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Abstract:

This qualitative research, situated within the interpretivist paradigm, draws on
educational journey narratives of 31 British women of Bangladeshi (10), Indian (11) and
Pakistani (10) (BIP) heritage. It aims to give space to the individual voices of women
who have been homogenised, marginalised, and often silenced, within the educational
mainframe. All the women whose stories form this thesis had some of their compulsory
education within the U.K. As BIP heritage, my own story is included. The narratives
were explored using a combined grounded theory, and Bronfenbrenner model (1979)

approach which allowed for multiple and layered themes to emerge.

Through unstructured interviews the women explained the complex ways in which they

negotiate identityandbelongi ng wi t hin 6whited eurocentric
whilst operating within the patriarchal confines of izzat (loosely translated as honour).

Izzat was enforced through the watchful gaze of the baradari (community) and equally,

alongside socio i economic status, impacted on how education for girls was viewed,

and enabled by families. Education led to the two trajectories of employment and

marriage; all three of which, were influenced by the four pillars (agency, attitude,

access and knowledge). Educational success enabled better marriage prospects, and |

argue is an integral part of the dowry (6wea

family).

Previous research has used intersectionality to understand disadvantage, such as
institutionalised racism and sexism. However using izzat as a facet of intersectionality,
to inform understanding of the context within which BIP heritage female students may
be operating is new. | argue izzat should be used as a lens to enable practitioners to
have more nuanced pastoral conversations. This thesis makes a unique contribution to
knowledge and to the educational studies field as it offers valuable insights into how

izzat weaves with other dimensions adding to the marginalisation of BIP women.
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1 Chapter One: Introduction

a. Positioning the Thesis

This thesis presents the educational journeys of thirty-one British Bangladeshi, Indian
and Pakistani (BIP) (my coined term) heritage women. Through their stories there
emerges a number of important experiences and reflections that carry significance for
the educational attainment and expectations of BIP heritage girls and women, now and
into the future. As such, this thesis is intended to pay closer and more nuanced
attention to the lessons that emerge, and to consider how pedagogical practice may
better respond to the struggles and challenges that women in these groupings face.

I am committed to presenting the life experiences of my participants as sensitively and
accurately as possible, not least because | am myself part of my data set. | adopt an
autoethnolographical approach, including my personal narratives that | drew on first in
order to shape my approach to interviewing other women. The technique used to
gather and analyse the data was unstructured interviews, specifically narratives, which
were decoded using grounded theory. This thesis is not intended to make a theoretical
contribution, but it does draw on a number of key frameworks, including
intersectionality, to support the analysis. Combining intersectionality with a grounded
approach, | was able to identify from my data set the impact that izzat has in shaping
the experiences, limitations, and challenges facing myself and each of the women with
whom | spoke. My contribution then, is seen not just in the new in-depth data but in the
presentation of izzat as a lens through which to understand the complex educational
journeys of women from BIP backgrounds. | posit the use of an izzat-informed lens
that looks beyond positioning BIP heritage women with a deficit model, and that also
allows for a more nuanced understanding of lived experiences.

Methodologically, | begin with my identity as a learner, which was shaped within the
parameters of my Indian heritage, which in turn was shaped by izzat. As evidenced
throughout this research, izzat is a very complex system of unwritten rules, regulations
and surveillance systems operated by the baradari (brotherhood/ community), and also
embedded within cultural expectations that dictate how life should be lived. Wilson
(1978) suggests that izzat translates roughly as family honour, or sometimes as self-
respec,tand occasionally Ajust plain male egoo
is an Urdu word that loosely refers to honour, respect and reputation. My journey was
against a backdrop of academic and media discussions about children who were failing
in the British education system. As | had been one of those children who had been
O0positi onleaddeflected of vehy lldid not. | have systematically recalled
memories pivotal in some way to my experiences as a learner. | wanted to know

whether there was any similarity between my journey and those of other BIP women.
-1-



As a professional who works within education, | acknowledge the activist element of

this research. In my case, this is a strong desire for educational institutions to change

the way BIP heritage women are viewed and interacted with. McTaggart (1994)

suggests that action research and research activism is a practice-based tool for

change, usually at a local level. Moreover, he states that action research starts with a

need to change somet hiingf bedtieeaefi§ormyof (p
Manion and Morrison (2018) propose that action research can be used in almost any

setting where a problem involving people, tasks and procedures needs a solution, or

where some change of feature results in a more desirable outcome. Furthermore, they

suggest that amongst the uses for action research, issues involving attitudes and

values can be tackled. 31 women including myself recounted their narratives of their

experiences of successfully navigating through an educational system that had, on

many levels, already set them up to fail. Success for many simply meant that they

completed at least to the end of secondary school.

