a close collaboration
with the United Nation and its summits, and orient themselves primarily to governments
and states, rather than to the social movements (Camusso, 1997; Rojas, 1996). They
characterize themselves as having a “critical-negotiating posture in relation to the state
and formal international arenas. . . . [and] a logic of negotiation, but from a strong and
proactive, and therefore, dialogical autonomy” (Vargas cited in Alvarez, 1998, The
Expansion of Local and Global Demand for Professionalized Feminism, { 4).

The autonomous feminists do not primarily rely on foreign funding, nor do they
accept the strategy of incorporation into the system. They do their work outside dominant
institutions, including the United Nations and the World Bank, which they conceive as
“the pure representatives of patriarchy and neoliberalism” (Camusso, 1997, q 5).

Autonomous feminists” aim is not to gain access for themselves and other women to the
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prevailing system but rather to effect change in the entire patriarchal cultural/civilization
(Pisano, 1996). Chilean autonomous feminist Margarita Pisano (1997) argues that those
who interpret the presence of women within power structures as evidence of important
change are overlooking the fact that the dominant patriarchy remains unaffected; women
coming into power within the system--desde lo femenino--do not modify the system.
Furthermore, autonomous feminists claim that “institutionalization and
professionalization has distanced feminism from its bases and is creating gender
technocrats, or feminist elites, who illegitimately represent the entire women’s
movement” (Beckman, 1997, p.1). Mexican feminist Ximena Bedregal echoes this
position in her reflection on the status of Latin American feminism at the beginning of the
twenty first century:
[It is] an institutionalized feminism that ended up dedicating its attention and
efforts to the spaces and the structures of patriarchal power. It also ended up
watering down and adapting its rhetoric to make it more accessible to those spaces
and structures. . . . This feminism has submitted itself to international agencies
with their first world visions about what is good for us and what our democracies
should be. . . . This feminism has leaders who are no longer ashamed to say that
they have given up the desire to change the world and that they now prefer to be
socio-democratic reformers well adapted to neo-liberal masculinist patriarchy. . . .
in general terms I would say that what is left of feminism is a bunch of thematic
agendas disconnected among themselves and from the true and complex objective
and subjective reality of women. This is the case at this very time of brutal,
destructive, technocratic and impoverishing neo-liberalism. (cited in Palomo,
1999,91,2)
Given this context, my interest in this research is to explore the experiences of
feminist academics in Mexican universities, particularly how they perceive themselves

and their work in relation to the broader Mexican women’s movement. Furthermore,

since much of the research that centers on feminist academics is grounded in the
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experiences of feminist scholars in Western Europe and Anglo-America, my research also
aims to geographically expand the scope of the literature by exploring how feminists in
the Mexican context are experiencing their locations in the academy.

In my study, I focus on three main areas. First, I seek to develop an understanding
of feminist academics’ multiple, fluid, and often conflicting social locations and the
manner in which those locations have shaped and informed their feminist consciousness
and work in the academy. Second, I explore how feminist academics in Mexican
universities are experiencing and negotiating their academic environments. [ analyze
their professional and political agendas, focusing on the orientation of their work and the
extent to which that work intersects with the lives and struggles of grassroots community-
based activists and poor women (also defined as women from the base). In particular, I
explore to what extent Mexican universities are adopting the new managerialism already
experienced in European and U.S. higher education institutions and the impact of that
emerging academic climate on the nature of feminist academics’ work. Ialso examine
the influence of European and North American feminist thinking on feminist academics
in Mexican universities: to what extent does the intellectual production of feminists in
Mexican universities parallel, draw on, or deviate from and modify European and North
American feminist thinking? Third, I investigate feminist academics’ relationships to the
broader Mexican women’s movement, specifically to grassroots community-based
activists and women from the base. I analyze the interplay and interweaving of their
intellectual inquiry and social activism. By social activism, I mean the extent to which

feminist academics in Mexican universities are reaching, informing, and being informed
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by grassroots community-based activists and women from the base. Iemphasize the
effects of feminist academics’ pursuit of their professional careers on their conceptions of
feminist activism.

My study is based on two types of data. First, I interviewed 15 feminist
academics working in, or collaborating with, women’s studies programs at three different
institutional sites. In addition to the interview data, I gathered various documents from
the three sites, including curricula vitae, syllabi, and other programmatic materials. I also
obtained an invaluable data set of Latin American women’s studies programs and
feminist researchers’ curricula vitae. This data enabled me to place the women I studied
within the context of the larger population of Mexican feminist academics nationally.

Context of the Problem
The Second Wave of Mexican Feminism

One of the strengths of feminism is that it carries multiple definitions based on
historical location, nation, race, class, and other social categories. For this study, I adopt
the definition proposed by Ana Lau (2000) in her article EI Nuevo Movimiento Feminista
Mexicano a Fines del Milenio in which she defines feminism as “a social and political
movement that involves women developing consciousness as a group of the oppression,
domination, subordination, and exploitation they have been subjected to by the prevailing
social, political, and economic system” (p.13). According to Lau, “this movement seeks
to transform and revolutionize the relations among the sexes, to reach an egalitarian
condition between them, and to democratize society” (p.13). It is important to emphasize

that the feminist movement is just one part of the broader women’s movement, which is
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composed of a variety of women’s groups and that some women are simultaneously
members of various groups.

The term second wave feminism refers to the resurgence of feminist activities that
started in the United States and Western Europe in the late 1960s. Second wave
feminism in those contexts emerged out of social movements of the time. In the United
States, second wave feminism was comprised of two dominant threads: the liberal, equal
rights, feminist groups and the radical feminist groups. In Britain, the strongest impetus
came from women in radical left-wing politics, which, contrary to the liberal or radical
feminism of the United States, gave this movement a Marxist-socialist tone. Similarly, in
France, second wave feminism had a Marxist leaning and arose in the aftermath of the
Paris student revolt of May 1968 (Thornham, 2000). Although in each context there was
a feminist perspective dominating the movement, it is important to note that each
movement was composed of a variety of feminist positions, including lesbian, black,
liberal, and socialist, among others.

In México, second wave feminism began in the early 1970s and was greatly
influenced by the women’s movements in the United States and Western Europe, the
Mexican student movement of 1968, and other counter-cultural movements taking place
around the world. Mexican second wave feminism was mainly composed of young,
urban, middle-class university-educated women primarily from the metropolitan area of
Meéxico City who were members of the 1968 student movement and other counter-
cultural movements of the 60s and 70s (Lau, 1987). Although the numbers of women

and men who participated in the 1968 student movement were approximately equal,
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women were treated as second-class members with no decision making power. Their
participation was confined to printing and distributing flyers, preparing meals, cleaning,
participating in mass protests, etc. (Lau, 1987). As a result of their dissatisfaction with
this situation, women started to organize separately and form consciousness-raising
groups in which they discussed the links between the personal and the political, especially
as it pertained to their bodies. The central demands of second wave feminism were
decriminalization of abortion, strict penalties for rapists, and support for battered women
(Bartra, 2001, Ramos, 1994). The difference of this new feminism compared to previous
ones was that in addition to the struggle for equal rights and opportunities in terms of
education, work, politics, etc., new wave feminism “[called] for the right to freedom over
one’s own body” (Bartra, 2001a, p. 1) and looked into the socio-economic structures as
the cause and origin of women’s oppression (Lau, 1987). The purpose of this new
struggle was to “revolutionize la vida cotidiana (everyday life) and question the
relationship between women and men beyond issues of legal equality” (Lau, 1987, p. 76).
According to Carmen Ramos-Escandén (1994), the political climate under the
Echeverria regime (1970-1976) was one of apertura (political opening) which “permitted
the registration of new opposition parties, gave greater latitude to labor unions, and
allowed the emergence of new social movements” (p. 206). In addition to the climate of
political opening, a series of other factors, such as the massive entrance of women to the
labor market, the development of efficient and inexpensive birth control methods, an

increased participation of women in higher education, and the influence of the counter-
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cultural movements of the 1960s helped women become conscious of their oppression
and convert this oppression into political struggle (Lau, 2000).

In its early days, Mexican second wave feminism was characterized by its
autonomy and strong opposition to institutionalization. According to Eli Bartra (1998), in
the first years of the new women’s movement, “it was thought, rightly or wrongly, that if
feminism entered any institution, its principles would be perverted, it would lose its
spontaneity and freshness, and most importantly, it would lose its autonomy and
freedom” (p. 105). The groups were characterized by informal egalitarian structures and
were supported by their own financial resources and public contributions (Parada, 2000).
Political differences among women emerged, resulting in the constant formation and
dissolution of groups (Lau, 2000). During the 1970s, several groups were formed:
Mugjeres en Accion Solidaria (MAS); Movimiento Nacional de Mujeres (MNM);
Movimiento de Liberacion de la Mujer (MLM); El Colectivo La Revuelta, and the
Movimiento Feminista Mexicano (MEM); Colectivo de Mujeres; Comunicacion
Intercambio y Desarrollo Humano en America Latina (CIDHAL); and Mujeres para el
Dialogo. With the exception of the MNM and the groups linked to the church, the
majority of these groups had socialist leanings and focused on questioning the capitalist
system and its manipulation of the condition of women (Lau, 2000, p. 19).

The 1980s were characterized by the close collaboration of feminists with women
from the popular sectors. This collaboration gave birth to what has been called “popular
feminism.” The main purpose of popular feminism was to offer support to women from

the popular sectors in terms of educational, legal, medical, and psychological assistance
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(Bartra, 2001a; Lau, 2000). In this decade feminists also became more open to the idea of
forging links with the state, political parties, and international funding agencies. They
began to diversify their practices, forming NGOs and inserting themselves into
governmental organizations, political parties, and the academy. According to Bartra
(2001a) in this decade “the process of institutionalization and ‘NGOization’ of feminism
began” (p. 9). NGOization means “the transformation of the feminist movement into a
multitude of Non-Governmental Organizations (NGOs)” (p. 9). These NGOs were
established with funds primarily from international agencies. The 1980s also witnessed
the organization of various national and international feminist meetings and conferences,
providing feminists with the opportunity to exchange and discuss their perspectives and
strategies for struggle (Lau, 2000).

In the 1990s, the feminist movement experienced a strong process of
institutionalization, professionalization, and bureaucratization. Bartra (2001a) states that
“an increasingly prominent hierarchy was established among women in non-
governmental organizations, as well as in governmental organizations and academia”
(p.11). She maintains that this signifies a profound change from the strategies of the
1970’s movement, which was strongly opposed to hierarchy (Bartra, 2001). According to
Marta Lamas (1998), in the 1990s the movement’s activism stultified. She identifies
three clear expressions of this situation: “the professionalization of groups of militant
feminists as a result of funding; the academic legitimacy of women’s studies; and the
consolidation, in official political circles, of female political figures holding a feminist

perspective” (p. 123).
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Women’s Studies in México

As in many other countries, women’s and gender studies in México originated in
the second wave of feminism. These studies started to develop in the Mexican academy
in the early 1970s. Among the factors that have influenced the development of women’s
studies in México are the struggles of the feminist and women’s movements; the
experiences of the establishment of women’s studies in other countries; the crisis of
theoretical paradigms in the social sciences; the decreasing government funds for higher
education; and the influence and support of international funding agencies (Parada, 2000,
Tarres, 1996).

According to Bartra (1999), the entrance of feminism into the academy was
through an informal route. Feminists created research groups that were not recognized
and offered courses that were optional and had no credit value. The first women’s studies
course was called Sociology of Minorities taught by Alaide Foppa in the school of
Political Sciences in the National Autonomous University of México in 1974. After this
course, many others flourished in other institutions. It was not, however, until the 1980s
that women’s studies formally entered the academy.

In 1983, the area of research, Mujer Identidad y Poder (Women, Identity, and
Power), was created in the Metropolitan Autonomous University-Xochimilco (UAM-X)
by a group of female professors interested in opening a space in the university for the
study of women. Years later, Mujer Identidad y Poder began to offer an integrated
graduate program (specialization and master’s program) in women'’s studies and an area

of concentration in women and gender relations in the social sciences doctorate. In 1983,
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the Programa Interdisciplinario de Estudios de la Mujer (PIEM) (Interdisciplinary
Women'’s Studies Program) at El Colegio de México was established. In 1984, the
School of Psychology of the National Autonomous University of México (UNAM) opened
the Centro de Estudios de la Mujer (Center for Women’s Studies). In 1992, in the same
institution, the Programa Universitario de Estudios de Género (PUEG) (University
Program in Gender Studies) was established (Bartra, 1998). Additionally in the 1990s,
centers and programs in women’s studies developed in the Mexican provinces.

According to Parada (2000), by the end of the 1990s, Mexican universities housed 35
academic groups focused on women’s issues, of which 19 were formal programs or
centers in women’s studies. It is important to note that the majority of centers and
programs in women’s studies in México are located in public universities. Very few have
been established in private universities.

Several issues concerning academic feminism have been widely debated in
México. One such issue is autonomy versus integration. The dominating position is one
of hybridity in which academic feminism seeks to integrate the gender perspective in all
the disciplines and at the same time have an autonomous space (Bartra, 1998). Another
controversy relates to the increasing shift from women’s studies to gender studies. Some
feminist academics claim that changing to gender studies is a good strategy because it has
facilitated the legitimization of the field. Others believe that the term gender is once
again, making women invisible (Bartra, 1999).

The academic institutionalization of women’s studies did not come without cost.

Several scholars have reflected on how institutionalization and professionalization have
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undermined the political goals of feminism. Parada (2000) maintains that the immersion
of women’s studies units in the patriarchal organizational and political culture of higher
education has led women to lose sight of their activist feminist goals and utopias. In her
view, feminist academics must establish their own objectives in their own terms; further
advancement depends on designing autonomous strategies of reflection, negotiation, and
action.
Theoretical Framework

Several theoretical constructs regarding issues of power and inequality frame my
study. First, because feminism is a social movement, I utilize scholarship on social
movements, particularly Latin American, to place my interpretation of Mexican academic
feminists’ conceptualizations in the context of broad social movements in Latin America.
Second, I employ dependency theory to provide a framework for understanding the
influence and impact of Western feminisms on feminist academics in Mexican
universities. Third, I draw on theories of professionalization to illuminate the pressures
that confront new fields of knowledge and new groups seeking legitimacy in a
professional domain, particularly in the academy. Finally, to examine issues of difference
and the complexity and multiplicity of women’s lives, I utilize the insights of feminist

scholarly perspectives, including the concepts of location and positionality.
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Research Questions

Drawing on the various theoretical concepts identified above, as well as my

personal and political biographies, I have formulated three specific research questions:

1.

Who are the feminist academics in México? By that I mean, what are their

multiple, fluid, and often conflicting social locations? How do those locations

shape and inform their work as feminist academics?

How are feminist academics in Mexican universities experiencing and

negotiating their academic environments? In exploring this general question, I

consider three sub-questions:

a)

b)

Are feminist academics in Mexican universities following models of
elite professionalism within the academy? If so, how do those
models distance academic women from women outside the
academy?

How do European and U.S. feminist thinking influence the work of
feminist academics in Mexican universities? To what extent does the
intellectual production of feminist academics in Mexican universities
parallel, draw on, deviate from, and/or modify European and U.S.
feminist thinking?

To what extent are Mexican universities adopting the new
managerialism already experienced in European and U.S. higher
education institutions? How is this new academic climate affecting

the nature of feminist academics’ work?



28

3. What are the relationships of feminist academics in Mexican universities to
the broader women’s movement, specifically to grassroots community-based
activists and women from the base? In asking this question, again, I have
three particular interests:

a) In México, where the majority of women do not have access to higher
education, how are feminist academics reaching, informing and being
informed by those women?

b) If there is any contact between feminist academics and grassroots
community-based activists and/or women from the base, what is its
nature? What value is attributed by feminist academics to their
interaction with those women?

¢) What are the effects of feminist academics’ pursuit of their
professional careers on their conceptions of feminist activism?

The order of these questions represents a process of understanding. First, I needed
to know who these women are and from where do they come. After situating feminist
academics within their multiple social, cultural, political, and economic locations, I was
better prepared to understand their institutional positions, their experiences, and
negotiations in the academy. I was then ready to explore their perceptions of themselves

and their work in relation to the broader Mexican women’s movement.
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Scope and Limitations of the Study

My study aims to develop an understanding of the experiences of feminist
academics in Mexican universities, particularly how they perceive themselves and their
work in relation to the broader Mexican women’s movement. I am especially interested
in investigating to what extent feminist academics maintain links with grassroots
community-based activists and women from the base.

The scope of this study is limited to feminist academics working in public
research universities; therefore, it is possible that the voices and perspectives of feminist
academics working in other types of institutions might be quite different. Because of my
focus on the early-founded women’s studies programs, the study is also limited to
programs within the geographical area of México City. To provide a more inclusive
understanding of the experiences of feminist academics in México, additional studies are
needed that will include feminist academics from different types of higher education
institutions and geographical areas in the country. What I hope to contribute with this
study is an expansion of the study of feminist academics to encompass the experiences of
feminist academics in other national contexts.

Situating Myself

The point of departure for all knowledge is the historically and socially situated
self. Therefore, I wish to provide a sketch of my life so that readers may have an idea of
how my personal history frames my interpretations and theorizing.

I was born and raised in Culiacédn, Sinaloa, México in the 1960s. My father and

mother come from a rural working class background. Both suffered economic violence
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and were thrown into the world of work at an early age. Being the oldest of seven
children, my father dropped out of school at age 10 and began work. He had no
privileges of any kind, neither education, nor a secure family environment. By the time
he was 20, he migrated to the city for better opportunities that would allow him to
overcome not only his poor economic condition but that of his mother, brothers, and
sisters.

My mother, the daughter of a very religious man, also started work by the time she
was 12 years old. She was the youngest in a family of four brothers and three sisters.
Following a common pattern experienced by members of their social class location, my
mother’s father and her oldest brothers migrated to the United Sates and labored as field
workers intermittently for several years. During her childhood, my mother experienced a
great deal of mobility. As a result, her education was constantly disrupted. She did not
finish elementary school until she was 15 years old. Later, she briefly attended a
secretarial program, but was unable to graduate after her marriage to my father at age 17.
My father was a very hard worker and eventually became a successful businessman. By
the time he met my mother, he already owned a business and a home, yet his economic
insecurity caused him to be frugal. He did not believe in providing luxuries of any kind.

I am the youngest in a family of four brothers and two sisters. My family was
very traditional in terms of gender roles. My father was the financial provider and my
mother stayed home and took care of the family. All chores in the house were the
responsibility of my mother, my sister, and me. My father and brothers never

participated.
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As a devout Catholic, my mother struggled endlessly to send all of us to private
Catholic schools. My brothers attended an upper class single-sex Catholic school, while
my sister and I went to a single sex, lower-middle class, Catholic school. Ibelieve my
brothers experienced those spaces in-between, to which Gloria Anzaldua refers, when
they moved back and forth from a working class home to an upper class school. Because
my sister and I attended a lower-middle class school, we did not experience the
borderlands as strongly as our brothers did. On the contrary, we were rich for our
working class neighborhood. We not only owned our house, but attended private schools,
while most families rented their houses and the children attended public schools.

As a result of my mother’s tenacity, we all had the opportunity to attend college at
some of Mexico’s most prestigious private schools--in Monterrey, Guadalajara, and
México City. Though there were no material luxuries growing up, we all received a good
education.

It was not until college that I profoundly experienced the borderlands. In 1978, at
age 17, I moved to Monterrey to attend college in one of the most prestigious, private,
higher education institutions in the country. Most of my classmates were from wealthy
families with college-educated parents--especially fathers. This afforded them many
privileges beyond that which I possessed. For example, most of my fellow students had
either attended bilingual or foreign schools, so they spoke English fluently. Most were
good swimmers because they had access to swimming pools. They also had cars and
knew how to drive. Ihad none of this. Ihad entered a completely different social and

intellectual world.
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All of these disadvantages aside, four and half years later, I graduated with a
degree in accounting. Later, I came to the United States to attend graduate school. It was
here that I became a woman of color, a minority, an immigrant, a foreigner. Once again, |
live in a contested zone; in the spaces in-between; in a state of constant liminality.

My motivation to study feminist academics in Mexican universities and their
relationships to popular women’s groups and struggles was rooted in my formative
familial and social experiences. It was intensified during frequent trips to México while
attending graduate school at the University of Arizona. I often took the bus home to
Culiacdn. While riding urban buses through Nogales, Sonora, I had many opportunities
to observe young, female, maquila workers. As I observed, I felt an immense span
between my experiences at a Research I university in the United States and the lives of
these young women on the Mexican border. I pondered the relationship between feminist
theories and these women’s lives. How were these theories informed by the experiences
of these women? And how was this feminist work accessible to these women’s struggles
and lives?

Overview of the Chapters

This dissertation is organized into seven chapters: introduction, review of the
literature, methods, three findings chapters, and conclusion. In this introductory chapter, I
have provided the reader with an overview of the topic under investigation. Iincluded a
description of the context of the study, described my theoretical framework, outlined my
research questions, and situated myself as a researcher. Finally, I included a small section

on the scope and limitations of the study.
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Chapter 2, Review of the Literature, presents the relevant scholarship and
theoretical frames and concepts that guided and informed my study. This chapter is
organized into three main sections. First, I provide an overview of my theoretical
framework. Second, I present a review of literature on the transformations experienced
by Mexican universities in the last two decades. Finally, I include a review of research on
feminist academics, emphasizing the impact of the restructuring university on feminist
academics’ work and identities. It is important to note that this literature centers on the
experiences of feminist academics in the contexts of Western Europe and Anglo-
America. Little research exists that documents the experiences of feminist academics in
other countries. Therefore, the content of the last section of this chapter is based on
literature regarding and originating from the West.

Chapter 3, Methods, provides a discussion of the methodological approaches that
frame my research. It includes descriptions of my research design, selection of sites and
participants, data collection techniques, and data analysis strategies.

Chapter 4, Situating Feminist Academics: Social Origins, Educational
Formations and Career Trajectories, introduces the three groups of feminist academics
that comprise the subjects of my study. This chapter is organized into two sections. In
the first, feminist academics describe their social origins and the ways in which they
developed their feminist consciousness. In the second, I present feminist academics’
educational and professional trajectories through an analysis of their curricula vitae.

Chapter 5, Feminist Scholars in the Mexican Academy: Negotiating the

Borderlands, describes the personal and professional experiences of feminist academics
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working in three Mexican public universities. This chapter also consists of three sections.
First, I provide a brief description of the three university settings and their women’s
studies programs. Second, the feminist academics share and reflect on their experiences
and negotiations in the university. Third, the feminist academics discuss the effects of the
new managerialism on Mexican universities in general and on their feminist work in
particular.

Chapter 6, Feminist Academics and the Women’s Movement in México, explores
how feminist academics view themselves and their work in relation to the broader
Mexican women’s movement, specifically their relationships with grassroots community-
based activists and women from the base. The chapter is organized into three sections as
well, each one representing one institution. Each section is further organized into two
sub-sections, Spoken Narratives and Scripted Voices.

Chapter 7, Summary and Conclusions, sammarizes the major findings in the three

areas of inquiry and suggests future practices and areas of research.
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CHAPTER 2
REVIEW OF THE LITERATURE

In this chapter, I provide a review of the literature to position my study within the
existing scholarship that illuminates my research questions, methods, and findings. The
chapter is structured into three main sections. First, I present an overview of my
theoretical framework. Then, I provide a brief review of the literature discussing the
transformations experienced by Mexican universities in the last two decades. Finally, I
include research on feminist scholars’ experiences in the academy with an emphasis on
the impact of recent changes in higher education on feminist academics’ work and
identities.

Theoretical Framework

My conceptual framework integrates elements of a variety of theories. Idraw on
ideas and concepts from social movements theory, dependency theory, professionalization
theory, and a variety of feminist scholarly perspectives including the concepts of location
and positionality.
Social Movements Theory

Because feminism is a social movement, my study is informed by the insights of
social movement theories. Social movement theories provide an analytical lens to
understand the dynamics of political and collective action. Within the wide variety of
approaches to the study of social movements, two main paradigms can be distinguished:
the strategic paradigm represented mainly by resource mobilization theory and the

identity paradigm of the new social movement theories. The strategic paradigm focuses
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on organization, strategy, rationality, and external and internal resources, whereas the
identity paradigm focuses on identity formation, community, and cultural solidarity.
Many theorists have rejected the strategic/identity dichotomy, advocating for a
comprehensive framework that reconciles the two theoretical approaches (Shefner, 1995).
Shefner (1995) points to the feminist movement as a typical example of the necessity of a
holistic approach. He asserts that the feminist movement “focuses not just on
autonomous collective definitions that widen women’s prerogatives and choices” but
also, Shefner elaborates, “the feminist movement addresses injustices and unequal
distribution of economic, political, and ideological power” (p. 609). Similarly, Munck
(1999) states that “social movements seem to express a ‘political’ struggle for power or
resources but also a cultural struggle for identity” (p. 68). Regarding social movements in
Latin America, Mascoot (1997) and Zamorano Farfas (1999) have argued that
“mobilization in the Latin American context must be theorized by integrating ‘new social
movement’ concepts with more conventional resource and organizational elements”
(cited in Oliver, Cadena-Roa, & Straw, 2003, p. 217).

In a recent article titled Emerging Trends in the Study of Protest and Social
Movements, Oliver et al. (2003) identify four recent trends in the study of social
movements. First, they recognize an expansion of the case base both “regionally and
substantively.” Mainstream social movement theorists, they maintain, are expanding
their focus beyond the Western European and Anglo-American social reform movements
to include movements in Eastern Europe, Latin America, Asia, and Africa. This

geographical expansion is bringing a broader range of new problems and issues including
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ethnic conflict, dictatorship regimes, austerity programs, neoliberal reforms, revolution,
democratization movements, and the role of the Catholic Church in grassroots
mobilization among many others. Furthermore, these issues, they argue, are highlighting
the limitations of previous theorizing.

Second, they perceive that social movements’ scholars are rethinking the
relationship between social movements and regimes. An increasing number of scholars
are now focusing on “the dynamic interactions between regimes and movements. There is
growing recognition that movements and regimes change together or ‘co-evolve’™ (p.
219). Many scholars are no longer discussing social movements as static entities with a
distinct beginning and end, not in terms of bounded well-defined roles such as, the
autonomous state and the outlying social movement, nor as “invariant causes and
effects.” Rather, they now see social movements as an unbounded series of interactions,
involving dynamic processes and mechanisms. This amorphous and permeable definition
allows a more cogent description of ongoing interactions and disallows arguments, which
simply attempt to define activity as a social movement, or not.

Third, they found that social movement theorists are increasingly looking at
events “rather than organizations or movements as units of analysis” (p. 220). Finally,
the fourth trend is a break down between strictly structuralist or constructivist approaches.
Increasingly, social movements’ theorists are approaching protest dynamics as a
combination of both, dictated structures and created agents, bridging the dichotomies of
past theorizing that separated cultural and material artifacts and conditions. According to

Oliver et al., (2003), “there is a growing appreciation for the need to integrate
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structuralist, political theories of movements with constructivist theories rooted in social
psychology and cultural sociology” (p. 225).

I also draw on literature discussing the links between social movements and
curricular formation and change. This literature illustrates the ways in which social
movements have reshaped existing disciplines and established new fields and specialties
in the university. In Class, Race, Gender and the Construction of Post-Secondary
Curricula in the United States: Social Movement, Professionalization and Political
Economic Theories of Curricular Change, Slaughter (1997) maintains that social
movements sparked the introduction of new knowledge bases into the academy. The civil
rights, Black power, and student movements, she asserts, prompted the organization of a
number of Black studies programs in the 1960s and 70s. Likewise, Marxist and socialist
content reemerged when faculty who participated in the civil rights and student
movements entered the academy. Also, Slaughter notes, women’s studies in the United
States were introduced into the academy as a result of the protests and pressures of the
women’s movement. Similarly, women who participated in the student and women’s
movements-in México and abroad introduced women’s studies into Mexican universities.

The experiences of academics as political activists have undoubtedly influenced
their scholarship. Political activism contributed an experiential framework with which to
analyze the complicity of traditional mainstream disciplines in preserving the power of
dominant groups, and how these fields of study were not objective and allegedly neutral
as the professions and scientific method maintained (Boggs, 1983). However, while the

experiences of these women as political activists propelled them to question the
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androcentric and eurocentric nature of their disciplines, the dynamics of the academic
terrain combined with their strong search for recognition and academic legitimacy have
increasingly pressured these women to shift their attention and energies toward
accommodating the values and practices of the academy. As Slaughter (1997) points out,
“in their quest for legitimacy, scholars in new fields trying to create curricula very often
defeat their initial ends by reproducing the signs, symbols and structures that perforce put
distance between themselves and their communities, between their heartfelt passion and
its expression, between a quest for social justice and its realization” (p. 17).
Dependency Theory

One of my areas of interest in this study is to examine the influence and impact of
Western feminisms on feminist academics in Mexican universities. Dependency theory
offers a critical analytical framework for understanding the dynamics of international
relations. It seeks to provide an explanation for the persistent inequalities between first
and third world countries in the world capitalist system. Dependency theory posits that
the world capitalist system produces unequal relations between the countries of the world
creating affluent centers and disadvantage peripheries (Hout, 1993). Dos Santos (1971)
defines dependency as “a situation in which the economy of certain groups of countries is
conditioned by the development and expansion of another economy to which the former
is subjected” (p. 226). According to Castells and Laserna (1994) dependency refers to
“an asymmetrical, structural relationship between social formations, such that the
dependent society is shaped to a large extent by the social dynamics and interests

generated in the dominant society” (p. 57). Dependency can also occur within countries
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and regions and not only in terms of economics, but also in the political, social and
cultural domains.

The dependency approach originated in Latin America in the 1960s, to some
extent, as a response to the Eurocentrism of the modernization perspective on
development. According to the modernization perspective, third world countries are
undeveloped as a result of “their slowness or failure to adopt the pattern of efficiency
characteristic of developed countries (or to ‘modernize’ or ‘develop’ themselves)” (Do
Santos, 1971, p. 226). Munck (1999) states that the dependency approach “rejected the
notion that Latin American societies were undeveloped, waiting for capitalist
development to modernize them, in favour of a conception of underdevelopment, actively
caused by the process of development in the advanced industrial societies” (p. 57-58).
Dependency theorists did not view development as coming from the integration of third
world countries into the capitalist world system. Rather, they saw “a break with
international capitalism as a prerequisite of development” (Munk, 1999, p. 58).

Drawing on Brown’s (1984) study of the development of dependency theory, Hout
(1993) describes three main variants of dependency theory: dependencia theory, centre-
periphery theories, and world system analysis. Dependencia theory focuses on the
situation in Latin America and holds that, although most Latin American countries are
politically independent, they continue to be subordinated and dominated by industrialized
nations. This theory attributes the lack of development in third world countries to their
incorporation into the capitalist world economy (Hout, 1993). Centre-Periphery theories

expand its focus beyond Latin American countries encompassing other countries in the
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third world. These theories stress the unequal and exploitative nature of the relations
between center and periphery countries in the world capitalist system. Center-periphery
theories emphasize the negative impact on third world countries of their relations with
industrialized nations (Hout, 1993). The world-system approach is mainly represented by
the analytical-historical work of Immanuel Wallerstein who focuses on explaining the
causes of the rise of the capitalist world economy (Hout, 1993). Wallerstein defines the
world system as a “multicultural territorial division of labor in which the production and
exchange of basic goods and raw materials is necessary for the everyday life of its
inhabitants” (cited in Martinez-Vela, 2000, p. 4). This division of labor generates the
existence of core and peripheral regions. The core regions focus on capital-intensive
production and the peripheral on labor-intensive production. There are also the semi-
peripheral nations which have a mixture of productive activities and serve as a buffer
zone between the core and the periphery (Martinez-Vela, 2000).

A number of critiques have been made on the dependency approach. One is that
- dependency theorists have focused primarily on economic factors downplaying cultural
elements (Munk, 1999). Another criticism is in regard to its emphasis on the impact of
external forces, overlooking internal dynamics. An additional critique is that dependency
theorists did not offer a “viable development alternative” (Munk, 1999, p. 61).
Contemporary dependency approaches, however, are increasingly integrating the insights
of postmodernism, post-structuralism, and feminism to their analytical frames.

Dependency theory has been applied to the context of higher education by Philip

Altbach, among several others scholars. In The University as Center and Periphery,
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Altbach (1998) examines how universities in advanced industrialized and third world
countries relate to each other. He utilizes the concepts of center-periphery and
neocolonialism to analyze these relations. Albatch explains that the international
knowledge system is composed of central and peripheral institutions. The central
institutions are considered the producers of knowledge while the peripheral institutions
are basically the consumers and distributors of that knowledge. The central institutions
are prestigious research-oriented universities that receive large amounts of research
monies, have large and well-equipped libraries and laboratories, and produce a high
proportion of graduate-level degrees. Most, if not all, of these institutions are located in
the industrialized nations. Another important point is that, within these nations, the major
publishers of scientific materials, prestigious academic journals, and libraries are located.

Primarily located in third world countries, peripheral institutions tend to be the
consumers and distributors of the knowledge produced in the center. Most of these
institutions lack well-developed physical infrastructures, have fewer prestigious
professors, produce little original research, educate primarily technicians and middle level
professionals, and in general depend on the centers institutions for guidance and
innovation (Altbach, 1998).

The dynamics of centers and peripheries also exist within nations and regions.
Each region or nation has its center institutions which exert strong influence and are the
models for all other institutions. These central institutions receive most of the research
funds. Altbach (1998) point outs that “[i]n the United States, 80 percent of federal

government research funds go to the top one hundred universities” (p. 21).
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In addition to the concept of center-periphery, Altbach (1998) utilized the concept
of neocolonialism to examine these relationships. Neocolonialism refers to “the policies
of the industrialized nations that attempt to maintain their dominance over the Third
World” (p. 21). These policies are enacted primarily through foreign aid. According to
Altbach, “the donor nations often have several goals in mind for providing assistance, one
of them being the perpetuation of educational and political structures that will ensure
stability and a generally pro-Western orientation” (p. 23). Through financial assistance,
international institutions such as the World Bank, International Monetary Fund, the
Economic Commission for Latin America and the Caribbean, and the Organization for
Economic Cooperation and Development exert strong coercive influence over third world
countries’ educational policy.

Altbach’s (1998) main argument is that universities in the third world occupy a
disadvantaged position in the international knowledge system and that this situation is the
result of “international inequalities in wealth, power and resources” (p. 28).

These concepts of center-periphery and neocolonialism with all their nuances and
complexity, in both an international and national level, help guide my analysis of feminist
academics in Mexican universities. At an international level, these guiding concepts
illuminate the nature of the relations between first world feminist academics and feminist
academics in Mexican universities. At a national level, they provide insights into the
peripheral positions of feminist academics within patriarchal academic institutions, as
well as their “center” positions in relation to grassroots community-based activists and

women from the base.
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Professionalization Theory

Sociological literature on professions offers useful insights for interpreting and
understanding the kind of pressures and dilemmas that feminist scholars confront in their
search for recognition and legitimacy within the academy. There are multiple approaches
to the study of professions. In his book Managed Professionals: Unionized Faculty and
Restructuring Academic Labor, Gary Rhoades (1998) provides a review of the
sociological literature on professions. Rhoades summarizes three main approaches: the
functionalist perspective, professionalization theory, and recent sociological work on
professions. The functionalist approach examines professions focusing on traits such as
“technical expertise, meritocracy, codes of ethics, values learned in professional
education and altruism” (p. 20). This perspective sees professions as “a functionalist
adaptation, a way of organizing work that better serves the needs of clients and society”
(p. 20). Professionalization studies, Rhoades states, emerged as a response and a
challenge to the functionalist perspective. Rather than professions serving the interest of
society, professionalization depicts them as serving themselves and powerful groups. In
this perspective, professions are described as “groups seeking to establish and maintain
monopolies of expertise” (p 20). The main focus on this approach is on the political
strategies professionals used to maintain their rights and autonomy.

Finally, in his review of recent sociological research on professions, Rhoades
includes the work of Abbott (1988), which centers his analysis on the content of
professional work and “the negotiations of task control” (p. 21). Abbott describes

professions as “competitive systems, focusing on disputes between professional groups
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over jurisdictional boundaries” (p. 21). Rhoades’ work extends Abbott’s approach,
focusing not on disputes between professions, rather those between faculty and academic
managers. Another recent contribution to the study of professions discussed by Rhoades
is Brint’s (1994) In an Age of Experts: The Changing Role of Professionals in Politics
and Public Life. Brint’s work focuses on “stratification among and within professions
attributing professional position in the hierarchy to locations in markets and
organizations” (p. 23).

In a different study, Academic Evaluators Versus Practitioners: Alternative
Experiences of Professionalism, Modarresi, Newman and Abolafia (2001) provide a
review of four schools of thought in the study of professions: functionalist, process,
power, and ecological. The functionalist school focuses on the structural attributes of
proiessions such as advanced training, abstract knowledge, and professional associations.
The process school centers on professionalization. Within this approach, the authors
mention two rationalities: the historical and developmental approach and the diversity
and conflict of interest approach. In the first, professions are seen as having been
established through a process which includes five steps: “(1) a group of full time workers
are expected, (2) workers obtain advanced degrees, (3) a professional association is
formed, (4) licensing is used to eliminate unqualified people and (5) a code of ethics is
developed” (p. 2). The second approach conceptualizes professions as “divided internally
by specialization and intellectual orientation into segments” (p. 2), which may be in
conflict. The power school focuses on “the power and prestige dimensions of

professions” (p. 2). According to power theorists, professions’ primary strive is for
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status, control, and market power. Finally, the ecological school focuses on the content
of work rather than on structure. This perspective sees professions as a competitive
system. It is represented primarily by the work of Abbott (1988) who argues that “each
profession is constrained to a set of tasks by ties of jurisdiction. The strengths and
weaknesses of these ties are established in the process of professional work. None of
these ties is fixed; therefore, professions make up an interactive system, an ecology in
which they compete” (p. 3).

For this study, 1 draw on ideas from the various approaches with a primary focus
on power theories of professionalization. This approach provides insights to
understanding how occupations and professions seek to legitimize themselves and their
own knowledge bases through the creation of hierarchical and elitist structures. These
structures exist through mechanisms of abstract and theoretical knowledge, expertise,
credentialing, societies and associations, and “demarcatory closure” strategies that
maintain exclusivity and a process of sequential advancement and power (Larson, 1977;
Witz, 1992). According to Albertein (2001), the power approach conceives
professionalization as “a strategy of gaining power positions within the larger structure of
society” ( 4). He states that professionalization strives for upward mobility in the system
and uses strategies of social closure to obtain and preserve the monopoly of the field.

According to Ann Witz (1992), “professionalization is essentially about market
power and the construction of a formal knowledge base. The structure of the
professionalization process consists in the unification of these two elements, secured

within the historical matrix of competitive capitalism and by means of capitalist
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institutions” (p. 56). Witz’s work, a combination of mainstream sociology and feminist
ideas, centers on the relationship between gender, professionalization, and patriarchal
structures. She claims that the sociology of professions has neglected the relationship
between gender and professionalization and argues that it is crucial to gender the agents
of professional projects and to situate these projects within the “structural and historical
parameters of patriarchal capitalism” (p. 39). Witz emphasizes the importance of
strategies of demarcatory closure in understanding “how unequal gender relations are
created and sustained within an occupational hierarchy in the labor market” (p. 47).

As Witz argues, women, as well as women-centered professions seeking
legitimacy are forced into a traditional professional male paradigm. Feminist academics
have not escaped this fate.

Feminist Perspectives: Location and Positionality

To help me better understand the complexity and multidimensionality of the lives
of my respondents, I draw on feminist insights that address both location and
positionality. The concept of location refers to the multiple, evolving, intersecting, and
often conflicting social spaces that people inhabit. Positionality involves interpretation,
identification, and agency. It refers to how people make sense of those multiple and
intersecting locations and the actions they take in regards to those locations. Bradiotti
(1994) states that the politics of location emphasize

the multiple differences that exist among [and within] women, stress the

importance of rejecting global statements about all women and of attempting

instead to be as aware as possible of the place from which one is speaking.