Yuval-Davis (1994) argues that the positioning of BIP heritage women is racist because

it implies that there is a better thatsholld ty f o
therefore, be welcomed as enlightenment by these women (Haw, 1998). This is a

reductionist narrative set for, rather than by, BIP heritage women, and which | argue is

filtered through two lenses: one that is izzat informed and one that is eurocentric. (The

term popularised by Said (1978), who argues that western discourse attributes

inferiority to anything not European). This filtering process impacts on the development

of agency and social and cultural capital, and also serves only to marginalise women

who are already operating @n the fringe6 Furthermore, it impacts on how BIP heritage

women are viewed in educational, media, and political discourse. Moreover, these

Opr escr i be drstodesimposed)wradeniitieq are at odds with how the

women view themselves and more importantly how they want others to view them.

This, in conjunction with the way in which homogenous categorisation is applied

subconsciously within the education system, is unhelpful in two ways. Firstly, it

promotes negative and racist stereotypes tha
of women, and also, in some cases, limit what students themselves might want.

Secondly this cultural commentary both within and outside of the groups themselves is

visibly played out through w o me thddigs, an example here being that of the burkha.

Externally it has been used to symbolise the repression of Muslim women (Revell,

2012), butoftent he di al ogue does not extend to the v
wear it as a symbol of identity and modesty, something further discussed in chapter 4.

Meticulous examination of my data shows that the voices of the women highlight

challenges that the two lenses place upon them and their journey in an educational

system entrenched with white privilege. Mcintosh (1986) suggests that white privilege

-2.
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is fAan invisible package of unearned assetso
done in overt and covert ways, such as placing ceilings and boundaries, homogenizing

heritage and experiences, and a providing insufficient or inadequate careers advice.

These caps and ceilings are reinforced through barriers such as setting, streaming and

selective schooling. These challenges are enacted both by the meninw o me niv@ess

and by older women who reinforce izzat-defined structures in the absence of men. A

significant number of the narrators in this thesis are silenced by, and through, lines of

male authority that the educational system replicates or reinforces. Equally, the women
themselves are complicit with both lenses, but in subtle, nuanced ways that are

embedded through the way they view the world in which they operate.

A dichotomy exists with regards to how, on the one hand, the eurocentric lens frames

BIP heritage women, and how the izzat lens limits and defines the construction of self

and autonomy for these women. The complexity of this is tricky to understand or make

sense of for those who live within it, let alone for those who have no real lived

experience and understanding of the nuanced holds of izzat. Thus BIP heritage women

are caught between two viewpoints that want to define them, and it is exactly this kind

of continuous, complex negotiation that Ahmad (2001) highlights when she states:

Ayoung South Asian Muslim women are continua
cul tural, religious and per seeopardteiricdngplex i t i es
and someti mes cont r ardeiways im which aceegssand edugatiolarr ) .
capital are negotiated, often in different, creative ways when not available through

parents, or when denied by gate keepers to the educational system, is evidenced in the
narratives in chapters 4 -7.

Whilst izzat influences the life stories, as well as being the backdrop for the educational
journeys, additional regard has to be paid to the expected trajectories of these
journeys: marriage and employment respective
success. Educational outcomes that included getting a degree were seen as positive

by the narrators from all three heritages, but in different ways and for differing reasons.
Moreover, education was a tool of empowerment, which specifically gave voice to

some of the women, enabling them to negotiate not just better jobs, but better futures

in terms of marriage prospects. This, | argue, is about how a good education, and

particularly a degree, has become an element of the dowry, which Tomalin (2009)

defines as inheritance given as a gift upon marriage. As this is an original contribution,

it is discussed more fully in chapter 6, alongside a deconstruction of the marriage,

employment, and education triangle, specifically in terms of voice and ownership for

the women.