Attention to the situated as opposed to the universalistic nature of statements is
the key idea. (p. 163)
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According to Alcoff (1997), the concept of positionaliy refers to the ways in
which women construct their identities in relation to a fluid context constituted by
multiple elements, including other people, cultural and political institutions, economic
conditions, and ideologies. For Alcoff woman is “a position from which a feminist
politics can emerge, rather than a set of attributes that are objectively identifiable” (p.
350). She argues that “being a woman is to take up a position within a moving historical
context and to be able to choose what we make of this position and how we alter this
context” (p. 350). Alcoff also claims that women can utilize the multiple locations they
inhabit to construct new meaning rather than simply discover it. Drawing on Teresa de
Lauretis (1986), Alcoff contends that the identity of a woman stems from her definition of
her self and her story in the context of cultural discourses with which she is familiar.
Similarly Mohanty (1991) points out that it is not race, nation, sex or class which form
the bases for alliances, but the way we think about race, nation, sex, class and other social
demarcations.

Anthias (2002) argues that location and positionality are useful concepts for
investigating and understanding the ways in which individuals position themselves in the
“social order of things.” According to Anthias,

positionality refers to placement within a set of relations and practices that

implicate identification and ‘perfomativity’ or action. It combines a reference to

social position (as a set of effectivities; as outcome) and social positioning (as a

set of practices, actions and meanings; as process). As such, it is an intermediate

concept between objectivism and subjectivism, inhabiting a space between social
constructionism and approaches that stress agency. Positionality relates to the
space at the intersection of structure (as a social position/social effects) and

agency (as social positioning/meaning and practice). The concept involves
processes of identification but is not reducible to these, for what is also signalled
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are the lived practices in which identification is practised/performed as well as the

intersubjective, organizational and representational conditions for their existence.

(p. 501-502)

Thus, the concepts of location and positionality helped me to better understand
feminist academics’ multiple, evolving, and often conflicting social locations, and the
relationship of those locations to their political and theoretical positions.

Recent Transformations in Mexican Universities

The feminist academics in my study all work in Mexican public universities. In
the last two decades, these institutions have experienced profound transformations. In
this section, I review literature that examines these transformations to inform the reader
about the nature of the current institutional contexts in which these women work.

The Global Context

The last two decades have been a period of intense transformation for higher
education institutions around the world. These transformations have been attributed
mainly to economic and political globalizing forces. In the contexts of Western Europe
and the United States, several concepts have been developed in the process of analyzing
these changes. One of these concepts, academic capitalism, developed by Slaughter and
Leslie (1997) refers to changes in the nature of academic work as a result of shifting
patterns of resource dependency. Slaughter and Leslie define academic capitalism as
“institutional and professorial market or marketlike efforts to secure external moneys” (p.
8). In a recent article, Leslie (2001) defines academic capitalism as “college and

university deployment of their only real asset, the human capital of their faculty, for the

purposes of enhancing their revenues” (p. 261). The authors associate the development of
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academic capitalism to “the growth of global markets, the development of national
policies that target faculty-applied research, the decline of the block grant as a vehicle for
state support for higher education, and the concomitant increase in faculty engagement
with the market” (p. 11). Slaughter and Leslie claim that one of the major
transformations in academic work is that academics are no longer situated between
capital and labor, they are directly in the marketplace.

Another concept used to explain current changes in higher education is the notion
of the entrepreneurial university. According to Clark (1998), an entrepreneurial
university “actively seeks to innovate in how it goes about business. It seeks to work out
a substantial shift in organizational character so as to arrive at a more promising posture
for the future” (p. 4). Clark argues that entrepreneurial universities have developed as a
consequence of the imbalance between environmental demands and institutional capacity.
In order to respond to increasing demands, Clark argues, universities need to become
more enterprising. The entrepreneurial university is characterized by having significant
partnerships with industry, organizational forms and management practices associated
with the business sector, diverse funding sources, and emphasis on revenue maximization
among many others (Deem, 2001). In these institutions, “academics and administrators
explicitly seek out new ways of raising private sector funds through enterprising activities
such as consultancies and applied research” (Deem, 2001, p.7). Clark identifies five key
elements present in the entrepreneurial university: (1) a strengthened steering core; (2) an
expanded developmental periphery; (3) a diversified funding base; (4) a stimulated

academic heartland; and (5) an integrated entrepreneurial culture. In addition, Clark
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emphasizes the need for “collegial entrepreneurialism” (collegiality between faculty and
administrators) for the success of the entrepreneurial university.

An additional concept used to explain changes in higher education is the term new
managerialism, or new public management, which refers to “the adoption by public sector
organizations of organizational forms, technologies, management practices and values
more commonly found in the private business sector” (Deem 1998, p. 47). Some of the
main features of new managerialism include the establishment of internal costs centers,
the marketization of public services, the encouragement of individualism and competition
between workers and the use of evaluation technologies (Deem, 1998). Mike Reed
(2001) summarizes the key elements of new managerialism in higher education:

1) Managers claim the prerogative to act in order to more closely connect the
organization to the market/private sector, which is necessary to solve
social problems.

2) Professionals are regulated directly through various control mechanisms
that involve assessing and monitoring professional work.

3) Higher education is redefined as a commodity, a service providing
organization in which education is reduced to measurable performance
outcomes.

4) There is a re-engineering of the discipline and profession-based cultures
of higher education such that new innovations and interdisciplinary studies

can emerge.
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Reed points out that research on the implementation of new managerialism in higher
education indicates that the main institutional response has been that of hybridization in
which old and new values and practices coexist.

Patricia Gumport (2000) discusses the changes taking place in institutions of
higher education in terms of a shift in the nature of the mission of public higher
education. In her article, Academic Restructuring: Organizational Change and
Institutional Imperatives, she argues that “the dominant legitimating idea of public higher
education has changed from higher education as a social institution to higher education as
an industry” (p. 67).

The Mexican Context

Mexican universities are experiencing similar transformations. Changes facing
Mexican universities include decreasing government funding which have forced
institutions to look for alternative sources of revenues (e.g., increasing tuition fees and
growing partnerships between universities-industry-government); the diversification and
stratification of the higher education system; the privatization and marketization of
educational services; the introduction of new organizational forms and management
practices; the establishment of new funding and assessment mechanisms; and the
marginalization of unions in discussions and negotiations of academic matters among
many others changes (Aboites, 1992, 2003 ; Ibarra, 2001a, 2001b, 2002a; Rodriguez,
2003; Ordorika, 1996; Torres & Schugurensky, 2002).

Several scholars have emphasized that although there seems to be global

tendencies in the changes facing universities around the world, attention should be paid to
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the specific conditions of each country and the particular ways in which each country is
being affected by and responding to these changes (Ibarra, 2001a, 2001b, 2002; Torres &
Schugurensky, 2002). Mexican scholar Eduardo Ibarra (2002a) argues that one of the
main implications of these changes has been the strengthening of the international
division of university labor. In this international division of labor,

the production of state of the art knowledge and the preparation of high level

scientists and managers have generally been the domain of Central European and

American nations, leaving on the outskirts of “under-development” the movement

and consumption of such knowledge and the mass production of mid-level

technicians and professionals. (p. 2)

Similarly, Torres and Schugurensky (2002) stress that “the polarization between North
and South is expected to increase even further if the scientific and technological gaps are
not narrowed” (p. 429).

Before reviewing the literature on the changes facing Mexican universities, it is
important to provide some information about the current structure of Mexican higher
education. In 1999, the Mexican educational system was composed of 1250 institutions:
515 public and 735 private. These institutions are classified into six major subsystems:
public universities; technological institutes; technological universities; private
institutions; teacher-training institutions; and other public institutions (ANUIES, 2000).
In the academic year 1998-1999, Mexican higher education served 1,837,884 students.
Of these, 1.9 percent were in technical and associate level; 80.6 percent in undergraduate
level; 11.5 percent in teaching education; and 6.0 percent in graduate level. This amount

corresponds to 17.7 percent of the 20-24 age group (ANUIES 2000). In 1999, women

constituted 46 percent of the Mexican higher education student population at the
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undergraduate level and 48.1 percent including all types and levels of higher education
(ANUIES, 2000). In terms of academic personnel, in the academic year 1998-1999,
Mexican higher education had 192,406 academics of which 29.4 percent had full time
appointments, 8.9 percent were part timers, and 61.7 percent were paid by the hour. The
field of study with more full-time academics in the year 1998 was agricultural sciences
(agriculture and veterinary) with 61 percent; following by engineering and technology
with 39 percent; natural and hard sciences (biology, mathematics, physics, chemistry)
31.6 percent; health sciences 26.4 percent; education and humanities 24 percent; and
social sciences and management 18.2 percent (ANUIES, 2000). Regarding academic
credentials, 26 percent of full-time professors at the undergraduate level had master’s
degrees and only 6 percent had doctoral degrees (ANUIES, 2000). ANUIES report does
not include specific information on women in the academic profession. In studies
undertaken in 1992, Gil-Ant6n found that women comprised about 30 percent of
academics in México and were concentrated in the fields of the social, administrative, and
health sciences (Gil-Antén, 2003).

As mentioned above, all the feminist academics in my study work in public
universities. The subsystem of public universities is made up of 45 institutions. It
includes federal and state universities, most of which are considered autonomous. This
subsystem undertakes more than 50 percent of the research done in México and it serves
52 percent of undergraduate students and 48 percent of graduates (ANUIES, 2000).
According to Eduardo Ibarra (2002b), the Mexican university system is “small in size, it

suffers a structural budget inattention associated with the recurrent economic crises, is



55

young and has few consolidated academics groups, it is still not very diversified and
manifests a strong centralism that is manifested by the wide concentration of efforts and
resources” (p. 8).

Significant changes in Mexican higher education started to take place in the early
1980s. In 1982, México experienced one of its worse economic crises. As a result, the
International Monetary Fund (IMF) and World Bank (WB) imposed a series of conditions
and measures to “help” stabilized the Mexican economy. These measures so-called
“structural adjustment policies” drastically reduced public expenditure (health, education,
housing, etc.) and therefore the subsidies directed to public higher education (Aboites
1992; Ordorika, 1996). Institutions of higher education started to be the subjects of
strong criticism regarding the quality of education. Thus, in 1989, the Mexican
government began a new program of modernization with the main goal of improving the
quality of the higher education system and preparing the country to enter the global
economy. The major issues addressed by the modernization agenda have been “the
diversification of the system, the building of alternative financial sources, cuts in
spending, concerns about productivity and the establishment of multiple levels of
evaluation” (Ordorika, 1996, | 8).

Several Mexican scholars are examining and reflecting on the effects of the
modernization process in Mexican universities (Aboites, 1992, 2001, 2003; Gil-Ant6n,
2003; Ibarra, 2001a, 2002a; Ordorika, 1996; Rodriguez, 2003). In his article, Mexican
Higher Education in Transition: From Politically to Financially Driven Public Policies,

Imanol Ordorika (1996) examines the changes experienced by Mexican higher education
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institutions in the last decades and argues that these changes are the result of “mayor
shifts in state policy towards higher education” ({ 1). He argues that “public policies
have changed from politically driven concerns, mainly addressing issues of equity, to
financially driven concerns, mainly addressing issues of efficiency” (] 1).
Eduardo Ibarra Colado (2001a) examines the transformations of the Mexican
university and argues that,
modernization has become a moment of rupture that implies the construction of a
radically different university . . . a new mode of rationality is in place
[exemplified by] the introduction of new discursive strategies, the radical
modification of the government devices of intervention/regulation of the

university system and its institutions, and the operation of new technologies and

procedures for managing and controlling individuals and populations groups. (p.
12-13)

Ibarra mentions four main elements that signify the presence of what can be considered a
mode of neoliberal rationality: “the emergence of the auditor state . . . the development of
new forms of financing . . . the diversification and stratification of national higher
education systems . . . the administrative modernization of the institutions . . . [and] the
operation of extraordinary remuneration programs based on the evaluation of academic
performance” (p. 13). Ibarra states that one of the main implications of this new logic is
an identity transformation, not only for the university itself, but for each of its subjects.
Hugo Aboites (2003) writes about the transformation of the Mexican university in
terms of the modification to the “social pact.” He argues that “the nationalistic,
revolutionary project that re-vindicated education as a part of the social patrimony and as
a right of the majority of people, gave way now to a new agreement, new actors, and to a

new discourse on education” {(p.59). Aboites points out that the axes of the new discourse
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are quality, evaluation, efficiency, productivity, pertinence and excellence. He claims
that,

more than a preoccupation and search for the improvement of education, this

discourse reflects a radical change in the orientation and in the social bases that

sustain the educational project. The definition of the direction of higher education
no longer emerges from a national project that conceived education as a central
part of the social patrimony and a solid sustenance of development but rather from
the more crude corporate needs in a framework of a project of insertion in the

global economy. (p. 59-60)

According to Aboites, three main features characterize this new agreement: the reduction
of state funding for public higher education, direct participation of the private educational
sector and of national and international businessmen in the direction of public higher
education, and the complete entrepreneurial reorientation of the higher educational
process in public universities.

In his recent article titled Indigenous Autonomy and the Autonomy of the Public
University, Aboites (2003) draws parallels between the struggles for autonomy and
sovereignty of the indigenous peoples of Chiapas and the current struggles of public
universities in their efforts to resist total usurpation by corporatization. He argues that the
public university is experiencing strong pressures to change its direction from

the collective to the individual as its institutional ethics; from the conception of

the wide benefit of society to the agendas of corporations and governments; and

from the search for knowledge for all to the search for productive innovation in
the benefit of the corporations; from public knowledge to private knowledge. (§

10)

Aboites states that the reconstruction of the university depends, to a high degree, on the

capacity of students and university workers to fill the space left by university authorities

of their responsibility to preserve a free autonomous public university. He maintains that
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the struggle of students and university workers has a powerful ally, the struggle of the
indigenous people for their autonomy and sovereignty. The university is being convoked,
he argues, to participate in the construction of a new national project based on plurality,
public and open knowledge, and basic rights for all.

Carlos Torres and Daniel Shugurensky (2002) in their examination of the
transformations of Latin American universities argue that

changes in financial arrangements, coupled with accountability mechanisms, have

forced universities to reconsider their social missions, academic priorities and

organizational structures. Concerns about equity, accessibility, autonomy or the

contribution of higher education to social transformation, which were prevalent

during previous decades, have been overshadowed by concerns about excellence,

efficiency expenditures and rates of return. (p. 429)

The Pivotal Mechanisms for Change: Funding and Evaluation

Funding

Most authors state that past funding formulas based on the number of students
matriculating within any given sector, have been replaced by a new approach to financing
higher education institutions. This new approach concentrates on productivity. Kent
(1998) discusses how new funding approaches focus on those aspects of the institutions
which can produce measurable outputs such as “research, innovative programs, and
individual productivity bonuses for teachers and researchers” (p. 6). Basic subsidies are
minimized while monies for more specific and specialized programs have been
significantly increased. Funds are acquired through competitive processes wherein

institutions submit individual projects that are evaluated by “expert” panels. To

compensate for decreased funding from the government, institutions are pressured to
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diversify their revenue sources by raising student fees, increasing consulting, as well as
their links and partnerships with the private industry sector (Kent, 1998). These funding
formulas create the implicit norm that institutions that increased their non-governmental
sources would receive an increase in governmental funding (Kent, 1998).

Evaluation

Many scholars have examined the effects of the new evaluation technologies
implemented since the beginning of the last decade (Altbach, 2003; Gil-Antén 2003;
Ibarra, 2001b; Ordorika, 1996; Rueda and Landesman, 1999). Most scholars agree that
these mechanisms have re-oriented the activities of academics, in essence creating a form
of control of academic practices (Rueda and Landesman, 1999). Evaluation mechanisms
take place at different levels: institutional, department, program, and individual. At each
level, evaluation dictates the flow of resources in terms of receiving funding. At the
institutional level, institutions perform self-evaluations according to government criteria.
For internal distribution, departments and program are evaluated by peer committees. At
the individual level, evaluation is conducted by each institution and guides faculty salary
and access to “competition monies” (Kent, 1998; Ordorika, 1996). Unions are not
allowed to participate in the design of allocation criteria for academics. Thus, these funds
are not subject to collective bargain and do not accrue toward pension. Ordorika (1996)
points out several effects of academic evaluation: “a high consideration of research and
low regard for teaching . . . disparity between the hard sciences and social and humanistic
disciplines . . . accumulation of administrative responsibilities for faculty . . . [and] shift

from long-range deeply inquisitive research to short-term inquiry” (f 13).
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In Evaluating and Rewarding Professors: Mexican Style, Altbach (2003a)
examines the evaluative mechanisms for academics in two public Mexican universities:
The Universidad Nacional Auténoma de México (UNAM) and the Universidad
Auténoma Metropolitana (UAM), both located in México City. He points out that
UNAM and UAM have implemented a complex system of incentives that can be offered
in addition to the base salary. The system benefits only professors with full-time
appointments which in the case of UNAM constitute just 30 percent of the faculty staff.
This system has created a stratified income for faculty within and between disciplines.
Evaluation takes place internally; each institution has its own evaluation committees.
Altbach documents that academics often refuse to be involved in the different evaluation
committees and boards for a variety of reasons. First, academics think that evaluation
committees take time that can be better spent on research. They also mentioned that the
criteria for reward are too narrow and that corruption, in terms of favoritism, has become
part of the evaluation process. Another argument is the promotion of a form of
“academic Darwinism,” in that these evaluation systems promote a “survival of the
fittest” mentality that encourages competition and discourages collaborative research.
Critics say that this is “the crassest form of privatization of academic work” (§ 5). In this
system, productivity is measured primarily by the amount of articles or books published.
Higher value is attributed to those who publish in international, refereed journals.
Articles published locally and in Spanish are valued much less than those published

abroad and in English. Teaching and outreach, including service to a larger audience,
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such as publishing in popular venues aimed at a wider audience, are discredited or
discounted.

An additional and significant source of income for a relatively small group of
Mexican academics is the National System of Researchers, a government organization
that promotes national scientific productivity. The academic members of SNI are
considered to be the most productive and prestigious researchers in the country. SNI
provides these scholars with significant rewards for their work, both in terms of
recognition and financial remuneration. The academic members of SNI constitute a very
small percentage of Mexican academics, about “3 percent of the total number and about
10 percent of the full time faculty” (Altbach, 2003a, § 8). Membership in the system is
obtained through a rigorous process of peer review and constant evaluation of continuous
productivity. SNI was ostensibly established to retain the premiere scholars of México.

Feminists’ Experiences in the Academy

Much of the research on feminist academics is grounded on the experiences of
feminist scholars in Western Europe and Anglo-America. Little research exists that
documents the experiences of feminist academics in other parts of the world. In México,
for example, there are studies about the establishment and development of women’s
studies programs in México, but there is little research that specifically addresses the
experiences of feminist academics. Therefore, the work reviewed in this section comes
from British, U.S., and Canadian sources.

In Britain, there is a significant and growing body of literature that addresses the

experiences of feminists in the academy. For instance, Liz Stanley’s (1997) Knowing
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Feminisms: On Academics Borders, Territories and Tribes provides a collection of essays
by feminist scholars from different disciplines and theoretical and political positions that
describe and analyze the current state of feminisms and feminists in the British academy.
The book focuses on the extent to which feminisms and feminists have impacted the
academy and on the consequences of institutionalization and professionalization for
feminisms and feminist academics. In describing and analyzing their experiences,
feminist scholars in this collection utilize Gloria Anzaldua’s notion of borderlands. The
borderland’s idea of “in-between and liminal spaces” is useful for explaining and
understanding the paradoxical and contradictory locations that feminists inhabit within
the academy.