Through the creation of a conceptual framework in chapter 3, | pictorially foreground

four central concepts that interlace educational outcomes for these women. These four

-3-



pillars, as | have termed them, are agency, access, attitude, and knowledge. It was
evident that whilst existing as discrete entities, the pillars overlap and intersect across
each other with regards to how much influence they exert on the journeys. Equally, the
four pillars also intersect with other factors, such as izzat, gender, socioeconomic

status and racism. Intersectionality is,asOlive (2011) expl ai ns, ila S
examining and fideconstruct[ing] the interrel
ethnicity and sexualityo (pl9). Thheslicitmgp i nt e

of complexities, nuances and contradictions in terms of the agency of the women
themselves, specifically in terms of how they negotiate the systems and barriers they
often face. Chapter 3 has a wider discussion on intersectionality.

Belonging, experiences of exclusion and marginalisation operate on a number of fronts:
within the three communities themselves, between the heritages, and also in relation to
other heritages; these fronts frequently surface in the narratives. This is particularly in
the way these factors are negotiated in different settings and contexts. A further
complexity here is that whilst different, the three groupings do share a cultural history,
as they are all, pre-partition, from the landmass known as India. Thus the cultural
confines within which the women function, do have similarities. Moreover, within these
groups (Bengali, Indian, and Pakistani) differences of religion, caste and class apply.
Furthermore, izzat intersects through and across comprehensions of identity which is
ensconced in how the women are seen to behave, and sotheideaof O0bei ng good
surfaces numerous times and across all three heritages. Status is gained through being
6 g o and éspecially if this is witnessed by the baradari. This is about conforming to
the gendered expectations of the izzat lens, and specifically about policing and
enforcing the purity, and so marriageability, of the women. Notions of being good is
closely examined within chapter 4.

The influence of the izzat lens can be seen very clearly within how in their narratives
the women frame their relationships with parents and different members of their
families. According to Knipe ( 2 0 1 6 ) -family muwdeholds still only represented a
very small proportion ( 1.,0Bude madrity af hatratorsianu s e h o |
this research did live in an extended family. Family and family networks were seen by
many of the narrators as pivotal to their lives. Thus the interconnectivity between the
generations and also between the baradari impacts not only on how education is
viewed but also on how far and in which circumstances. Family influence is explored

more fully within chapter 5.

In this introduction, | now move to offer more details on my intentions for this research,
and specifically three key questions | sought to answer. Consideration is then given to
the originality of this research. Next, | present an overview of the relevance of

education as a vehicle for change. | undertake a closer examination of the concept of
-4-



izzat. Thereafter, | reflect upon my journey, both as a participant and as an educational
professional, to isolate factors that enabled me to flourish academically. These
reflections supported the development of my research approach. | will offer a summary
of the themes emerging from the narratives | collected, as well as outlining the
structure for the rest of the thesis.

b. Research Focus and Questions

Sikes (2012, p123) suggests the three most important things for a researcher to do
explicitly are to make clear firstly, what the intentions of the research are, secondly,
why they intend to do the research, and thirdly, how they intend to proceed with the
research. Thus having explained how and why this thesis came into being, the
discussion moves broadly to consider the intentions, originality and research aims, and
the key questions.

Books that give guidance about writing a thesis often refer to an epiphany moment, a
point at which the writer realises what the data is actually telling them. | had made an
assumption on first engagement with the narratives that this thesis was about cultural
mediation and the role education played in the construction of identity for a particular
group of women. This was actually a rather simplistic understanding of the stories
being told. Frequent re-engagement with the narratives began to highlight that one
particular concept was framing everything else, irrespective of what was being said, or
even not said, by the women. Izzat consistently sets the parameters both of, and for,
the educational narratives of the women in this thesis, which on the surface appeared
to be solely about employment and marriage trajectories, but in fact went much deeper
into personhood and a collective cultural identity. Yet, despite framing the lives of
women of all three heritages in different ways, izzat is a concept about which very little
has been written, and especially with regards to the complex and covert ways in which
it impacts on the educational journeys of British BIP heritage women. Thus this concept
and its impact is central to this thesis, especially as it is a lens through which the
journeys are examined and so will be fully explored throughout the different chapters,
particularly with regards to how it weaves through other elements which impact on the
wo me n 6 s lt shduld &se be acknowledged that whilst the notion of 'culture’ is
problematic because it can be reductive and thus produce static ideas about a
homogenised norm, it is frequently presented within the narratives of the women in this
research. Thus it is closely examined throughout the thesis.