Feminist academics in this collection emphasize the tensions they experience
between their academic and political agendas and describe their positions as “outsiders,”
“other” to the academy. Some contributors also discuss the possibilities that these in-
between and liminal spaces offer for critical analysis. An important common element of
feminist scholars’ experiences in the academy is that of “passing.” They maintain that to
enter and survive in the academy, women have to “pass,” to become “passing women.”
According to these women “passing” means to conform, to negate themselves as women
and as feminists and to appear like the men therein. As Stanley claims “to be inside the
academy is to collude, there should be no doubt about that” (p. 202). Other feminist
academics describe their positions as a constant negotiation:

we are constantly negotiating the positions that we occupy and there is no clear
and distinct separation between ‘us’ and ‘them’. Instead we adopt different
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strategies in order to manage the contradictions of identity and to move within and
across the borderland of inclusion and exclusion. (Kothari, p. 154)

Most contributors agree that the academy continues to be a “man’s world.” In her
essay on the ambivalences of professional feminism, Kathy Davies states that:

Professionality--the ‘habitus’ of the academic--is competitive, individualistic, and

rationalistic. Machiavellian power plays, the bureaucratic fix, and ‘old boys’

networks belong to an ethos which is predicated on the exclusion of women as
well as the traditionally ‘feminine’ values of cooperation, communication,

egalitarianism and compassion. (p. 188)

Another common theme in these discussions is regarding the negative effects of
the marketization and new managerialism of higher education on feminist academics’
work and identities. Feminist academics claim that corporatization and new
managerialism with its emphasis on evaluation, efficiency, and productivity is
exacerbating the already hostile environment for women in the academy. The
contributors to this collection urge feminists to re-examine and re-think their positions
and practices within the new conditions of the contemporary academy.

Louise Morley has written extensively on the experiences of women and feminists
in the British academy. In Organizing Feminisms: The Micropolitics of the Academy,
Morley (1999) examines the nature of the academic terrain and its effects on feminist
students and academics. Morley’s study is based on interviews with feminist academics
and students in the United Kingdom, Greece and Sweden. She describes her study as “an
account of the academy as perceived from the margins--the discursive location of ‘other,’

examining how behaviors, structures and values create a sense of dominance in the

academy” (p. 1). She uses a micropolitical conceptual framework to analyze feminists’
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positions and practices within the academy. According to Morley, micropolitics
represents the concrete embodiment and expression of larger power relations. Morley
cites Blasé (1991) who defines micropolitics as being “about power and how people use it
to influence others and to protect themselves. It is about conflict and how people compete
with each other to get what they want. It is about cooperation and how people build
support among themselves to achieve their ends” (p.5). A key question explored by
Morley’s study is the extent to which gender equity policies have been informed by
feminist ideas and if these policies have improved the status of women in the academy.
Morley finds little evidence of any connections between feminisms and equity policies
and little improvement in the status of women within the academy. One of Morley’s key
findings is a concern among feminist academics and students, across the three nations,
regarding the persisting subordination of women in the academy. In addition, many of
Morley’s subjects commented that “in order to initiate the smallest changes they have had
to mine their political, intellectual and emotional energies to an extent that threatens them
personally and professionally” (p. 188). Another key finding is that “micropolitical
competence seems to be as important as intellectual ability in the struggle for survival in
the academy” (p. 187).

Morley’s subjects also expressed concern about the marketization and new
managerialism permeating higher education institutions and its effect on women and
feminist academics. Participants described the new academic ethos as one characterized
by a “constant preoccupation with finance, measurement, marketing, and accountability”

(p. 189). Feminists perceive these new features as “regulatory devices to create an
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atmosphere of fear and uncertainty rather than merely to save/make money and assure
quality” (p. 189). Morley states that “feminists’ ‘unreasonable’ readings, knowledges,
articulations disturb and dislocate. They can push the boundaries, but have to stay within
a hierarchy which ultimately disempowers and constrains” (p. 190).

In The Changing Face of Feminism: Dilemmas of the Feminist Academic, Sherry
Sabbarwal (2000) discusses some of the tensions and dilemmas faced by feminist
academics. Drawing on Gallop (1992), Sabbarwal describes the two main agendas of the
feminist academic. The first agenda relates to maintaining and advancing one’s position
as a feminist within the academy. The other is to maintain credibility as an academic
within the feminist movement. She explains that “this two-fold endeavor creates an
inconsistency of status both as a feminist and an academic professional” (p. 274).

Sabbarwal identifies several issues facing feminist academics at the theoretical as
well as the behavioral level. At the theoretical level she presents three main problems.
The first has to do with a confusion regarding identity. Drawing on Davies (1997)
Sabbarwal states that the feminist academic is “first and foremost a ‘(social) scientist’,
then a ‘feminist’ and only rarely ‘female’” (p. 274). This means that most feminist
academics prioritize theoretical work over emancipatory issues. Second, she maintains
that “the institutional recognition of feminists has spawned the emergence of the femocrat
- a new breed who use feminism as a ladder for professional success instead of as a way
to transform what goes around them” (p. 274). The third problem is that feminist
academics have concentrated on analyzing the situations of disadvantaged women and

have put little attention on examining their own situations as relatively privileged women
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trying to bring about change. This focus on the disadvantaged makes feminisms just like
other traditional disciplines. Sabbarwal argues that “each feminist professional academic
.. . experiences and displays the inconsistency between her feminist creed and the ‘ideal’
values, characteristics and attitudes of professionals” (p. 275).

At the behavioral level, in the everyday practices of feminist academics,
Sabbarwal identifies several inconsistencies. First, as feminists, feminist academics
critique domination in society and advocate for women’s control over their own lives. As
professionals, however, they “believe that their erudition and expertise permit them
complete authority over not only their own life but also the lives of others” (p. 275).
Second, as feminists, feminist academics advocate for “sisterhood” based on gender with
an acknowledgment and respect for differences of class, race, religion, rank etc. Yet, as
professionals, feminist academics may display a lack of respect for other people
especially non-professional women, often viewing them as inferiors. Third, as feminists,
feminist academics critique the unequal distributions of privileges, but as feminist
professionals they believe they deserve and even demand elitist privileges. The last
dilemma Sabbarwal discusses is topics of research. She states that feminism is a
movement for transformation and, therefore, involves research topics that can contribute
to women’s emancipation. However, as professionals, feminist academics select topics
according to their own professional interests.

Sabbarwal argues that in their struggle to become part of the mainstream, feminist

academics have lost sight of their initial feminist aims. She further states that,
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most feminist academics . . . are increasingly confining themselves simple to the

generation and extension of abstract theory while the more radical and reformative

ways of thinking have been, if not abandoned, then at least trivialized. . . .there
has been a shift from the good old woman liberationist to being a mere armchair

feminist, from activist to academic. (p. 276)

She concludes her article by stating that “Living out feminism is about re-examination
and re-working of the dilemmas that we face as females, feminists and professionals™ (p.
277).

An additional collection that analyzes the problems and challenges faced by
women and feminists within the academy is Surviving the Academy: Feminist
Perspectives edited by Danusia Makina and Sian Maslin-Prothero (1998). In this
collection women academics discuss the gendered nature of the academy. Common
themes that emerged in their discussions include institutional resistance, marginalization,
emotional labor, and the gender division of academic labor among others. Feminist
scholars in this collection also examine the effects of the restructured university on
women and feminist academics. A concern expressed by most of the feminist writers is
the contrast between feminist principles and an ethos of competition, individualism and
productivity. Scholars emphasize how some domains identified particularly with women
are excluded from evaluation criteria, and how conformity to masculine culture is
embedded in appraisals and evaluations focused on quantifiable outputs. Overall the
collection illuminates the current climate of higher education for women and feminist
academics.

In the United States, there is also a significant body of literature that addresses the

experiences of feminists in academia. In Disciplining Feminism: From Social Activism to



68

Academic Discourse, Messer-Davidow (2002) examines the development of academic
feminism in the U.S. The central question that guides her study is “how did it happen
that a bold venture launched thirty years ago to transform academic and social institutions
was itself transformed by them?” (p.1). Messer-Davidow argues that academic feminists
have become too entrenched in the academic system, focusing their energies primarily on
scholarly production distancing themselves from the social movement. As she states,
“While concentrating on our struggles to launch new knowledge projects in the academy,
we became bystanders to the political struggles for everything else in the social field” (p.
289). She maintains that the academy with its disciplinary structure and emphasis on
publications as a measure of academic success and legitimization has played a key role in
the transformation of feminist academics. Feminist academics survival within the
academy depends on “publication, not progress; research not reaching-out; and the jargon
of exclusive specialists rather than the rhetoric of an inclusive sisterhood” (Rappoport,
2002 q 1). Messer-Davidow states that feminisf academics “understood all too well the
power of academic institutions to suppress” but “what we did not understand was the
power they could exercise by letting us go forward with our projects” (p.165). She claims
that feminist scholars have paid a high price for their accomplishments. Messer-Davidow
ends her book by calling for a reconnection with the social. She argues that feminist
academics need to rethink and reorient their practices and strategies toward social
activism. She urges people interested in social change to build coalitions among

academia, grassroots movements, the media, and political groups.
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Another work that examines the conditions and practices of feminist in academia
is Jane Roland Martin’s (2000) Coming of Age in Academe: Rekindling Women’s Hopes
and Reforming the Academy. The central question Martin addresses in this study is: Can
feminist scholars find acceptance in the academy without losing sight of their mothers,
daughters, sisters, half-sisters, female cousins, and aunts? Martin found that feminist
academics have paid a very high admission fee to enter and maintain themselves within
the academy. This fee includes the academic traps of essentialism, aerial distance,
esotericism, and devaluation of the practical. Martin explains that essentialism has
separated feminist academics from each other. Aerial distance has removed feminist
scholars from the problems confronting women in the “real” world. Esotericism, the
language academia demands, has detached feminist academics from feminist activists, as
only a small circle of initiates is able to understand what they say. Devaluation of the
practical refers to how feminist academics have “place[d] themselves above feminist
activists and practitioners of all kinds--in the name of a one-sided theory/practice
relationship” (p. 43).. Martin also points out that fears of victimization and
refeminization have made feminist academics separate themselves from women-related
teaching subjects and traditionally female professions.

Martin parallels feminist academics’ experiences to nineteenth-century
immigrants who came to the United States. She states that immigrants had to leave their
original culture and adapt the culture of the host country in order to survive. Similarly,

women and feminist academics have had to assimilate the values and practices of the
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academy to maintain a place within it. Martin ends her book calling for action to
transform the academy’s values and practices.

In recent years, various feminist scholars, mainly in the Australian, British, and
Canadian contexts, have focused on examining the impact of recent changes in higher
education on women and feminist academics. In The New Rule/s, the University and the
Consequences for Women, Reimer, Cassin, Eyre, and Gordon (2002) identify several
trends taking place in Canadian universities and their impact on women and feminist
academics. The first trend is regarding women as researchers. The authors found a
significant reduction of funding for publicly oriented research or research without a direct
commercial focus. They also found that the evaluators of research projects frequently
lack familiarity with qualitative approaches. Women and feminist academics do a great
deal of qualitative and publicly oriented research; therefore, this new trend has significant
negative consequences for women in general and feminist researchers in particular.
Another trend identified by these researchers is in relation to the growing partnership
between universities and industry. These scholars maintain that “increased corporate
involvement in the university raises questions about the compatibility between corporate
values and feminist practices in education” (Public-private partnerships, § 1). Corporate
values efnphasize individualism and competition and these have serious effects for some
women and feminist academics whose work is mainly cooperative in nature and who try
to engage as much as they can in community work. Another trend found by these
scholars is regarding the relationship between the core curriculum and feminist studies.

Feminist scholars ask if there is a tendency in the corporate university to omit feminist
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scholarship in the definition of the core curriculum to make it more objective. The last
trend identified by these feminist scholars has to do with women and feminist academics
relationship with students. In the new corporate university, students are seen more as
consumers then learners. This has significant implications for how they relate to faculty,
especially women faculty, which are those “whose disciplines and persona may be less
valued than that of their male colleagues?” (Relationships with students, { 1).

Another article documenting the changes taking place in universities and their
consequences for women and feminist academics is Thomas and Davies’s (2002) Gender
and New Public Management: Reconstituting Academic Subjectivities. In this article
Thomas and Davies explore the effects of New Public Management (NPM) initiatives on
women academics’ daily experiences in the gendered British academy. They also
examine women academics responses to these discourses and practices. They found two
main implications for women academics. First, “the new discourses promote new forms
of masculinities, serving to reinforce the gendered substructure of the organization” (p.
359). Second “the new performance cultures have resulted in an intensification of work.
Those most able to co-opt into the new performance cultures will be the young and
ambitious, without families or domestic responsibilities” (p. 390). In terms of the
responses of women academics to NPM discourses, Thomas and Davies found several
positions. Some women academics were accommodating to the new masculinist norms
of NPM discourses. Others were “attempting to present an ‘alternative self” which was in

conflict with the gendered subject positions promoted by the dominant discourses” (p.
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391). Both positions were experienced as negative, resulting in high degrees of anxiety,
self-doubt and criticism.

These experiences of Western European and Anglo American feminists can be
helpful in understanding women and feminist academics in Mexican higher education.
This study will contribute to the scholarship on feminist academics by expanding the case
base, including the specificity of the experiences of feminist academics in Mexican

universities.
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CHAPTER 3
METHODS
Research Design

In this dissertation I utilized a qualitative, multiple case study research design. I
chose a qualitative approach because I was interested in developing an understanding of
how feminist academics in Mexican universities were feeling and making sense of their
academic experiences. Specifically, I wanted to learn about feminist academics’
perceptions of themselves and their work in relation to the broader Mexican women’s
movement. As Berg (1995) aptly points out, “qualitative techniques allow the researchers
to share in the understandings and perceptions of others and to explore how people
structure and give meaning to their daily lives” (p.7). Mason (1996) defines qualitative
research as “grounded in a broadly interpretivist philosophical position, based on
flexible, open-ended and sensitive methods of data generation and using methods of
analysis which involved not only complexity but also attention to detail, process and
context” (cited in Deem, 2002, p. 837). Furthermore, some feminist researchers have
argued that qualitative methods are more compatible with certain feminist principles.
Skeegs (2001), for example, describe the affinities between feminism and ethnography:

both include reference to experience, participants’ definitions, meanings and

subjectivity, and pay careful attention to context. Important principles include

reciprocity (a concern that the respondents should gain something from their

involvement in the research), responsibility and accountability to those being

researched and to the wider academic and user community, sensitive to power

relations between respondents and researchers, valuing the experiences of research

participants and wanting to situate research in a particular context. (cited in Deem,
2002, p. 839)
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One of the perceived limitations of qualitative methods is the use of small, non-
representative samples. Some argue that case studies provide insights into specific
situations, but not into general social patterns, suggesting that larger implications for
societal benefits cannot be extrapolated from this type of data. As qualitative researchers
argue, however, “rather than searching for generalizations, qualitative research looks for a
deep understanding of the particular” (Domholdt, cited in Higgs, 2001, p. 46).

Nevertheless, in addition to being interested in a deeper understanding of the
experiences of feminist academics, my study can be considered more broadly
representative than the typical case study. First, although I focus on three cases, they are
the three main women’s studies programs in México. Second, my sample includes 67 to
86 percent of the total full-time faculty of each of these three programs. Third, I go
beyond the case data to utilize a database of Latin American women’s studies programs
and feminist researchers’ curricula vitae that provides a larger context in which the
profiles of my respondents can be located.

Selection of Sites and Participants

T used purposive sampling to select the women’s studies programs and feminist
academics that were part of my study. I studied feminist academics working in three
different programs to cover a variety of institutional experiences. In choosing the
programs, I took into consideration two main characteristics: the seniority of the program
and the type of institution. Ilooked for the first established, and still institutionally

viable, women’s studies programs in the country and for research universities. Based on
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these characteristics, I selected three groups of feminist academics working in the
women’s studies programs of three different Mexican higher education institutions:

1. Programa Interdisciplinario de Estudios de la Mujer (PIEM) de El Colegio de

México.

2. Area Mujer, Identidad y Poder y Especializacién-Maestria en Estudios de la
Mujer de la Universidad Auténoma Metropolitana-Unidad Xochimilco
(UAM-X).

3. Programa Universitario de Estudios de Género (PUEG) de la Universidad
Nacional Auténoma de México.

These institutions represent the main public research universities in the country,
yet all three are distinct from one another. The Colegio de México is a small, prestigious,
and highly selective institution dedicated to research and teaching in the social sciences
and humanities. The Universidad Auténoma Metropolitana-Unidad Xochimilco is a
relatively new institution created in the 1970s with an innovative model of education and
was the only institution in México offering a master’s degree in women’s studies at the
time of the interviews. Finally, the Universidad Nacional Auténoma de México is the
oldest and largest university in México and Latin America. It is considered to be an
institution of excellence and the only public university that continues to be virtually
tuition free.

The pioneer women’s studies programs in México are all located within public

universities in México City. Only recently have new women’s studies programs been
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established in the Mexican provinces. Similarly, such programs are scarce at private
universities.

Fifteen feminist academics participated in the interview portion of my study. Of
the fifteen, six were feminist academics from PIEM, where the total faculty in the
program was seven full-time professors. Therefore, I obtained an 86 percent
representation of feminist academics from that institution. From UAM-X, I interviewed
seven academics (three full-time professors and four collaborators), where the total
faculty included five full-time professors and twelve collaborators. Iinterviewed 60
percent of the full-time feminist faculty in that program. Finally, from PUEG, I
interviewed two academics where the total women’s studies faculty comprised three full-
time professors and a large number of collaborators. This is representative of 67 percent
of the full-time women’s studies faculty at PUEG.

I felt it was important to put my sample of feminist academics in the context of
feminist scholars nationally. For this purpose, [ was able to obtain and review the
Mexican portion of a regional database of Latin American women’s studies programs and
feminist researchers’ curricula vitae.

Gaining Entrance and Data Collection

Data collection from the three case sites took place during three visits to México
City between September 1998 and March 2000. In September 1998, 1 traveled to México
City and made my first contact with PIEM at El Colegio de México, one of the three
women’s studies programs in my sample. First, I met with the founder of the program, a

well known Mexican feminist. I told her, in general terms, about my interest in studying
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feminist academics in Mexican universities. She was congenial and interested in the
research project. She gave me the names of the professors and administrative personnel
of the program and referred me to the general coordinator. The following day, I met with
the general coordinator and discussed my interest in conducting research in her program.
She expressed interest in the project and requested copies of my research proposal, a
letter from my advisor, a personal letter of intent, and my curriculum vitae. She also
needed to gain faculty approval before granting me access to the institution. As I did not
have the documents she requested with me, we agreed I would send them as soon as
possible. Ithen visited the Unidad de Documentacion (a small women’s studies library)
which is open to the general public. Although I had not yet obtained formal
authorization, I began collecting my data. I collected material describing the program,
class syllabi, literature produced by PIEM feminist academics, and the curricula vita of
some PIEM feminist scholars.

In this first visit, I felt slightly uncomfortable talking to PIEM feminist academics.
The environment of El Colegio de México was a drastic change from the environment I
had observed during my almost two hour trip in the metro (subway). The metro was full
of mujeres del pueblo (poor and working class women) who have very limited access to
higher education. By contrast, El Colegio exhibited an atmosphere of privilege.
Everything about El Colegio reflected formality and order. In fact, I needed to obtain a
visitor’s pass from a security office to enter the campus. The buildings, landscape, and
atmosphere all spoke of privilege. The feminist academics looked so different from the

women in the metro. Their language, clothing, their total appearance represented a great
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contrast and such a distance from those women. This experience was a vivid reminder of
my research questions.

In November 1999, 1 traveled to México City for the second time. During this
trip, I wanted to contact the two other programs in my sample: PUEG and the
Especializaci6én-Maestria en Estudios de la Mujer at UAM-X. Prior to my trip, |
attempted to contact some feminist academics by e-mail to make appointments, but I did
not receive responses to either my e-mails or phone calls. Subsequently, I visited the two
women’s studies programs without any appointments.

The first women’s studies program I visited was the Especializacién-Maestria en
Estudios de la Mujer at UAM-X. The environment in UAM-X seemed less formal and
less privileged than in El Colegio de México. The student population and faculty looked
more diverse and less elite. UAM-X appeared to have more life--activity and noise.
Walking through campus, I saw many students sitting on the grass, eating and talking,
while some couples embraced. There were also several booths across campus which
offered information regarding the conflict in Chiapas and other social issues. The
environment was less uptight then at El Colegio. Interestingly, it was hard to find the
women’s studies program. Iasked several people (students, professors, staff) to no avail.
After looking around for a while, I finally found the program and asked the secretary if I
could talk to the program coordinator. While the coordinator was not there, I was able to
talk to one of the main professors in the program. She was open and interested in the
project. We talked for about thirty minutes during which time she gave me information

about the program and other women’s studies programs in the country.
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I returned the next day, but the coordinator was still not there. I was able to talk
with her only by phone. In our conversation, [ told her about my interest in studying the
experiences of feminist scholars in her women’s studies program. She also sounded
pleasant and interested in the project and granted me access to the program immediately
without requesting any documents. She instructed the program secretary to provide me
with the documents I needed, including the professors’ CVs and the proposal for the
specialization and master’s program. I also visited their Unidad de Documentacion and
collected the program brochure, syllabi, and some literature produced by UAM-X
feminist academics. I talked to the coordinator about the possibility of returning the
following year to conduct the interviews with the professors. We agreed to keep in
contact through e-mail to schedule the interviews.