Hence the intention of this qualitative thesis is twofold. Firstly, it examines the impact of
6i zzatd on the educational journey of this g

inclusive of myself. Secondly, it unpicks the complex ways in which these BIP heritage



women negotiate identity and belonging within educational institutions but still within
the realms of izzat. Three questions which guided my research were:
1 What do these particular women remember as defining moments in their
educational journeys?
1 In what ways does izzat intersect with other structural factors and identity
categories to impact BIP heritage womeno:
1 What, if anything, can educational institutions learn from these voices about

how to improve outcomes for all BIP heritage women?

c. Originality of the Research

Judgments about the impact of marginalisation of different communities have been
made (Wilson, 1978; Basit, 1997a; Dwyer, 1999; Bagguley & Hussain, 2007; Bhopal &
Preston, 2012), and specifically with regards to how this feeds into experiences of
schooling/education and wider societal labelling (Brah & Minhas, 1985; Abbas, 2002b;
Crozier & Davies, 2008; Hamilton & Riordan, 2016). What has limited exploration in the
literature, however, is how BIP heritage women face multi-level, and multi layered,
intersecting oppression and suppression in both overt and covert ways and on several
fronts. Educators often assign to BIP heritage women an image and rhetoric that
focusses on negativity and victimisation, which in turn impact on the ceilings placed
upon these women. This is unhelpful in the following two ways. Firstly, it prevents
better platforms from being created for these women to achieve their ambitions.
Secondly,di scussion rarely surfaces around BI P h
autonomous agency, and so can be rendered outsiders and even excluded from their
own cultural heritage. This is because they dare to transgress the boundaries set by a
multi-layered and nebulous structure that creates a framework within which whole
communities operate. Anyone who chooses not to operate within this structure is either
deemed as beingimmoralorl abel | ed § havirg lost theirtvaduesnMy data
shows that these people, particularly women, are seen by the community that polices
the system as having uncertain identity or being unknown.

Furthermore, izzat is not discussed because it feeds into the image that is already
readily attributed to these women, one of subservience and victimhood (Watson, 2000).
However, its role as a contributing factor cannot be denied. Hence BIP heritage women
are caught between a rock and a hard place, where if they do successfully navigate the
quagmire that is the educational system, they still have to contend with the izzat lens
which suggestswomen can become Ot ood ,therefceaeed and so
excluded in case they daintéother women (Ahmad, 2001). This is particularly true in
terms of marriage opportunities, where BIP heritage women on completion of a degree

are seen by many within the baradari to be denying traditional roots (Bhopal, 1997:
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Ahmad, 2001) if they do not comply with the patriarchal norms that exist within their

cul tural O6éboxd. The box i n -gitenoundaniestdranmce per
to curtail a womends agency and autonomy. A
as is directed by, or structured within, the realms of izzat. This then raises questions

around t he c onc &hetermdilderatidn is dften used to denot@é a negative

image of feminism, such as the burning of bras. However, | suggest liberation is about

voice.

This research contributes to existing knowledge firstly by hearing the voices of women

who have to try and negotiate an identity that enables autonomy and agency, against
substantive marginalisation from both their own communities, educational

establishments and wider society, and which seeks to homogenise them. Agency is
defined by Etel2@pelto, V&2h2santanen, H° k k 2,
influence on oneb6és own | ife situationo (p4d46)
complexity of this negotiation includes having to navigate through life within the realms

of izzat. Thus, secondly, this thesis intends to contribute to scholarly knowledge by

forging an understanding of izzat and its nuanced impact on the educational journey of

British BIP heritage women. Finally, in order to bridge the gap between a theoretical
understanding of izzat and actual practice, an argument is made for the inclusion of

izzat as a lens to an intersectional tool through which educators both understand and

build their pedagogical relationships with BIP heritage female students. Research has
previously looked at institutionalised racism (Penketh, 2000; Tate & Page, 2018) and

sexism (Taylor, Smith, Welch, & Hardin, 2018), but not through an izzat-informed lens;

hence, my approach is new. It is hoped this new approach will develop wider

sensitivity to the context within which BIP heritage female students may be operating.

This tool could be used by educational settings and professionals to enhance practice,

shape conversations and map out potential hurdles when working with girls/women of

BIP heritage, particularly within a pastoral system that is both inclusive and sensitive to

the barriers faced by this group of women.

d. Why Educational Journeys

The transformational power of education is often voiced by educationalists as being

pivotal to improving life outcomes (Lymperopoulou & Parameshwaran, 2014), and

education can be a vehicle for change on so many levels, from personal growth to a
countryds gross domestic product . Equity of
transformation to occur has been continually debated by scholars and politicians, with

blamef or O freguertlyulroecbat ed wi t h t lreade (vBhd | thbaowven @fnal
2000). Walters (2012) argues that ethnic gro

educational outcomes, and Woodfield (2014) develops this argument by suggesting
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that students with particular characteristics, such as being from a Black and Minority

Ethnic (BME) or particular sociol economic backgrounds, and studying either at their

local Higher Education Institute (HEI) or studying part time made them more at risk of

lower attainment or non-completion. Woodfield (2014) further suggeststhat f mo st

groups of BME students are more likely than white students to withdraw for academic
failure reasonso (p7), the exception to this
Woodfield raises this point, she gives no rationale for why.

Lymperopoulou and Parameshwaran (2014) state that younger BIP heritage individuals

are better educationally qualified than their older counterparts. The greatest

educational attainment was seen within the Indian heritage group, where only 5% of 16

-24 had no qualifications compared to nearly a third within the 50 -64 age bracket.
Khambhaita (2014) argues that the term fApion
significant number of BIP heritage women, since they are often not only the first women

in their family, but also in their local communities, to go into Higher Education (HE). In

contrast, Singh Raud (1999) looking at the experiences specifically of young Indian

heritage women found that 79% of his respondents had members of the family who

had either been to University or were at present at University. These figures highlight

the necessity to look more closely at the figures for different heritage groups.

Bagguley and Hussain (2007a) convey HBat BI P
varies depending on where the parents originate, and the social class and also the

educational background of the parents. They do however,go ont o say fAwomen
three [BIP] groups have increased their participation in HE more rapidly than white

women since the early 1990s0 (p2).maybeey gi ve
Moreover, Khambhaita (2014) suggests that HAAsi an
cultural and social rules in relation to their educationaldeci si onso (p1019) an
choices are frequently made through extensive discussions and negotiations with

extended family. Additionally 53.9% of Indian women under 30 have degrees in

comparison to 29.7% of white women, 25.6% of Pakistani women and 15.5% of

Bangladeshi women, all in the same age group (Bagguley and Hussain, 2007). Whilst

this figure does include Indian migrant students, it does highlight a large discrepancy

between the different BIP heritages. These figures are expanded by Lymperopoulou

and Parameshwaran (2014), who stress that in the UK between 1991 and 2011, whilst

there was a generic gain in educational attainment, the best improvements were seen

within ethnic minority groups who were more likely to have degree level qualifications

than white British people. Moreover, the census figures (for male and female

combined) from both 2001 and 2011 indicate that Indians have higher attainment than

their white, Pakistani or Bangladeshi counterparts. Interestingly, the number of Asians

generally without qualifications has nearly halved (8% as opposed to 15%) within a
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generation (thus the 16-24 versus the 25 to 49 age group). Or to put it another way,
between 1991 and 2011, the number of Indians and Pakistanis with degree level
qualifications saw an increase of 27%, and 18% respectively. Whilst both Bangladeshis
(19%) and Pakistanis (16%) saw a decrease in the number of those without
qualifications, the figures are still problematic. The Bangladeshi figures can be
somewhat explained through later migration, but why are the Pakistani figures so low?
Clearly external factors are impacting here and as educators it would be useful to
understand what those might be.