During this trip, I also planned to visit PUEG at the Universidad Nacional
Auténoma de México, but the program was closed due to a strike resulting from the
administration’s attempt to impose a tuition increase without the students’ input. As I
mentioned earlier, UNAM is the only public university in México in which students still
pay a nominal tuition. Therefore, though I could not contact any PUEG feminist
academics during this trip, I decided to go to the campus for a visit anyway. I wanted to
familiarize myself with the university. I found the PUEG program and collected
brochures and other material pertaining to the program.

During the months of January and February 2000, I communicated with the
feminist academics at PIEM and UAM-X via e-mail and developed a schedule for the

interviews to take place in March 2000. In the meantime, as the strike was over and the
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university was open again, I continued my attempts to contact the feminist academics
from PUEG at the Universidad Nacional Auténoma de México via e-mail. Finally, two
weeks before my trip to México City, the administrative assistant of PUEG e-mailed me
and we scheduled two interviews. I wanted to contact other feminist academics who
collaborated with PUEG, but due to the strike (which did not end until the 10 of
February), it was difficult to reach them.

In March 2000, I traveled to México City for the third time to conduct my
interviews. First, I interviewed the feminist academics from UAM-X followed by
interviews with those of PIEM. Finally, I made my first personal contact with PUEG
feminist academics and interviewed two of the three faculty members who lead the
program.

The environment at the Universidad Nacional Auténoma de México remained
tense after the 9-month students’ strike. The walls of many buildings were still full of
graffiti and posters with messages about the strike. There were also public meetings
discussing the predicament of the jailed student leaders. Most of the people were talking
about the strike and seemed very busy trying to catch up with all the work that
accumulated during the nine months. PUEG faculty and staff were kind and helpful.
They provided me with important program documents and showed me the Unidad de
Documentacion while I waited for the interviews. As with UAM-X, they did not request
any documents to give me access to the program. Ibelieved that my credentials as a
Ph.D. student in a U.S. university in some way facilitated my entrance into the three

programs.
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Interviews and Document Analysis

In seeking to answer my research questions, I conducted semi-structured
interviews with fifteen feminist academics. I supplemented this information with a
document analysis of feminist academic’s CVs, program brochures, syllabi, and other
programmatic materials.

Interviews

According to Berg (1995), interviews provide an effective way of collecting
information “particularly when investigators are interested in understanding the
perceptions of participants or learning how participants come to attach certain meanings
to phenomena or events” (p. 35). Further, Berg states that interviews “provide maximum
opportunity for complete and accurate communication of ideas between the researcher
and the respondent” (p. 35). The interviews were intended to explore the experiences of
feminist academics working in Mexican universities, particularly how they perceive
themselves and their work in relation to the broader Mexican women’s movement.

I utilized a semi-structured interview format to allow the respondents to reflect on
their experiences and discuss topics important to them. This type of interview consists of
a set of predetermined questions and/or topics that give some direction to the interview,
but allow divergence to other areas (Berg, 1995). Iinterviewed six feminist academics
from PIEM, seven from UAM-X and two from PUEG. The majority of the interviews
took place in the professors’ offices, faculty lounges, and a classroom. Two professors
were on sabbatical; therefore, those interviews took place in their homes. The interviews

lasted from forty-five minutes to two hours. Itook field notes during and after each
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interview. Interviews were conducted in Spanish, tape recorded with prior consent, and
later transcribed and translated by the researcher. I developed fifteen open-ended
questions to guide my interviews. In the process of interviewing, some questions were
redefined, a few were eliminated and new ones were added. Please refer to Appendix A
for a complete list of questions.

Interview reflections: Researching elite women/researching up.

Much of the feminist literature that addresses power relations and space in the
research process focuses on the experiences of researching the powerless, or researching
down. It has predominantly portrayed the interviewer as the one having the power and
control in the interview process. Very few feminist reflections on interviewing focus on
researching up or addressing situations in which the interviewer lacks control over the
interview (Puwar, 1997). In Reflections on Interviewing Women Members of Parliament,
Puwar (1997) argues that “the feminist researcher has rarely been perceived tobe in a
woman to woman interview situation, where she is trying to negotiate control of the
situation for herself, rather than for her interviewees” (§ 2.4).

In her article, Puwar draws on literature from elite and gender studies and claims
that her experiences interviewing women from parliament do not precisely fit in with the
descriptions found in either of these areas. Puwar discusses how she entered the
interview process with mixed expectations, recognizing that the women she was going to
interview were simultaneously elife and women. She mentions difficulties with gaining
access. She describes how she received numerous rejections to her first letters requesting

interviews. It was not until she sent a second round of letters emphasizing that her
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research was not only a Ph.D. study, but a staff research project where the results would
be published in a book, that her response rate increased considerably. Puwar also
emphasizes that researchers who have more status and personal contacts with elite
women have a greater chance to gain access.

Puwar further discusses issues of management of time. She explains that many of
her scheduled interviews were cancelled or re-scheduled at the last moment and that in
most of the interviews time was very limited and the conversations were usually rushed.

| Another issue raised by Puwar is regarding the location of the interviews and the
frequent presence of other people. She states that phone calls, secretaries, assistants, and
other people constantly interrupted her interviews.

In discussing what she calls politics of talk, Puwar points out that she utilized a
semi-structured interview schedule with open-ended questions allowing a high degree of
input from the interviewees. She found out, however, that many women MPs proceeded
in monologues making it difficult for her to cover the issues she wanted to address in her
interview schedule.

The last issue Puwar discusses is creating rapport. She points out that feminist
literature on the interview process often claims that rapport is easily developed when the
interviewer and interviewee share the same gender or some other aspects of identity.
Puwar’s experience did not fit with this claim, however, as she did not always establish
rapport with those women who shared most of her social locations and political positions.
She stresses that rapport only occurred when both the researcher and subject were willing

to develop it.
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My experiences interviewing feminist academics in Mexican universities were, to
some extent, similar to the ones described by Puwar in her reflections on interviewing
women members of parliament. The atmosphere of many of my interviews was a mixture
of collegiality, reciprocity, and collaboration, but it also contained aspects of hierarchy,
coldness, and distance.

In terms of gaining access, there were two levels: the program level and the
individual scholar level. At the program level, it was relatively easy to gain access. Only
one of the programs requested several of my professional documents to review before
granting me access. The other two programs gave me access without any requests for
documentation. At the individual level, it was more problematic. Although many
academics agreed to be interviewed at the first request, several did not answer my e-mails
and phone calls. Others directly rejected my invitation to participate, and some granted
me the interview only after several requests. Another important point to mention is that
several of the academics who agreed to participate in the study did not give me a day and
time for the interview before my trip. They told me to call them as soon as I arrived in
México City to set the day and time. Therefore, I traveled to México City with only half
of my interviews confirmed. Once in México City, I called them to set the day and time
for the interviews, and I continued my attempts to contact the feminist academics that did
not answer my e-mails and phone calls.

The feminist academics I interviewed had extremely busy schedules. Thus, several
of the interviews were conducted under a high degree of pressure due to time constraints.

A few of the respondents fit me in around other commitments. We would start the
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interview and talk for about fifteen or twenty minutes, then the academic went to do other
things, and later she would come back and finish the interview. There were also some
interviews, however, that lasted for more than two hours and were very relaxed.

Another issue I faced similar to Puwar relates to the privacy of settings in which
the interviews were conducted. Several of my interviews took place in offices that were
shared by several professors or in the professors’ lunchroom. Therefore, the environment
was relatively noisy--professors, students and staff were constantly walking by and the
phone was frequently ringing. In those cases it was difficult to concentrate as we were
frequently interrupted.

I also utilized an interview approach that allowed room for the respondents to
reflect and explore topics important for them. Like Puwar, I found that in several cases
the respondents tended to take control of the interview, making it difficult for me to cover
the issues I wanted to address. Finally, similar to Puwar’s experience, the development of
rapport was not so much the result of shared commonalities, but the willingness of the
respondents and myself to develop it.

Document Analysis

I supplemented the interview data with document analysis of a variety of program
materials. According to Merriam (1988) “documents of all types can help the researcher
uncover meaning, develop understanding, and discover insights relevant to the research
problem” (p. 118). Merriam further states that most documents “are produced
independent of the research study. They are thus non-reactive and grounded in the

context under study (p. 118). Similarly, Hodder (2000) asserts that documents and
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records are important for qualitative research because “in general terms, access can be
easy and low cost, because the information provided may differ from and may not be
available in spoken form, and because texts endure and thus give historical insight” (p.
704).

I collected the first documents through the Internet. Each women’s studies
program has a web site in which they offer information about the goals and objectives of
their programs, the programs of study, information about faculty, areas of research, and
labor market opportunities. In addition, in my several trips to México City, I visited the
Unidad de Documentacion of each program and collected feminist academics’ curricula
vitae, program brochures, syllabi, and some literature produced by the feminist
academics. These documents reflect, in different ways, these feminist academics’
worldviews and the philosophies, goals, and objectives of their programs. The curricula
vitae were the more problematic source of data to collect. Two of the tree Unidades de
Documentacion provided me with some CVs, but many were outdated or only contained
brief descriptions of the educational and career trajectories of the academics. Therefore, I
requested the most current and extensive version of the CVs directly from each academic.
Several academics did not respond to my request. In those cases, I had no other
alternative, but to use the brief or outdated versions.

Data Analysis

Mauthner and Doucet (1998) state that data analysis “is an ongoing process which

takes place throughout, and often extends beyond, the life of the research project”

(p.124). Ibegan data analysis when I collected the first documents, contacted the first
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women’s studies program, and had my first conversations with feminist academics.
Through my interactions with people and documents, I discovered important issues that
enriched, extended, and also modified my research questions. According to Ezzy (2002),
“theoretical questions and answers are shaped and reshaped in an ongoing dialogue with
the experience or subjects being studied” (p. 62). My analysis continued through my
review of documents, transcription, translation, reading of interviews, and writing up of
the research (Mauthner & Doucet, 1998).

Interviews

Through the recursive process of conducting, transcribing, and translating the
interviews, I started to get a sense of the overall story being told by the participants.
Recurrent situations and concerns became evident. After I finished the transcription and
translation, I carefully read and reread the interview texts focusing on my three areas of
inquiry.

First, I looked at these feminist academics’ narratives relating their childhood and
young adult experiences with a focus on how they described the development of their
feminist consciousness. I noted the ways in which their multiple, fluid, and often
conflicting social locations (e.g., gender, class, nation, religion, education) informed and
shaped their feminist consciousness. Second, I reviewed the transcriptions concentrating
on their experiences and negotiations in the academy. As I read these accounts, several
themes emerged. Many feminist academics spoke of experiencing institutional
resistance, marginalization, and lack of recognition. In addition, the narratives illustrated

how feminist academics experienced pressures to accommodate at three levels:
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accommodation to western feminisms, the agendas of the international funding agencies,
and the values and practices of the academy. Third, I focused on how these feminist
academics defined themselves and their work in relation to broader Mexican women’s
movement, particularly their relations to grassroots community-based activists and
women from the base. I paid special attention to issues of hierarchy, expertise,
collaboration, and reciprocity. Some coding categories emerged dealing with a division
of labor between feminist academics and activists, institutional constraints, a
predominantly one-way communication between feminist academics and activists, gate-
keeping tactics, gender-informed public policy, and mass media among others.

Throughout this process, I drew on some elements of the Voice-centred Relational
Method of data analysis (Brown & Gilligan, 1992; Mauthner & Doucet, 1998). This
method consists of several readings of the interview text focusing primarily on two
processes of interacting with data from narratives. The first process emphasizes how the
researcher responds as a situated self to the narratives. In this way, the researcher can
know how the multiple aspects comprising her/his identity are shaping and impacting
her/his interpretations of the interview. A second process focuses on the multiple ways in
which respondents view and present themselves. It pays special attention to the
respondent’ use of I (Mauthner &Doucet, 1998).

There are two additional and optional readings or ways of interacting with the
data. One is reading for relationships focusing on how the respondents describe their

relationships with their partners, work, children, and the broader social networks in which
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they lived. The other reading situates the respondents within their cultural contexts and
social structures (Mauthener & Doucet, 1998).
Program Documents

In analyzing the programs documents, I focused on three components of feminist
academics’ work. First, to gain an understanding of the professional training and
professional allegiances of feminist academics in Mexican universities, I examined their
curricula vita. My analysis of these documents centered on several issues. I examined
the demographic data to situate feminist academics in a historical and geographical space
and to determine how those spaces may have shaped their political and professional
views. Ireviewed the universities from which they graduated, their disciplines,
international links and experience, and topics of research to develop an understanding of
their theoretical perspectives and interests. Finally, to gain insights into their social and
political activism, I looked into the topics of their publications and presentations; the
journals in which they present their work (national, international, academic, popular,
etc.), the places in which they gave presentations, including their audiences; the
associations and organization to which they belong; and their community service.

Second, to learn about the content of feminist academics’ programs and their
pedagogy, I analyzed the women’s studies program brochures and syllabi. Again, my
analysis focused on several issues. To gain an understanding of the target populations of
these programs and the priority research topics, I examine the goals and objectives of the
programs and the content of the reading material and research areas. To gain insights into

the academic/activist nature of the programs, I looked into the inclusion of any practicum
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component; the use of alternative teaching styles and research approaches; and the format
and evaluation system of the courses.

Third, to explore feminist academic research interests and theoretical
perspectives, I read some of their publications. In doing so, I paid particular attention to
their topics of research, research methodologies, theoretical frameworks, andiences,
languages used, venues in which the research was published, and the participation of non-
academic women in the authorship of the literature.

In the following three chapters I present and discuss my findings. The findings are
organized according to the three areas of inquiry, each one presented in a separate

chapter.
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CHAPTER 4
SITUATING FEMINIST ACADEMICS: SOCIAL ORIGINS, EDUCATIONAL
FORMATIONS AND CAREER TRAJECTORIES

My purpose in this chapter is to illuminate the multiple dimensions of identity that
shape the lives and work of feminist academics in Mexican universities. In this portion of
my research, I examine two facets of self, personal, as well as professional.

There are two sources of data for these findings. The first analysis comes from
interviews which represent the personal aspects of being. The voices of the feminist
academics discussing their multiple social locations/dislocations detail the manner in
which those locations/dislocations have shaped their feminist consciousness. The second
analysis derives from the curricula vitae of those I interviewed, which represent the
professional self. The curricula vitae illustrate educational and career trajectories and the
modes in which academic feminists present themselves. The curriculum vitae is
significant in that it is “a form of autobiographical practice, one centrally involved with
the construction and presentation of a self in a particular context” (Miller & Morgan,
1993, p. 133). It has also been described as a confessional document in which
“candidates present a historical portrait of themselves as collections of valuable
resources” (p. 630). Individuals in the academic marketplace of today are shaping the
account of their professional lives to an increasing degree in ways that reflect the
requirements of the “disciplinary and confessional regimes of the [corporate] paid

workplace” (Metcalfe, 1992 p. 639).
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Even though I make a clear distinction between these two facets of self, I see them
as intersecting. The professional self is constantly reflected in the personal narratives of
the respondents. Likewise, social origins are integral to the self reflected as a
professional in the curriculum vitae.

Feminist Academics’ Social Origins

To tell one’s life story, is not only to talk or to remember; it is an encounter with

reality that reveals the shape of the mind, the cultural and ideological structures of

the individual. (Bertaux-Wiame, cited in Penka Skachkova, 2000, p. 73)

I started my interviews asking feminist academics about their experiences growing
up. Before continuing to investigate how these women were experiencing their academic
environments and relationships with the broader Mexican women’s movement, I first
needed to situate them within a social context. What were the environments they grew up
in like? How did those environments shape and inform their feminist consciousness? I
sought to develop an understanding of how these feminist academics’ multiple social
locations/dislocations (e.g., gender, race, ethnicity, class, age, sexual orientation, nation,
culture, religion, education) have shaped and influenced their work as feminist
academics.

PIEM Feminist Academics

Seven feminist academics constituted the full-time faculty of the Programa
Interdisciplinario de Estudios de 1a Mujer (PIEM) at El Colegio de México at the time of
the interviews. Three had full-time permanent positions and the remaining four were

under temporary contracts. Their ages ranged from early forties to late sixties. Four

feminist academics were born in México City and two in Mexican provinces. There was
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also one foreign-born academic from South America. Three had doctoral degrees, two
were doctoral candidates, and two had master’s degrees. 1interviewed six of seven
feminist academics in this program since one was out of the country at the time of the
interviews.

The interviews revealed significant differences as well as commonalities among
PIEM feminist academics. They are diverse in terms of historical location as the sample
includes women from different age groups, although 6 of the 7 academics were in their
mid forties and early 50s. There is also diversity in terms of region and nationality. The
group includes women from both major urban areas such as México City, and from
Mexican provinces, as well as a foreign born woman. PIEM academics are also diverse
in terms of academic credentials and positions in the institutional hierarchy.

It is important to note that despite the differences in geographical origin, certain
similarities do occur in terms of eventual residency. All seven subjects experienced life
in major, industrialized urban areas. The women born in Mexican provinces eventually
moved to the metropolitan area of México City. The woman from South America comes
from a major urban area as well. Another similarity among the women at PIEM lies
within their disciplinary socializations. Although they all come from different
disciplines, they concentrated in the fields of the social sciences and humanities.
Additional significant commonalities were revealed involving class membership. The
majority of PIEM feminist academics come from relatively materially privileged
environments. Six of the seven women who comprise the full-time faculty of the

program identified their background as middle or upper-middle class. Only one of seven
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academics described her background as working class. In addition, of the six feminist
academics interviewed, four come from families of professionally working fathers. One
woman’s father was a federal judge, one’s father was a lawyer, one’s father was an
archeologist, and another’s father was an engineer. The faculty member who was not
interviewed later told me through e-mail that she also came from an upper-middle class
family. Her father attended the University of Notre Dame in the United States, but did
not graduate. Thus, out of seven academics that make up the program, five have fathers
with college educations.

It is interesting to note that only two women mentioned their mother’s education.
One’s mother was an artist and another’s mother finished high school in a religious
boarding school in Canada.

Aside from the more concrete demographic aspects of the respondents, the life
story narratives of PIEM feminist academics illustrate their multiple, fluid, and
sometimes conflicting social locations. Their accounts reflect the intersection of gender,
class, nation, culture, politics, religion, exile, migration and other categories.

In some narratives, gender and class are prominent. One example is the narrative
of the feminist academic whose father is a federal judge:

As achild I traveled a lot. I am the daughter of a federal judge, so we moved to a

new city almost every two years. I had the opportunity to live in many states of

the Mexican Republic . . . My father, being a free thinker, always defended the
equality between women and men. I would not say that he was a promoter of
women in the family, but he did give all the women in our family the opportunity
to go to college. We are a family of six girls and three boys and I am the oldest of
the nine. Both the boys and girls in my family had the same opportunities. I saw

a very positive attitude on the part of my father and my mother; they helped us a
lot and gave us all kinds of support. However, there were some problems, some



95

resistance, when I told my father that I wanted to be a lawyer like him. On one
hand, I was going to get into his territory, and on the other hand, he knew that
environment very well and thought that it was not an environment for women. He
suggested I think more about it and perhaps consider other options. AsIwas in
some way undecided between history, philosophy, literature, and law, I finally
decided on literature. However, I believe I was the element for breaking the ice.
My experience helped my younger sisters a lot. T have sisters who are engineers,
architects, doctors, and also lawyers.

This narrative illustrates the simultaneous occurrence of material privilege and cultural
capital gained through travels within a professional family context, while still facing a
degree of gender disadvantage. This woman grew up in a family that encouraged girls’
education and that provided her with opportunities that the majority of Mexican women
do not have. These opportunities, however, were to some extent limited to traditional
female roles. bell hooks contends that women need to find language to articulate how
they can be privileged in some aspects of their lives yet oppressed in others (Childres &
hooks, 1993).