The literature and official statistics often lump these very different BIP heritage women
toget her under t he br o getitheeedutadogab autgomesfare belys i an 6
different for each heritage. This theme of heritage impacting on attainment is echoed
throughout the literature (Tomlinson, 1983; Singh Raud, 1997a; Haque, 2000; Mirza,
2006; Richardson, 2008; Singh, 2011), and in some instances heritage in combination
with class (Gillborn & Mirza, 2000). Whilst this area of study has a growing bank of
research, there is a significant lack of empirical exploration into individual BIP heritage
womenobés experiences andpimiagthe pesponsibilityersdiverden st e a
heritages themselves, and locating blame with the young person, the curriculum, and

i tsb6 desi gn e needtabe dxanined. This &ill ke further discussed in
chapter 7.

40 years ago, Wilson (1978) suggested that there was evidence that strongly indicated
that the attitudes of South Asian parents to the education and subsequent careers of
their daughters varies greatly depending upon their religious and socio-economic
backgrounds. There is not enough rigorous research that has examined this. However,
it is useful to separate out the religious from the socio-economic because both of these
factors in relation to families do impact on the educational outcomes of young BIP
heritage women, as either separate, or intersecting entities. All of the women in this
thesis acknowledged the value of education, regardless of class, religion and heritage.
However, although they could see the value of it, one interesting component was the
difference in terms of how they viewed the journey itself, how they viewed how far that
journey should go, and the limitations that part of their gender identity that is culturally
constructed, in particular, put on their expected outcomes. Therefore, whilst there were
differing factors in terms of their experiences and achievements, all of the journeys
were impacted by gendered expectations in relation to izzat. This impact was seen in a
number of ways including through geographical location so for example Londoners
having the opportunity to attend a range of universities whilst those living with family in

smaller towns may not.



e. Unpacking Izzat

Within this thesis, | demonstrate how izzat impacts on the lives of the women in this

research in complex and nuanced ways and particularly through the surveillance of the

community 09 a z,.dérgue thatwhilstthene i a difference in how izzat

imprints on the women from each heritage, it influences not just the educational journey

itself but also the outcome of that journey. Feldman (2010) notes that both shame and

honour evoke rules and moral codes that create normative boundaries particularly for

wWo men . Further mor e, this Iis then sanctioned

Siddi qi (2005) explisihrag atmbati st tod tweor d ndleojpjr &

is actually more than that. I't is the embodi

(p291) that indicates the essence of a good woman. Gangoli, Chantler, Hester, and

Singleton (2011) claim that all societies have honour systems in order to enable them

to function cohesively. Moreover, they argue that fivhere the concept of honour is

accepted by ethnic white British communities, it is seen as a positive trait, and where it

is associated with minoritised communities, i

a racialized interpretation of the term honour is useful to raise, | suggest a challenge to

the transl at i on,bechussd itadetracts franshe geimdened) insididus

and nebulous aspects of it. Equally, the interpretation perpetuates an essentialistic

application of the eurocentric filter to BIP heritage women.

Izzat is about policing and surveillance and detracts from the positive elements of the

collectivist nature of BIP communities. It is useful to acknowledge that all cultures have

elements of individualism and collectivism, and to recognise that cultures are not

completely discreet entities but that they are intermeshed and influenced by each

other, especially in the context of a very multi-cultural Britain. Mesquita (2001) posits

that, broadly speaking, there is a difference between individualistic and collective

elements concerning the impact of emotions such as honour, pride and shame. In

individualistic it is about the self, but the collective is about the impact on others.

Mesquita (2001) further suggests that this is partly because there is a greater sense of

interconnectivity within the collectivist elements of cultures.

However, this is only part of the story. This accountability to or interconnectivity with

others also means that there are gendered norms, expectations and limitations placed

on relationships, particularly with regards to the intersections of power. Izzat not only

restricts the autonomy of women; as the carrier,awomanc an fAsingul arly je

the standi ng a mdaj, 2001, g56) of bes family addhsa must act

accordingly to ensure close family membersares een t o be &éhonourabl e

(2005 )suggests that #Aindividual families can ga

power o (p310Vi.r dMor(e2o0vlex) argues that notions

culturally constructed, defined and demonstr
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andthatt hey form the Amoral fabric of societies
whi c¢ch ul d@domparfies]mi git ant s as cultur al and | egal
Virdi makes a good point about these moral codes migrating with the BIP diaspora,

what has not been emphasised is the very clear distinction between the difference in
repercussions for men and women. Bastia (2013) acknowledges that migration does

not alleviate inequality but that it actuall
genderandc | asso (p4d). This is particularly pert
impact on how women experience izzat. Feldman (2010) draws attention to the fact

that honour (and shame) perpetuate differences particularly through reinforcing

privilege and class hierarchies.

Ultimately, whatever the definition, whilst izzat appears to be a very simple concept

about boundaries that decree how both men and women should live, it is far more

complex and nuanced. It not only oppresses women but defines them in relation to the

men in their lives, and ensures they carry the greatest impact of it. Wilson (1978)

suggests that BIP women have been oppressed because they retain order and are the

Al ink between economi c ofdifg, betwieen adonominsgcurityh e me an
and emotional securityd  ( Baddlly. Pettigrew (1981) notes that within BIP societies,

the standing of the family within thne commun
conduct of it ¥irdi20l®eoints ot ha izzpt.is embedded in the

personal law systems of the Indian subcontinent, which predate the British Raj, Toor

(2009) suggests notions and conventions of
entrenched within BIP societies. They have multiple purpos e s fias mechani sms
soci al control o, ito govern morality and to
conformityo (,wRadTdOr fails td acknewleglge is that it is morality

intersecting with gender. It is about a binary set of values based on gendered

expectationsthatar e pl ayed out through possession of
rights. Furthermore,t he bar adari has become the &6commun
polices and reinforces this polarised value system, one which, as Bhardwaj (2001)

notes,shas the fApower to include and ostracizeo
Lindisfarne (1998) argues that notions such as honour and shame are socially defined

and must be researched ethnographically in order to fully appreciate not only who
controls themubpbs@Do (,shpadits, is abblt posver and
Afgendered differences,aré#isonly thnougipcenrgllihgghe ( p24 7)
urityband sexwuality of the women in his networKk
the eyes of the society in which he functions. Whilst there is slight variation in what

t hese Ahonour c q dtenatély, faa lewa ytsh ebyasaed upon t he
the womands independence and freedom of move

(2007) highlight that controlling the movements of BIP women ensures that no shame
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(di shonour) is brought wupon her family. Thu
al |l costs: family interests take precedence
This o6famnéyér hoealury Obel ongsd to the woman
dictates the rules about how she should behave in order to protect the honour of the

patriarchs, and is something that her body is prisoner to. She is merely the custodian

of it for the patriarchs in her life, whether it is her father, her brothers, her husband, or

her sons. Haq (2013) posits that from an early age, girls are taught to follow and obey

Aipita, pati, putrao (pl73), which means f ath
affected by this notion, but it belongs to the male, and he is given the right culturally, by

other males, to take her life if that code is violated. Therefore, usage of words such as

honour and killing together give further value to two beliefs: that a woman is a

possession like any other material thing and that a male is perfectly entitled to pursue

violence to safeguard that possession. Moreover, wo me n ar e HAsil ence[ d]
support or challenge such oppressionsadd becau
di shonour to the family and €¢Eadmanf20iot yo ( Bhar
stresses that women are often fidriven to sui
(p311).

What is very evident is that this harmful practice of (dis)honourable violence, and

killings, is increasing both in the United Kingdom (UK) soil and in Bangladesh, India

and Pakistan. TICe mkhu mamn oRi @AnhuRlseckort £018)n 6 s

states a rise of nearly 40% in honour based murders in Pakistan in five years, and the

Honour based Violence Awareness network (2016) suggesting approximate figures of

1000 murders per year in both India and Pakistan. Whilst numbers for Bangladesh are

difficult to ascertain, Feldman (2010) stresses that cases of violence against women,

including public humiliation such as stoning or flogging, is on the rise.

An overall figure of 29 honour based murders between the years 2010 and 2014 within

the UK has been reported. However, it has been acknowledged that the figure is likely

to be significantly higher (Dyer, 2015). Khan, Saleem, and Lowe (2018) suggest a

figure of 2,823 cases of honour-based violence reported to 39 police forces in the UK.