Education as a vehicle for upward social mobility was a value held by some PIEM
feminist academics families. One academic shared her experience of growing up in a
family with a father who was a first generation college graduate:

1 come from a typical middle class family. My father is a university trained

professional, but is part of the first generation in the family to get a college

education. My grandfather was a shoe repairman. He had a shoe repair shop and
with great effort gave his children a college education. For us, it was taken for
granted. That does not mean that it was not an effort, but it was something that
was not questioned; we knew we were going to college. . . . I grew up in an
environment in which we were always encouraged to give expression to our
thoughts: speaking and the use of words held a privileged place. . . . Any decisions

in my family were always made in a democratic way. In my home, there were a

lot of books. My mother and my father were always reading, so it was an

environment in which reading was encouraged; we needed to read, otherwise, we
felt left out of the conversations. It was also a very exigent environment, we
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needed to be not only good students but very good students; my parents were
always checking our grades.

This narrative depicts a family environment in which education was highly valued as an
instrument for social mobility; a means of leaving socio-economic backgrounds that were
perceived as limiting. It also highlights the inter-generational appreciation for higher
education, one to be achieved despite hardships. Consequently, second generation
individuals, such as the respondent in my interview, experienced parents who were
consciously creating a domestic environment that encouraged academic achievement. In
fact, discipline was correlated to academic success.

In addition to class, gender, and education, there were also political influences that
shaped the lives of these women, as illustrated in the account of the feminist academic
from South America:

I come from a family of college-educated professionals. My father is an

archeologist and my mother was an artist. She studied plastic arts in the

university. In my family, there was a leftist trajectory, the Argentinean leftist, that
is. After the Cuban revolution, my mother worked on the revolutionary support
committees. I remember that I was around nine years old and she was very active
working with women in the Argentinean communist party in different projects not
only supporting the revolution, that was the first in Latin America, but also raising
the cultural level of women. Of course, all this was done focusing on women’s
contribution to the transformation of society as a whole, without a perspective of
claiming women’s rights. The truth is that the leftist thinking about feminism was
that feminism was very divisive.

This narrative illustrates political activism as a strong factor in the social and family

environment. This woman grew up seeing her parents participate in leftist political

organizations and concerning themselves with issues of social justice. It was an integral

part of her schooling and family socialization. This woman’s political awareness came
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through the socio-political climate in which she grew up, as well as the leftist political
ideology of her parents. Women’s rights, per se, were not a part of that awareness.

Another respondent related her experience of growing up within intersecting
cultural traditions. Her parents were educated in elite institutions in the West. She
experienced multiple religious influences and the blending of multiple cultures, along
with much mobility derived from travel. It is apparent that this woman brings multiple
perspectives from the family environment in which she grew up:

I grew up in an upper-middle class foreign family, foreign on both sides: my
father is Lebanese and my mother Cuban. We were a Catholic family (the
Lebanese were Catholics of the Maronite Rite and they changed to the Latin Rite
when they came to America). But, as in many other cases, the women of the
family are the ones who practice their faith while the men do it very seldom. My
father attended college several years at the University of Notre Dame in the
United States, but did not graduate. My mother finished high school in a Catholic
boarding school in Canada.

Strong religious influences were another factor shaping the lives of some PIEM
feminist academics as illustrated in the following account:

I was born in a very conservative and very religious Mexican milieu. I attended
Catholic schools with religious sisters as teachers . . . I am part of a family of six
children, four girls and two boys. Iam the third girl and the first to express my
wish to attend the university, my two older sisters never thought about going to
the university. My parents agreed but with the condition that I could only attend
the Jesuit university . . . that meant that I was going to continue in that protective
environment. I could not even think about going to UNAM. I come from that
environment . . . very religious, very. . . “petit bourgeois” if you will, very
comfortable, very protective.

This woman’s account reflects a location of material privilege combined with a strong

Catholic religious influence. In some ways, this is the gilded cage experience; one
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seemingly has a lot of advantages, yet the environment is restricted and generally
oppressive {0 women.

Of the two remaining participants, one reported that she was born in southern
México in a semi-rural and machista environment. She did not say much about her
childhood experiences or her social class background. The remaining respondent was the
only one of the seven feminist academics whose narrative indicated a working class
background. While other respondents spoke of mobility as a consequence of privilege or
political oppression, her mobility was a consequence of migrant labor, a decidedly low
economic location. In her book Nomadic Subjects, Rosi Braidotti (1994) explains the
difference between a migrant and an exile. She states that “the migrant bears a close tie
to class structure; in most countries, the migrants are the most economically
disadvantaged groups. By contrast, the exile is often motivated by political reasons and
does not often coincide with the lower classes” (p. 22). The respondent described the
environment in which she grew up in this way:

My environment was that of a migrant. I come from a typical migrant family from

southern México. My father was one of the first braceros who went to the United

States. My family migrated to México City when I was three years old. My

experience was one with a lot of mobility while my father was coming back and

forth to visit home as Mexican immigrants in the United States normally do. In

1968, my father took the whole family to the United States. I decided to stay

because I was attending high school and was the first woman in a family of eleven

children to go to school. In 1971, I also migrated to the United States and lived
there for almost fourteen years.

This account aptly illuminates the borderlands experience. This woman has lived

multiple migration experiences within and among countries. Another important point in
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her narrative is her political socialization into the social movements and leftist politics of

the U.S:

While I was in the United States, I participated in many of the struggles of the

time: the anti-Vietnam war movement, the civil rights movement, the Chicano

movement, the women’s movement. [ also participated in the creation of Latin

American studies in the universities. In September of 1985, as a result of the

earthquake in México, my life was touched and deeply influenced, so I came back

to stay in 1986.

This woman’s narrative exemplifies the fluid, destabilized, in-process, and in-between
nature of diasporic subjects’ identities. According to Glick Schiller, Basch and Szanton
Blanc (1992), diasporic subjects “engaged in complex activities across borders that
create, shape, and potentially transform their identities in multiple ways” (as cited in
Huang, Teo, & Yeoh, 2000 p. 391).

In summary, while acknowledging the diversity of locations shaping the lives of
these women and without trying to compartmentalize them, there are some features
shared by all. The majority come from middle to upper-middle class families who
resided in major urban areas. Many of them have college-educated fathers and were
raised in family environments that valued and encouraged girls’ education, albeit, to some
extent, within traditional gender roles. Several academics lived through a diasporic
experience, either through migration or exile. Political activism was another strong factor

shaping the lives of some of these women. Several also spoke of oppression through

gender, class, and religious constructs.
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UAM-X Feminist Academics

Seventeen feminist academics comprised the faculty of the Especializacién-
Maestria en Estudios de 1a Mujer at Universidad Auténoma Metropolitana-Xochimilco
(UAM-X) at the time of the interviews. Five were full-time women’s studies faculty and
twelve were collaborators from other departments. I interviewed three full-time faculty
and four collaborators. The ages of the feminist academics ranged from late thirties to
early sixties. Four were born in México City and one in a Mexican province. There were
also two foreign born academics: one from South America and one from Western Europe.
Four had doctoral degrees, two were doctoral candidates, and one had a master’s degree.
Different than PIEM, all seven UAM-X feminist academics had full-time permanent
positions.

As with PIEM feminist academics, there are also important differences as well as
commonalities among UAM-X feminist scholars. They are diverse in terms of nationality
and region, academic credentials, and social class background. But there are some
significant commonalities as well, such as that most of them were born and/or grew up in
major urban areas, the majority are in their early fifties, all have full-time permanent
positions and are concentrated in the social sciences and humanitiés. In terms of social
class background, UAM-X feminist academics appeared to be slightly more
heterogeneous than PIEM academics. Of the seven feminist academics in the sample,
four reported that they came from middle or upper-middle class families, one came from

a family of working class intellectuals, and two came from poor working families.
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Like PIEM academics, the intersection of class and gender was also prominent in
the accounts of several UAM-X feminist academics. For example, of the four women in
the sample who identified themselves as coming from middle or upper-middle class
families, one described the development of her feminist consciousness as rising from her
perceptions of the role differentials between her father and her mother:

I was born in México City and grew up in a middle class family with a
professional father and a traditional mother who was dedicated to being a
homemaker. It was a liberal family in the sense that there was a lot of respect,
norms that were apparently equal between brothers and sisters. However, I
remember that since I was very young I had a kind of rebelliousness, a very
profound one that had to do with the role of my mother. Idid not want to see
myself in the fate of my mother. I wanted to be like my father. That was very
clear for me and in order to be like my father I needed to start transcending a
series of limitations.

Another upper-middle class participant also spoke of an awareness of gender
roles. She spoke of the different treatment that girls and boys received in her family and
the patriarchal oppression experienced by her mother, not only through an authoritarian
relationship but through economics as well. This woman experienced patriarchy
personally through the educational opportunities extended to the males in the family, but
denied to the females:

I come from a Mexican upper-middle class family. My father had upper level jobs
in the government, so we had a pretty good lifestyle. My mother is a homemaker
and I think that I started to develop a feminist consciousness because of the
relations between my parents. My father is a very rigid man, very authoritarian.
He is not a bad person, he is not a violent person, but he is very attached to the
rigidity of the Mexican education . . . of what is supposed to be . . . and in that
education there is a lot of gender discrimination. My father is anticlerical, so we,
the women in the family, attended public schools. However, the boys attended
private schools so they could have the opportunity to learn English. As a result of
those differences, I became very rebellious. Also, the fact that my mother was a
homemaker always subordinate to my father’s authority and that my father used to
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always say that he was the boss, that he was the one to give orders; things had to
be his way because he gave the money and my mother always subordinated to my
father . . . all this contributed to my rebelliousness.

These two narratives illustrate the intersection of class privilege and gender oppression.
These two women were strongly impacted by the submissive role of their mothers. In
addition, as is evident in the second account, the economic power of the father
exacerbated the gender oppression already experienced by the mother. The reaction to
these experiences manifested itself in rebelliousness by the young woman.

Exile and struggle constituted a significant element in some UAM-X feminist
academics’ narratives. For example, one participant described her experiences as the
daughter of Spanish intellectual exiles:

I grew up in a family of Spanish exiles. As a result of the Spanish civil war, my
parents were exiled and after moving from one place to the other they finally
arrived in México in 1941. I was born in México City and . . . well . . . I could say
that I come from a liberal family of the left, a family of fighters in some way. My
parents were writers. In México they made their living as freelance writers. They
did editorial work and translation work from English and French to Spanish.

Also, my father received the Guggenheim scholarship three times, so we all went
to the United States where he did some literary work. My father came from the
working class in Catalufia, Spain. In México, we can say that he belonged to the
lower-middle class. My mother came from the middle class in Catalufia and in
Meéxico she worked doing editorial work as my father did. The level of life of our
family was low; my parents did not own a house until the 60s when they bought a
house in the country. They never had a car. They did not have electrical
appliances most of the time. But they did have money to send their kids (us) to
private schools.

This woman learned about war and exile through the experiences of her parents. Also, as
the child of leftist intellectuals, she was obviously influenced by this mode of thinking.
Although it appears she was not economically privileged, the family invested in a highly

intellectual environment. The account also shows how she benefited from the
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international educational experiences and multiple languages of her parents. She herself
is multi-lingual. It is interesting to note the emphasis this woman made on the fact that
her family valued education over material possessions.

Repressive socio-political environments were also evident in the lives of some
UAM-X feminist academics. For example, a foreign born academic described the
environment in which she grew up in this way:

I 'was born in Spain and grew up under Franco’s dictatorship. That was my

school. Then, in my early adolescence the transition to democracy took place . . .

My father was a bus driver and now he is retired. My mother was a cleaning lady

in houses and in an advertising business and now she is also retired. My

grandparents were poor farm workers. All of their children migrated to the cities.

So, I am part of the first generation born in a city (Barcelona) and the first

generation to put a foot in a university and graduate from it. My family was very

conservative and had almost no contact with feminism.
This woman’s childhood experiences were impacted by crucial socio-political events.
She lived the first years of her life in a social and political climate characterized by
repression and censorship. According to Ellen Mayock (1999) during the three and a half
decades of Franco’s dictatorship, most of the women’s rights that were initiated during
the Second Republic (e.g., women could vote, participate in politics and even run and be
elected for public office, had freedom to work, including night shifts, and had the legal
right to divorce) were abrogated. Although women maintained the right to vote during
this era, they could not exercise it as there were no national elections for close to forty
years. In this conservative regime, women’s rights were repressed severely. Mayock

explains the limitations faced by women under Franco’s dictatorship:

all paraphernalia became legal property of the husband upon marriage; the wife
had no right to common property established within the bounds of the marriage; a
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woman needed permission from the male head of household in order to work
legally; a woman could no longer work at night; only 8.4% of able working
women participated in the workforce; a woman could not live outside her father’s
house before the age of 25 without his permission; a man would suffer six years of
exile for killing his adulterous wife, while a women in the same position would be
sentenced to life imprisonment; the father was the exclusive legal guardian of the
children; the divorce law was repealed (and not reinstated until 1978). (p. 7)
This woman also lived through the transition to democracy, which brought about a new
environment in which many civil liberties for women and men were reestablished.
Another important point in this narrative is the impact that her working-class background
may have had in the development of her identity. She was the first generation of her
family to be born in a city. She was also the first generation to receive a post-secondary
education.
Only one of the feminist academics born in México identified herself as coming
from a poor working-class background:
I was born in a totally proletarian milieu: of proletarian women, of a proletarian
family, from a worker father with a lot of economic difficulties and in an
environment with a lot of violence against women. My mother was a feminist, 1
think. She used to tell my sisters and I, that we shouldn’t let ourselves be
submissive and be battered, that we needed to prepare ourselves so we will not be
mistreated by men. I think that the family environment I grew up in was a crucial
factor in the development of my feminist consciousness.
This account shows an environment of material and gender oppression. An important
point in this narrative is the presence of violence against women, a common, but rarely
discussed, problem. This is true not only in Mexican society, but worldwide. It also
illustrates the importance that this woman’s mother gave to education as a means to

obtain economic independence and overcome gender oppression. The way this

participant’s mother thinks and reflects about her situation and gives advice to her
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daughters calls to mind Adrienne Rich’s (1984) article Notes Toward a Politics of
Location in which she stresses how the reflections of marginalized women often go
unrecognized:

In my white North American world they have tried to tell me that this woman--

politicized by intersecting forces--doesn’t think and reflect on her life. That her

ideas are not real ideas like those of Karl Marx and Simone de Beauvoir. That her
calculations, her spiritual philosophy, her gifts for law and ethics, her daily
emergency political decisions are merely instinctual or conditioned reactions.

'That only certain kinds of people can make theory; that the white-educated mind

is capable of formulating everything; that white middle-class feminism can know

for “all women”; that only when a white mind formulates is the formulation to be

taken seriously. (p. 230)

In summary, UAM feminist academics come from slightly more diverse class
backgrounds than PIEM feminist academics. Like PIEM academics, the majority were
born and raised in major urban areas. Several experienced, first hand or through their
parents, migration and exile. In this group, a feminist consciousness was generated from
many of the characteristics of the collective experience of women: violence against
women, economic dependency, authoritarian male figures, and the consequential
reflection on the inequality and differentiation of gender roles. Some also experienced
repressive governmental regimes where dictatorships removed civil liberties, and the
rights of women became severely restricted or entirely eliminated.

PUEG Feminist Academics

Three feminist academics made up the Programa Universitario de Estudios de

Género (PUEG) at the Universidad Nacional Auténoma de México at the time of the

interviews. The ages of the feminist academics ranged from early forties to early

seventies. One feminist academic was born in México City and two in Mexican
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provinces. One had a doctoral degree, one was a doctoral student, and one had a master’s
degree. All three women had full-time permanent positions. Iinterviewed two of the

three feminist academics in this program. One was out of the country when I conducted

the interviews.

There are significant commonalities as well as differences between the two PUEG
acadenﬁcs Iinterviewed. Both women are Mexican and come from upper-middle class
families. However, they were born and raised in different regions. They were also born in
different historical times and, as such, represent different waves of feminism.

The most significant finding in the narratives of PUEG feminist academics
concerned the intersection of material privilege and gender oppression. One academic

described the environment in which she grew up in this way:

I was born in México City in the upper-middle class. [We] are three brothers and
myself. We all went to the same school, which was secular and coeducational.
When we finished junior high, my father talked to all of us and told us that he was
going to offer us the best education. He asked us what we wanted to study. One
of my brothers said that he wanted to be an accountant, the other a chemical
engineer, and the other a civil engineer and I said that I wanted to be a doctor. My
father told me NO because 1 was going to get married, but my mother defended
me and said that I needed to study in case I would not get married. They sent me
to a finishing school to study English and become a bilingual secretary. I have
been an intellectual all my life; in my home I was the one that read the most. But
not even that fact could motivate them to give me the opportunity to study. Idid
get married and my mother in law was the one that helped me with my education.
She told me: if you do not study, you are going to become a servant of the family,
and she sent me to study preparatory school in the Feminine University. I took my
six month old daughter with me to school. I finished preparatory school and they
thought that that was it, but I registered in the National Autonomous University of
Meéxico and from that point on nobody could stop me.

This narrative illustrates how this woman faced patriarchy in her family and what

patriarchy meant in terms of the education and opportunities available to women.
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Patriarchy offered her two options: marriage or a clerical job. Her interview describes
how she resisted stereotypes and fought to break down patriarchal barriers. She achieved
her educational goals despite the restrictions that marriage and having children imposed.
Cockburn (1985) asserts that “people are not determined in a static way within the social
structure -- they are actively engaged in challenging and resisting the oppressive power
relations which construct their reality” (cited in Rassool, 1995, p. 35).

The other PUEG participant also talked about coming from the upper-middle
class, but in another geographical location and historical time. Here she describes the

environment in which she grew up:

I was born in northern México in an upper-middle class family. I attended an all
female Catholic school (with nuns) from kindergarten to high school. The nuns
were very liberal. They conceived of religion in a very critical way. The school
was for rich girls and was located in a wealthy neighborhood. However, the nuns
lived in a poor area of town and offered evening classes to poor people in the
same school. Everyone in the school participated in community work; helping the
people from the proletarian neighborhood. Attending that school with those nuns
gave me the opportunity to come out of the crystal bubble I was in and to see
differences in the world. These nuns were a very important influence in my life.
My mother is from México City and moved to my hometown when she married
my father. She never fit into that small town environment. She was very active
doing community work. Her activities were very different from the other married
women in town. Therefore, the image and the praxis of my mother and the school
I attended with those liberal nuns were two determinant factors in the
development of my interest on social issues and social participation.

In this narrative, the respondent emphasizes the importance of her exposure to the liberal
thinking of the nuns on the development of her class consciousness. Her mother, being
unconventional and pursuing activities of communal activist nature, was also a strong

influence on the shaping of this academic’s social consciousness.
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In summary, the two PUEG feminist academics come from upper-middle class
backgrounds. One grew up in a major metropolitan area and the other in a small town.
Both women lived under patriarchal rule in their families, but both had important women
in their lives who strongly impacted their social and gender consciousness.

Although the previous accounts allude to some important aspects of these
women’s gender awareness, in the following section I present a more detailed description
of how these women developed their feminist consciousness.

Developing a Feminist Consciousness
Multiple factors contributed to the development of the feminist consciousness of
these women. These factors include familial patriarchy, the socio-political context in
which they came of age, educational experiences abroad, access to foreign press, and their
participation in the social movements of the time.
PIEM Feminist Academics

Several PIEM feminist academics commented that their interest in women’s
issues was present from a very early age, albeit in an unconscious way. One respondent
explained:

My interest in women’s issues began at an unconscious level. I cannot say exactly

the day or the time, but what I do know is that in my family I lived and suffered

many inequalities, many situations that I considered unjust. Things were not the
same for the men and for the women in my family. There were always double
standards, double attitudes and behaviors: one set for women and another for men;
there was an enormous lack of symmetry, and I strongly resented it.

Another woman recalled the privileged position of men in her family. She

describes how she resisted and fought to change it:
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When I was young, I used to complain a lot about the division of the household
chores in the family. T used to ask: why do my sister and I have to help and my
brother and my dad do not? What is going on here? Icannot say that things
changed overnight, but since I kept asking the questions, eventually my dad
became more sensitive to the issue and started assigning some chores to my
brother and even doing some things himself. So, little by little, and with a great
deal of effort on my part, some changes took place.

Two PIEM feminist academics noted that access to the foreign press and travels to
Europe and the United States were highly influential. In those places they were exposed

to the major feminist texts of the time, which proved crucial in the development of their

feminist identities:

My link with feminism, and with academic feminism in particular, was born
during the time I spent in Germany. There I had the opportunity to be in contact
with the texts of the major feminists who were starting to present their works;
among those was Betty Freidan’s The Feminine Mystique.

When I got married, we lived in Belgium for several years, and there I had access
mainly to the French press. Iread articles that put me in touch with feelings I had
since my childhood, feelings I had not been able to name. I read mainly North
Ammerican authors, but I also read Simon de Beauvoir’s The Second Sex and
gradually everything started to come together for me, and I was able to name my
feelings and give them a space in my life.

Similar to the experiences of most women involved in leftist organizations, the
South American academic commented that women’s issues were not a part of leftist
politics in her country. She began reading and reflecting on feminism when she came to
Meéxico and got involved with PIEM:

The truth is that before my involvement with PIEM, feminism was not an issue
for me. In my country, I participated in the student movement, in the leftist
university groups, and they never discussed women’s rights. I began to reflect
about feminism when I got involved with this program (PIEM) in 1983. It was
then that I took an interest in feminism and began to identify myself as a feminist.
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Another respondent commented that she got involved with women’s issues in a
systematic way when she was living in the United States:

In the United States, I participated in the creation of alternative schools for Puerto
Rican and Chicano students. I was active in a whole community organizational
process. We used Freire’s theory and learned everything we could about
grassroots movements. Many of us from Latin America brought fresh ideas about
social change and ways to integrate the university and the local community. I
started to work with the young female students in the alternative schools. When I
found out about what was happening to adolescent girls in the Mexican barrios, it
affected me deeply and made me take an interest in women’s issues. They
identified themselves as Chicanas and had many opportunities, but they had a
very traditional feminine identity as subjugated, second-class citizens. Even as
gang members, they were oppressed because they were female. Many of these
girls were getting pregnant at a very early age and dropping out of school. Our
job was to try to help them.

The concentration of liberating literature from which to draw upon included de
Beauvoir from France, Freire from Brazil, and Friedan from the U.S. These works
instilled in these women a sense of being able to articulate their personal social/gender
oppression experiences. The writings rooted them within a collective context that was
both socially and consciously empowering.

UAM-X Feminist Academics

The majority of UAM-X feminist academics commented that they became
interested in women’s issues as a result of two main factors: family environments and
university experiences:

My interest in women’s issues grew out of growing up in a male dominated family

and from my experiences studying sociology. Ientered sociology in 1969, right

after the student movement of 1968; in those times women were discussing the

issue of liberation, of sexual liberation, etc.

My interest in women’s issues started when I entered the school of medicine. I
entered medical school in 1972 when the percentage of women was still very



111

small. Iremember that there were some professors who said that they did not
understand what women were doing studying medicine, that we were taking space
away from men. That made me very angry. I started to get involved with the
issue of women’s health when I took a class on public health with a professor who
was very liberal. He encouraged the women in the class to work with women’s
issues and that was the first time that I started to work with the problems of
women’s health.

Others described their involvement with feminism as a result of the socio-political
conditions during the time they attended university:

I started my activism very young, I could say, since I was in high school and then
throughout the university. I participated in political parties, social organizations,
and especially in social movements. One of them was the feminist movement. In
those times, there were manifestations for everything. I lived through an important
feminist movement, a very important workers movement, social movements
against imperialism, movements for peace, for the environment, and above all, the
student movement. That was the one in which I participated the most. In reality,
what we were doing in the student movement was a workers movement, a
feminist movement. The student movement served to feed, organize, and give
feedback to other social movements.

Like PIEM feminist academics, some UAM-X feminist academics indicated that
their involvement with feminism began at the time they studied abroad:

I came to feminism not in México but when I was student in France in the
beginning of the 1970's. I participated in the French women’s movement. In 1974,
I returned to México and right away I got involved and was invited to attend a
meeting to organize what was called the Movimiento de Liberacién de la Mujer
(Women’s Liberation Movement).

Another academic had a similar experience:

When I was a student in France, I became involved with a group of Latin
American women, and most especially with a woman from Brazil. We both
thought that we needed to analyze what was happening with women in our
countries, in Latin America, not the French women, but our women, 80 we
organized a feminist group of Latin American women in Paris. We had our
meetings every Tuesday. It was in that group that I introduced myself to all the
feminist literature, the organization of small groups, and I also participated in the
process of the legalization of abortion that was taking place in France, in Paris.



112

After that in 1974-75, I returned to México and incorporated myself into the
Mexican feminist movement.

As we can see through the narratives of these feminist academics, dissatisfaction
with traditional female roles originated within their family structures. They were not
mobilized to action, however, until later, when a combination of factors defined and
shaped their commitment to women’s issues. These factors include the socio-political
climate in which they came of age, their access to liberating literature, and their
engagement with major global movements addressing various aspects of inequality.
PUEG Feminist Academics

Like UAM-X and PIEM feminists, PUEG feminist academics explained that their
gender awareness started at home, but it was at the university that they formally
developed and pursued that interest. One of the participants commented on her political
activism at the university:

When I entered the university, I joined a leftist student group. At the same time, a

group of female friends that were interested in social justice issues started to have

a study group on feminism. We began with 5 friends and then it grew to 15. We

got together for a year discussing feminist issues. We became crazy about

feminism and at the end of the year decided to consolidate ourselves as a group to
be able to offer university women a space to reflect about their conditions, so we
created the Grupo Auténomo de Mujeres Universitarias (GAMU) (Autonomous

Group of University Women).

The other participant talked about the resistance she encountered when she wanted
to write her thesis on feminism:

My mother-in-law was the one that helped me with my studies. Support always

comes from other women; we have to understand that. I have never been a

feminist of political work--my work has been mainly theoretical. I have the merit

of introducing feminism into philosophy in México. Rosario Castellanos wrote the
first feminist thesis in philosophy in 1950. The second was by another professor
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who also wrote her thesis about women's issues. The third is my thesis that was

John Stuart Mill and the feminine condition. I had to struggle very hard because

the professors told me that feminism was not a philosophical theme. What I did is

what I have done all my life--look for a way that cannot be rejected.

Feminist academics from the three institutions studied developed their feminist
consciousness as a result of diverse influences. One driving force was the willingness to
form collectives for support as well as consciousness raising efforts. These women
experienced an intellectual awakening with the exposure to literature and theories that,
perhaps for the first time, reflected their own personal and professional experiences.
These epiphanies gave birth to their social-political activities.

Feminist Academics’ Educational Formations and Career Trajectories

In this portion of my findings, I supplement the spoken voices of my respondents
with how they present themselves through their curricula vitae (CVs), written
manifestations of their professional lives. Through their education, career trajectories,
professional affiliations, publications, and teaching, we can develop an idea of how they
think and what issues are important for them. Of particular interest is the manner in
which their education and career trajectories have shaped their views of themselves as
professional actors in professional forums, and how has socialization into an academic
discipline informed their views of the world. Additionally of interest is what impact do
those views have on their political and professional practices, including how do they
define the goals and objectives of their programs?

According to Miller and Morgan (1993), the CV “can be understood as a form of

autobiographical practice, one centrally involved with the construction and presentation
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of self in a particular occupational context” (p. 133). The CV is an essential element of
academic culture, produced in specific contexts for specific audiences. CVs are based on
pre-established rules that specify what should be included and excluded, reflecting the
increasingly corporate ethos of the current academic world. Miller and Morgan consider
CVs as “part of an overall system of institutional surveillance and rationalization” (p. 34)
and argue that it is crucial to pay attention to the omissions and silences of these accounts.
According to these authors, two paradoxical forces shape the production of CVs:

On the one hand there is the traditional academic world, where quality is supposed

to elude quantification and where mysteries of a craft are embedded in sets of

inter-personal understandings and invisible colleges. On the other hand, there are
the increasing pressures to emphasise quantity, whether it be in terms of the

number of publications, the size of research grants or the number of ‘all expenses
paid’ international gatherings. The latter has not entirely replaced the former and
out of this ambiguous co-existence rules and codes of practice arise in an attempt

to codify the mysteries and the elusive quality. (p. 137)

Metcalfe (1992) sees the CV as a “confessional document.” Writing a CV, he
maintains, “clearly requires a detailed inventory of self, transforming the self into a set of
attributes or ‘things’ with exchange-value” (p. 632). He argues that CVs “have a crucial
role in encouraging workers to take personal responsibility for the step leading from the
surveillance, normalising judgments and examinations of the school to the new
disciplinary and confessional regimes of the paid workplace” (p. 619). Metcalfe states
that the “tenure review and the annual professional development peer review are classic

confessional encounters” (p. 636) and claims that “these confessional technologies are

aspects of managerial attempts to intensify and control academic labour process” (p. 637).
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In this section, I analyzed the CVs of seventeen feminist academics: seven from
PIEM, seven from UAM-X, and three from PUEG. The number of CVs differs from the
number of academics interviewed in the cases of PIEM and PUEG because I was able to
obtain the CVs of the two additional academics who were out of the country at the time of
the interviews.

With the purpose of comparing the characteristics of my sample with Mexican
feminist scholars nationally, I also analyzed the CVs of seventy additional Mexican
feminist scholars who are part of a directory called Directorio de Investigadoras Sociales
y Programas de Estudio e Investigacion sobre Mujeres en America Latina y el Caribe,
1993 (Directory of Social Researchers and Programs of Study and Research on Women in
Latin America and the Caribbean, 1993).

The CVs of the academics in my sample differ from each other in terms of
content, format, and length. Some are brief descriptions of the education and work
trajectory of each academic. Others are extensive and include personal information,
education and training, employment history, research interests, professional affiliations,
publicatioﬁs, presentations at professional meetings, and service to institutions,
professions, businesses, and community. By contrast, the CVs from the National
Directory have a standardized format that includes name, date of birth, nationality,
discipline, area of interest, education and training, current position, employment history,
some publications, institutional address, personal address, and research interests.

Therefore, all the CVs from the directory contain similar information.
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To provide a clearer description of the results from my reading and analysis of the
CVs, I categorized my findings into eight areas: 1) age and place of birth; 2) disciplines;
3) academic credentials and professional affiliations; 4) study and experiences abroad;
5) language; 6) areas of research and publications; 7) service to community; and 8) career
trajectory and academic status.
Age and Place of Birth

The personal information section on the CVs shows that the feminist academics
in my sample were born between the late 1920s and early 1960s. Their ages ranged from
late thirties to early seventies, with a half of the sample in their early 50s.
Table 1

Age Distribution by Institution

Institution/ PIEM UAM-X PUEG Total

Age

30-39 1 1
40-49 3 1 1 5
50-59 4 1 8
60-69 1 1 2
70-79 ' 1 1
Total 7 7 3 17

Slightly different than the feminists in my sample, the ages of the feminist
academics in the National Directory ranged from 40 to 60 years with a concentration in
the 40s.

Regarding place of birth, the CVs show that three academics were born in a
foreign country: two in South America (Argentina) and one in Western Europe (Spain).

Of the remaining fourteen academics, nine were born in México City and five were born
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in Mexican provinces. The CVs also show that three of the five women born in Mexican
provinces attended college in México City and one in Chicago. The CVs in the National

Directory included nationality, but not place of birth.

Table 2
Place of Birth

Institution/ PIEM UAM-X PUEG Total
Place of Birth

Mexican Provinces 2 1 2 5
Meéxico City 4 4 1 9
Foreign Country 1 2 3
Total 7 7 3 17

In discussing both age and national origins, I draw on the concepts of political
generation and second wave feminism. This provides a more comprehensive
understanding of the various social and historical factors affecting the social, political,
and academic experiences and identities of these women.

The concept of political generation is essentially one of consciousness: how do
groups of people perceive and make sense of the world (Sheneider, 1988). This notion
has been traditionally used to “characterize the relationship of distinct age groupings
within populations to the processes of social change” (Braungart & Braungart cited in
Scheneider, 1988, p. 5). Most contemporary work in political generations has been
informed by the Mannheimian concept of generation, which maintains that “common
social and historical experiences during one’s youth produce a common frame of
reference from which individuals of similar ages would view their later political

experiences” (Schneider, 1988, p. 6). Mannheim (1952) also discussed the notion of
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generational units, that he defined as subgroups within the same generation, which “work
up the material of their common experience in different specific ways” (p. 304). These
specific ways of viewing their experiences are the result of individuals’ stratified
consciousness. In other words, they are a result of individuals’ specific location by social
class, race, age, nationality, and other social demarcations. Any given location,
Mannheim asserted, “excludes a large number of possible modes of thought, experience,
feeling, and action, and restricts the range of self-expression open to the individual to
certain circumscribed possibilities” (p. 291). Mannheim discussed the increasing
complexity of similarities and differences among and within locations. Within any given
location, there is a whole spectrum of positions. For instance, in the case of second wave
feminism, the range is from radicals to socialists to liberals. Theoretically, they were all
living second wave feminism, but, in fact, they have collectively gathered and synthesized
their experiences with nuanced differences that impart various interpretations.

Within the literature on political generations, there are three main approaches to
the study of the relationship between age and political behavior and attitudes. These
approaches include the life-cycle model, the cohort perspective, and the genealogical
approach. The life-cycle model stresses the changes in political commitments that take
place as people mature and interact with political systems. The cohort perspective draws
attention to the enduring influences of the socio-political and historical climate in which
people come of age on the their political views. The genealogical approach explores the

dissonance and consensus on political views between older and younger groups in
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society. It also looks at how political values are transmitted from one generation to the
other (Braungart & Braungart, 1984).

Feminist scholars have challenged the traditional conceptualizations of political
generation claiming that “political generations are taken as a sex-neutral phenomena with
no hint that the organization of politics is based in the social organization of gender”
(Sheneider, 1988, p. 5). Feminists have questioned the main assumption of youth being
the time when political attitudes and behaviors are formed, arguing that the model of
youth as a natural time for rebellion is based on “male developmental and historical
experience” (Sheneider, 1988, p. 5). They claim that women and men experience the
stages of the life cycle, and historical and social events, differently. Therefore, women
may attain politicalization at entirely different stages that can manifests in entirely
different ways than men. Feminist scholars argue that “the bases for activism may not
rest wholly in economic conditions, maturational factors, or gender specific determinants
(such as reproduction and motherhood), but in a complex interplay of multiple
circumstances acted out in particular historical contexts” (Sheneider, 1988, p. 18).

Mexican second wave feminism refers to the resurgence of feminist activities
starting in the early 1970s. Mexican second wave feminism was greatly influenced by the
Mexican student movement and other movements taking place around the world. This is
especially the case with the European experience (e.g. French student revolts of 1968, the
French women’s movements), as well as the U.S. civil rights, anti-war, student, and
women’s movement. Other influences c.ame from the Cuban revolution and the South

American movements. Mexican second wave feminism was comprised mainly of urban
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middle class women who were university students or graduates familiar with the feminist
discussions taking place in Europe and the United States (Lau, 1987). These women
identified themselves mainly with the Mexican left and formed consciousness-raising
groups, which emphasized the link between the personal and the political, especially in
the area of sexuality. The central demands of second wave feminism in México were
voluntary maternity leave, strict penalties for violence against women, and support for
rape victims (Lamas, 1998).

Contextualizing my sample within these two frameworks, political generation and
second wave feminism, the majority of women in my sample belong to Mexican second
wave feminism. There are exceptions, however, outliers that are either older or younger
than the boundaries that encompass second wave. The majority attended undergraduate
school in the 1960s and 1970s. On a global scale, this period was a very politicized time
characterized by a constant questioning of traditional paradigms. The CVs reveal that the
majority of these women attended graduate school abroad (e.g., Belgium, Cuba, England,
France, Germany, Spain, and the United States). It was in those countries where many of
these women were formally initiated into feminism. The Mannheiman concept of
generation tells us that the social and historical experiences of these women during their
formative years had a fundamental impact on the development of their political
philosophy and attitudes. Through their publications, we can see that the theoretical
perspectives they were exposed to in those countries definitely informed their work when

they return to México. A substantial amount of work by these women is informed by
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European (French, Italian, British) and U.S. feminisms. References, citations, and syllabi
all reflect these influences.

Upon their return to México, they incorporated themselves into the Mexican
feminist movement and, influenced by the political and theoretical experiences they had
during their time abroad, they began to challenge and propose revisions for the content
and organization of their own disciplines. All these women, whom Patricia Gumport
(2002) refers to as the “pathfinders,” were the ones who struggled to introduce and
legitimize women’s studies in the Mexican academy.

Disciplines

The CVs show that the academics in my sample are concentrated in the disciplines
of the social sciences and the humanities. There were also, however, three academics
working in the health sciences. Most interéstingly, only three of the 17 feminist
academics in the sample have specializations or took some courses in women’s studies.

Table 3

Discipline by Institution

Institution/ PIEM | UAM-Xochimilco | PUEG | Total
Discipline

Anthropology 2 2 4
Literature 2 2
Philosophy 1 1 2
Psychology 4
Social Medicine 2 2
Social Sciences 2 2
Law/Women’s S. 1 i
Total 7 7 3 17
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Simple categorizations do not adequately reflect the complex nature of some of the
educational formations of the women in my sample. For instance, one respondent has a
bachelor’s degree in law, a specialization in women’s studies, and was a doctoral
candidate in social sciences. This example serves to illustrate the multiple credentials
from varying disciplines that these women bring to the academy. Frequently, there is not
a uniform continuity of discipline between undergraduate and graduate studies.

The CVs in the National Directory also show that Mexican feminist scholars are
concentrated in the disciplines of the social sciences and the humanities. While the
majority are in sociology, there are also a considerable number of scholars in
anthropology, psychology, history and economics. Similar to the situation in the rest of
the world, there are few feminist scholars working in the science and technology areas.
The concentration of Mexican feminist academics in these fields of study reflects the
traditional patterns of gender distribution among disciplines in higher education that have
been widely documented

The disciplines in which scholars are socialized to some extent frame the way they
interpret the world. An important point to emphasize here is that this socialization
process took place primarily at the graduate level within Western intellectual traditions
found in Europe and in the United States. According to Rose Brewer’s (1997)
examination of the field of sociology as a part of a project called Rethinking the
Disciplines, the field is Eurocentric in various ways, including its training, practices, and
assumptions. She adds that to transform the discipline, we need to think and reflect about

the “master narratives” in which we have been trained, narratives that feature the
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‘founding fathers’ whose theories reflect their European male standpoints. Brewer calls
for a recentering of knowledge which involves “understanding the impact of disciplines
on our ways of knowing” (p. 15). It essentially involves undisciplining ourselves.
Academic Credentials and Professional Affiliations

Eight of the seventeen feminist academics in my sample had doctoral degrees, five
were working towards their doctorates, and four had master’s degrees. Therefore, the
academic credentials of the women in this study surpass the average for academic
professionals in México. As Mexican higher education institutions continue to adopt
market and excellence values, higher academic credentials (Ph.D.s) are becoming
increasingly important to enter and survive in this new academic environment.

Table 4

Academic Credentials by Institution

Institution\ PIEM UAM-X PUEG Total
Academic Credentials

Masters 2 1 1 4
Doctoral Students 2 2 1 5
Doctorates 3 4 i 8
Total 7 7 3 17

In addition, 35 percent of the feminist academics belong to the Sistema Nacional
de Investigadores (National System of Researchers) (SNI), a prestigious and exclusive
governmental institution offering elite status and financial incentives to their members.
There are many requirements to be eligible for admission into this organization, but
having a Ph.D. and publishing in prestigious, internationally refereed journals are some of

the most significant criteria.
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Table 5

Members of SNI by Institution

Institution/ PIEM | UAM-Xochimilco | PUEG | Total
SNI

Members 1 4 1 6
Non Members 6 3 2 11
Total 7 7 3 17

The academic credentials of feminist scholars in the National Directory include all
levels of higher education including bachelors, masters, and doctorates. There is a
concentration, however, at the doctoral level. The National Directory did not include
information about membership in the SNI.

The CVs also show that the majority of the women in my sample belong to their
disciplines’ national and international professional associations. They also serve on
boards of directors of feminist organizations, consultant and editorial committees,
publishing houses, and government and non-governmental organizations at the national
and international level.

Study and Experiences Abroad

The-majority of the feminist academics in my sample attended all or part of their
graduate school in a foreign country. Of the four academics with master’s degrees, three
obtained their degrees abroad (Belgium, Cuba, and the United States).

Most of the academics with doctoral degrees, (or currently in doctoral programs),
studied and obtained their master’s degrees in European countries such as, England,

France, Germany, and Spain. More than fifty percent of those women returned to México
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to obtain their doctorates. The others continued with their doctoral studies and obtained
their degrees in Europe. Only one of the academics in my sample obtained her doctorate
in the United States.

The reason for the tendency to turn to the European world is a paradigmatic one.
The predominance of functionalism in the United States made it a less interesting option
for Latin Americans. Students and scholars in Latin America came from a more
politicized region and academy, with political sensitivities that made the more
interpretative tradition of Europe more attractive (E. Ibarra, personal communication, July
2003)

Table 6

Study Abroad by Institution

Institution\ | PIEM UAM-X | PUEG | Total
Country

Cuba 1 1
Europe 4 4 1 9
U.S. 3 3
N/A 2 2 4
Total 7 7 3 17

Most of the foreign universities attended by these women are prestigious research
universities with an international reputation. Examples include, The Sorbonne in Paris,
Bath University and Sussex University in England, Universitee Libre de Buxelles, Julius
Maximilians Universitit, Wiirzburg in Germany, Universidad de Barcelona, Universidad
Complutense de Madrid, and the University of Chicago, and Stanford University in the

United States. The Mexican universities are prestigious research universities as well,
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such as The National Auténomous University of México (UNAM), El Colegio de
México, and Universidad Iberoamericana. Moreover, the CVs’ section on awards
revealed that many of the feminist academics who attended graduate school in a foreign
country received a government or private foundation scholarships to study abroad.

The CVs also show that many of these women have participated and presented at
international conferences in Europe, the United States and Central and South America. In
addition, the three women’s studies programs have faculty exchange agreements with
European and U.S. universities. Therefore, many of these women have been visiting
scholars in the United States and Europe. Several academics also serve as members of
consultant and editorial committees in international organizations.

The feminist scholars in the National Directory are slightly different. At the
master’s level, approximately fifty percent attended graduate school in México and fifty
percent in a foreign country. At the doctoral level, the majority attended graduate school
in a foreign country. The difference was that in this group the same amount of academics
studied in European countries and in the United States.

The feminist academics in my study reflect a strong pattern of foreign study.
According to Kuroda (1995) “foreign study has been growing worldwide since the end of
WWIL. .. [with] 107,589 students who studied in foreign countries in 1950 and
1,085,878 in 1989” (p. 2). Of these 70 percent are students from developing countries.

There are two main perspectives that inform the analysis of foreign study:
modernization theory and dependency theory. The modernization perspective’s main

premise is that development comes from external impact and that “the acquisition of
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values from developed societies is a pre-condition for economic development” (Kuroda,
1995, p. 3). In modernization theory, there is the assumption that the values, attitudes,
skills, and technology of the developed country are those that provide the best instruments
for modernization and, therefore, should be emulated. Foreign study is the most effective
way to acquire this type of socialization and education (Kuroda, 1995).

The dependency perspective’s main argument is that underdevelopment is the
result of the inequitable relations between the centers and the peripheries in the world
capitalist structure. Dependency theory claims that core exploitation takes place, with the
center “underdeveloping” the periphery, damaging the local systems of knowledge and
production. This inequality initiates a spiral of dependency that moves first through
economic spheres, then to educational and cultural domains, and ultimately creates
technological dependency. In a vicious cycle, technological dependency promotes
economic dependency (Kuroda, 1995).

The imposition of Western educational systems was a primary means of
destroying local and indigenous culture. By educating third world elites in the manners
and paradigms of the Western core, they could become devotees of Western culture and,
therefore, serve Western interest while negating the best interests of local development.
Facilitating total assimilation to the history and language of the West as the highest
standard to be achieved, elites would have no interest in advocating for the independent
development of the periphery. Dependency theory indicates that this form of education is
almost a guarantee that individuals will come away with the paradigm of the developed

nation, accepted uncritically (Kuroda, 1995).
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From the perspective of dependency theory, individuals from the periphery
studying in a core country face several disadvantages in terms of maintaining their own
cultural cohesiveness. According to Altbach (1985, 1987) foreign study can instigate
several destructive effects and consequences:

e Foreign study prevents students from using an indigenous language for

scientific work in their home countries and from contributing to the progress
of local academia.

e Foreign study makes students consumers of Western goods and research
orientations.

e Because returned students are often over evaluated compared to locally
educated people, it may damage the equity. (cited in Kuroda, 1995, p. 4)

Language

An important section in the CVs of these women is Language and Translation
Work. This section reveals that in addition to their native language, the entire faculty in
my sample speaks, reads, and writes an average of two languages. The most common
languages are English, French, German, Italian, and Portuguese. Feminist academics
publish and present in these languages and perform a considerable amount of translation
work, as many of the theoretical perspectives informing their academic work are imported
from Europe and the United States.

Altbach’s (1985) research on foreign students and international study discusses
the issue of language and argues that having to use an international language undermines
the creation of indigenous knowledge. By focusing on international journals, scholars
overlook their own countries needs in favor of issues more relevant to industrialized
nations. Altbach argues that fostering scholarship solely in the language of core nations,

scholars from peripheral nations can become disassociated from discourse in their local
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language. This cannot only prevent continued use and development of any pre-existing
scientific traditions, but also stunts the development of new scientific life in local
peripheral languages, thereby creating a knowledge vacuum for peripheral interests.
Areas of Research and Publications

Three main forces converge to influence the research generated within the
programs of the feminist academics thatrcomprise my sample. One is vlarge, mdstly U.S.-
based, international corporate foundations, such as the Ford, McArthur, Carnegie and
Rockefeller. These foundations provide the majority of funds supporting different
activities for the programs. As discussed in the following chapters, the support is
contingent upon pursuing specified research agendas. Secondly, research agendas are
fashioned along the lines that correspond to the interests of the academic institutions in
which the programs are housed. And thirdly, it is within the context of these first two
agendas that the research interests of the feminist academics take place.

PIEM and PUEG are highly dependent on external sources of funding. For
instance, the Ford Foundation played a central role in the establishment and
institutionalization of PIEM (1983) and also of the Program on Reproductive Health and
Society (1993) in the Colegio de México. The Ford Foundation supports different
activities within PIEM, one of which is the Programa deFinanciamiento y Apoyo
Académico a Investigaciones Sobre Mujeres y Relaciones de Género (Program of
Financial and Academic Support for Research on Women and Gender Relations). This

program, established in 1986, offers financial support and technical assistance for
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research on women. Unlike PIEM and PUEG, UAM-X depends mainly on internal
TESOUICES.

The nature and direction of programmatic research must incorporate the agendas
determined by this dependency on external funding. The international funding agencies
mandate specific priority areas of research that are imposed upon the grant receiving
institutions. Amina Mama (2002), a feminist author from Africa, notes this dependency
on external funding, “no funding comes without its constraints and consequences, and
there are today many different agencies, all with different analyses and agendas” (p. 3).

Some of the research priorities of these international agencies include studies on
population control, particularly reproductive health, and human rights with an emphasis
on violence against women, among others. The pressures to obtain external support to
conduct their research activities cause feminist academics to orient their work to the
priorities of the funding agencies. This funding process has brought about a strong
competition among different academic programs and NGOs.

The areas of research of PIEM academics include women and human rights with
an emphasis on violence against women, gender and public policy, reproductive health,
sexual and reproductive rights, women and Mexican literature, Mexican and Latin
American women writers, and rural and indigenous women. UAM-X feminist academics
topics of research include aesthetics and feminist theory, the feminist movement,
subjectivity and psychoanalysis, working women’s health, heath and education, gender

and higher education, body and subjectivity, and women and political participation.
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PUEG academics’ research interests include reproductive health, sexual diversity, gender
and higher education, and ethics and feminism.

It is interesting to note that the research work of these academics is mainly
published through their own institutions. The CVs also show a considerable number of
publications with more than one author, sometimes three or more. There is also a
considerable amount of work that has not been published and appears in the CVs under
the section of talks and presentations. The main language used in their research work is
Spanish, but there are a considerable number of publications in other languages,
especially English and French.

The research topics of the Mexican feminist scholars in the National Directory are
slightly different. The work of these scholars is concentrated in the areas of: women and
work; rural and indigenous women; women and education; violence against women; and
women and migration. There are also a considerable amount of co-authored articles and
the main venues of publication are left wing and alternative publishing houses.

Service to Community

The section Articulos de Divulgacion y Servicios a la Comunidad (Outreach and
Community Service) shows that the feminists in this study also publish in newspapers
and magazines that reach an audience outside of the academic circle. The amount of
work in this section, however, is considerably smaller than the section of academic
publications and presentations. Some of the CVs also show participation in television
and radio programs. The TV channels (canal 11) and radio stations (radio universidad)

which are primarily used to present their work, however, are directed mainly to a highly
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educated audience. Few CVs also show research projects in which the final products of
the investigation were popular brochures and videos directed to rural communities and
urban marginalized groups. In addition, many of the respondents serve on governmental
and NGO committees. For example, some of them serve on committees meant to foster
and improve the attention given to women in the health sector. Another facet of service
community is gender sensibility workshops given to governmental officials.

Career Trajectory and Academic Status

The CVs show that several of the women in this study worked for feminist NGOs,
government programs for women, and as journalists focusing on women’s issues prior to
their entrance into the academy. Others have a strictly academic trajectory. The CVs and
narratives indicate that after entering the academy, there was a tendency to orient their
work more towards academic topics and activities, with an overall reduction in research
and activities geared towards grassroots efforts. This, however, is not monolithic
occurrence. There are still some women who pursue issues and activities closely focus on
community activism.

At the time of the study, the faculty in this sample was all employed full-time. In
UAM-X and PUEG all the feminists had permanent positions. In PIEM three had
permanent positions and four were under temporary contracts.

Summary
My purpose in this chapter was to develop an understanding of feminist
academics multiple social locations and the ways in which those locations have shaped

their feminist consciousness and work in the academy. This chapter reviewed two facets
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of self, personal as well as professional. The academics’ personal narratives illuminate
the ways in which multiple factors shaped the development of their feminist
consciousness. Their CVs illustrate how they carried that feminism into a professional
arena.

The personal narratives of my respondents illustrate a great deal of diversity
among and within the women. There are, however, some thematic similarities. The
majority of my respondents come from middle to upper middle class backgrounds. Many
were born and/or lived most of their formative years in large urban centers, exposed to the
cultural capital derived from cosmopolitan areas. Many experienced patriarchal regimes
within their families that fostered rebelliousness. Questioning prescribed authoritarian
roles and inequitable gender relations started in their home environments and was
supported by the tumultuous socio-political climate of the 1960s and 1970s in which
many of them came of age. In addition to this exposure in their homes and national
environments, their consciousness was supplemented and extended by their experiences
abroad. Most of these travels occurred in an educational context. In these international
spheres, once again, intellectual and socio-political activism was motivated by the
different movements that were occurring on a global scale.

The educational formation of the majority of my respondents was impacted by
their positioning in the political generation containing second wave feminism. Political
generation theory espouses that the socio-political-historical climate where these women
develop determines to a large extent their political inclinations. Most of the women

attended all or part of their graduate school abroad mainly in European countries. Most
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of the women had concentrations in the social sciences and the humanities. Many of
these women were socialized into their disciplines at a time when subjects still
maintained a strong androcentric and Eurocentric focus. In comparison to the
professoriate in México generally, the majority of these women surpass the average level
of academic attainment. Most have advanced degrees or are currently pursuing those
degrees. Many have Ph.D.s from elite institutions abroad and, in the case of México,
from UNAM, which is considered one of the finest universities in the country. Most
women speak an average of two languages in addition to their native language. Thirty-
five percent are members of SNI, a very prestigious and exclusive governmental research
agency.

In the following chapter I present and discuss how the feminist academics in my

sample have experienced and negotiated their locations in the academy.
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CHAPTER 5
FEMINISTS IN THE MEXICAN ACADEMY: NEGOTIATING THE
BORDERLANDS

Much of the research on feminist academics focuses on the experiences of
feminist scholars in the contexts of Western Europe and Anglo-America. Little research
exists on feminist academics in other parts of the world. My aim in this chapter is to
describe and discuss how the three groups of feminist scholars in my study are
experiencing and negotiating their personal and professional lives within the Mexican
academy. In particular, I am interested in the extent to which the Mexican universities
where these women work are adopting organizational forms and management practices
associated with the new managerialism and the impact of those practices on their feminist
academic work.

The chapter is organized into three main sections. First, I provide a brief
description of the three host institutions and their women’s studies programs. Then I
present the voices of feminist academics, describing both their personal and professional
experiences in the Mexican academy. Finally, I offer feminist academics’ accounts of the
effects of new managerial practices on their feminist academic work.

Institutional Contexts

To better understand feminist academics’ social construction of their work in the
academy, it is important to first situate these women in their institutional contexts. What
follows is a brief description of the three host institutions and their women’s studies

programs.



136

Programa Interdisciplinario de Estudios de la Mujer (PIEM) at El Colegio de México

PIEM is located in El Colegio de México, a small, highly prestigious institution
dedicated to research, teaching, and the provision of information in the areas of the social
sciences and humanities. The Colegio de México was founded by the Mexican
government in 1938 as La Casa de Esparia en México (The House of Spain in México).

It was created to provide an intellectual shelter for Spanish professionals, academics and
artists exiled as a result of the Spanish Civil War. In 1940, La Casa de Espafia en México
underwent a substantial restructuring giving birth to one of the most prestigious higher
education institutions in México and Latin America, El Colegio de México (Lida,
Matesanz, & Vazquez, 2000).

Currently, the Colegio de México is organized into seven centers of study: Asian
and African Studies, Demographic and Urban Studies, Economic Studies, Historical
Studies, International Studies, Linguistic and Literary Studies, and Sociological Studies
(Centros de Estudios, 2003). Through these centers, the Colegio de México offers seven
doctoral degrees, five master’s degrees, and two bachelor’s degrees (El Colegio de
Meéxico, Licenciaturas y Posgrados, 2003).

The Colegio de México’s Annual Report 2000 indicates that the academic
personne] of the Colegio consisted of 329 members of which 174 had full-time permanent
positions and 155 had fix-term research contracts. Of the 329 members, 94 percent were
full-time, 86 percent had advanced degrees (Masters and Ph.D.s) and 43 percent belonged
to the Sistema Nacional de Investigadores (SNI) (National System of Researchers), a

highly prestigious government research organization.
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In the beginning of the academic semester, September 2000 - February 2001, there
were 334 students enrolied in the Colegio de México: 174 women and 160 men. Of the
334 students, 19 percent were in undergraduate programs, 34 percent in master’s
programs, 31 percent in doctoral programs and 16 percent in specialization programs.
Thus, the Colegio is predominantly a graduate level institution. The Colegio de México
has been and continues to be a highly selective institution. Of the 896 student admission
applications submitted in September 2000, only 190, or 21 percent, were accepted (El
Colegio de México, Informe de las Actividades Realizadas Durante el afio 2000).

The highest level of governance at the Colegio is located in the Asamblea
General. This entity is comprised of representatives from the Federal government, the
Bank of México, the National Autonomous University of México and the Fondo de
Cultura Econémica. The remaining levels of governance include the Governing Board,
the President; the Board of Directors (that is comprised of directors from each of the
seven centers); the Academic Council; the Center’s Directors; and the Center’s Faculty
Boards. (El Colegio de México, Informe de Actividades, Estatuto Organico, 2003). This
governing structure is highly centralized with minimal, if any, participation from facuity,
students, and administrative staff in major policy decisions (Cardaci, 2002).

The primary source of funding for the Colegio is derived from subsidies from the
federal government. The stability of funding is therefore dependent on each presidential
administration, a term of six years. This creates a high degree of instability and flux in
terms of budget. Historically, in response to this instability, the college began to

implement mechanisms that would yield the maximum results from each annual budget.
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It established rules intended to orient the college towards improved academic efficiency,
quality, and productivity. In terms of faculty, these measures meant that all of their
academic activities came under close scrutiny and supervision. They were required to
dedicate themselves full-time to the institution, to publish, and to submit periodic reports
of their academic activities (Cardaci, 2002; Lida et al., 2000).

From its first decades, El Colegio started to look for alternative sources of funding
other than governmental subsidies. These sources of funding were primarily private
sector donations, services provided to governmental agencies in the form of consulting,
and support through diverse foundations based in the United States and Europe. The
Rockefeller Foundation provided substantial subsidies from 1943 to 1952 that helped to
establish several of its centers of study (Cardaci, 2002; Lida et al., 2000). In addition,
since the 1970s, El Colegio received significant support from the Ford Foundation.
These funds led to the establishment of the women’s studies program, PIEM in 1983.

The first proposal for the creation of PIEM was submitted to the college president
in 1981. Although the proposal received approval from the president, it met opposition
from the Board of Directors. It was only in 1983, when funding from the Ford
Foundation backed up a second proposal, that they achieved approval for the program.
The proposals were written by a group of female research-professors from the different
centers of study at the Colegio interested in opening a space for the study of women. It
was this group of women who obtained the grant from the Ford Foundation. For almost

13 years since its foundation, PIEM functioned as an autonomous program. In 1996,
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however, under the presidency of Dr. Andres Lira and without consulting the PIEM
women scholars, the program was assigned to the Center of Sociological Studies.

The activities of the program have been centered on research, teaching, and the
dissemination of information in the area of women’s and gender studies with an emphasis
on the realities of Mexican and Latin American women. PIEM is one of the pioneer
programs of women’s studies in México and has been central in the development of other
women’s and gender studies throughout México and Latin America.

In 1991, after several years of offering individual courses, seminars, and
workshops, PIEM began offering a non-degree integrated course of specialization in
women’s studies. It began as a one-year course, but, in 1992, was extended to two years.
This course has been offered to six consecutive student cohorts. Now with the status of a
master’s degree, it is being offered to the seventh student cohort (2003-2005). Between
1991 and 2000, sixty-nine students have graduated from the course and are now pursuing
graduate degrees or working in institutions and organizations dedicated to improving the
status of Mexican women. Since 1989, PIEM has also offered two summer courses:
Curso Introductorio en Estudios de la Mujer (Introductory Course on Women's Studies)
and Curso de Estudios de la Mujer para Extranjeras y Extranjeros (Women's Studies
Course for Foreign Students). Approximately 350 students, mainly from the Mexican
provinces and foreign countries, have participated (Lida et al., 2000).

Since 1986, with a grant from the Ford Foundation, PIEM has also offered
financial support for research, theses, and dissertations on women’s issues through its

Programa de Financiamiento y Apoyo Académico a Investigaciones sobre Mujeres y
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Relaciones de Género (Program of Financial and Academic Support for Research on
Women and Gender Relations). Nationwide this program invites applicants to submit
their projects for acceptance. The scholarship recipients are offered financial and
academic support for their research projects. On average, 15 projects are selected
annually. The program has generated several publications on issues, such as women and
public policy, culture and gender representation, violence against women, and women and
human rights (Lida et al., 2000).

Another important contribution of PIEM to the study of women and gender in
México is its Unidad de Documentacion (a small women’s studies library). The library’s
collection is comprised of current journals, periodicals, and other publications that
specifically reference conference papers, reports, and book reviews. It also houses a
collection of basic books on women in México, Latin America and the Caribbean (Lida et
al., 2000).

Especializacion-Maestria en Estudios de la Mujer at Universidad Auténoma
Metropolitana Unidad Xochimilco (UAM-X)

The area of research Mujer, Identidad y Poder (Women, Identity, and Power) and
the Especializacion-Maestria en Estudios de la Mujer (Specialization and Master’s
Program in Women’s Studies) are located in the Universidad Autonoma Metropolitana
Unidad Xochimilco (UAM-X).

The Autonomous Metropolitan University (UAM) was founded in 1974 by the
Mexican government as a response to the demand for more institutions of higher

education in the metropolitan area of México City. The creation of the university was