Dyer( 2015) also makes the point that males cart
men have also been killed, usually by the family of their partners. | posit these incidents

are stild!l about 0 ntkeelmendberd a afamily feel theyehave begre i f
wronged either through the abuse or a marriage breakdown of a sister or daughter,
possibly related to dowry, then the males in

because their 6named has been di shonoured.
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f. The Beqinning of the Story

During my compulsory education, | was a member of several groups thought to be at

risk of poor academic achievement: first generation British immigrant, Indian heritage,

English as an additional language, working class, female, brought up in an inner city

0 s isohkablocation, in poverty, and in extremely overcrowded accommodation. My

mother had never been to school, having been brought up in an environment that

refused to let a girl be educated if it meant she had to travel to the next village, and my

fatherhad t o | eave education very early in order
Thus, statistically, | should never have gone to university, or have succeeded in an

educational system in which many others with whom | shared the above mentioned
commonalities, did not.

Whilst | had a very culturally traditional upbringing, in many ways my parents were very

forward thinking with regards to education for girls for that era, the mid 60s, and that

particular cultural and socio-economic background. Throughout my childhood, both my

parents continually voiced the idea that education was the key to a more economically

secure life than they had had. From an early age, it was apparent to me that there was

an expectation regarding education for all the children, including the girls, in my family.

It was expected that we would go to college and, hopefully, if we worked hard enough,

to university. Even though | was dédonlyd a gi
the kharaynad (standi ng ongreliantonanyone ¢lse)oA f eet a
good education would allow that. This was remarkable against the backdrop of my

female cousins and female peers in my neighbourhood, being married off once they

reached the age of 15. The rationale being, as was known by all within the community,

to preserve family izzat. Girls had to be kept pure until marriage and the older the girls

got, the more |ikely the risk of O6corruption
My father arrived in Britain late 1963 and my mother followed early 1965, with my three

older brothers, and me as a babe in arms. As poor immigrants, all six of us lived in one

rented room, within a three bedroom house that was home to four different families.

When | was five we moved to our own house. By then, my sister had been born. We let

out two of the three bedrooms in our terraced house and my father worked three jobs.

Neither of my parents demonstrated a love of reading, nor modelled good learning

habits, highlighted by educational specialists, including my future self, for the creation

ofan environment conducive for |l earning readi
my parents did not have either the capacity or time to do what educationalists suggest

are necessary to enable children tompsucceed
siblings and | did succeed if one measures success through degree attainment and

employment.
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Recalling a memory, which | shighlighteqmment |l vy c al

f at hseancé an education. The memory is as follows:

Study Periods:

i A s eemagedr, | was very messy. | shared a bedroom with my sister and we
had different ends of the room. However, in the middle of the room we had a table. This
table had been bought because | had asked my father for somewhere quiet to study. |
had learnt very early on that if it involved studying, | could ask and | would get it (if it
fitted within the remit of what my father <co
but text books). This particular day, whilst writing a science project, | threw books onto
the floor as | finished with them. My side of the floor already had other articles such as
clothes. My sister complained to my parents about the mess and my father had come
upstairs to see. As he was telling me off, | got up and walked across the room. |
stepped on a book, and then kicked it out of the way. My father walked up to me and
slapped me. He started shouting that | had no respect because | had kicked the book.
He said how dare | be so disrespectful to knowledge. | remember feeling very shocked
because he did not get cross very often at that point and not really conceiving what |
had done that was so wrongo.

| have all sorts of feelings, thoughts and emotions when | review this memory. | feel no
anger towards my father about the violence, merely an acceptance; he did it out of
misguided love and belief. Yet that episode of physical abuse collides both with my
values about violence against children, and equally with my professional, behaviour
specialist datd There are many pivotal moments within my educational journey, but |
made the decision to use the first few memories that came. | initially thought of
incidents, then filled in the detail from memory. | then gave each one a title that
captured the essence of the content. | critically deconstructed the memories with two
key questions in mind. Firstly, what does the recollection pattern tell me about the
memaries and about myself, and secondly, how have these memories shaped my
understanding of izzat, my expectations and my relationships with others who played a
role in my educational journey and development? | then used the discussion to
foreground the content of chapters 2 -8, showing how izzat permeates facets of the

lives of the women featured in this study, both overtly and covertly.

l. Key Moments

i Interview with a Careers Officer.

il was 15, and attended a mandatory career s
can still see the scenario very clearly in m
careers oficers eemed quite ol d (but was probably on
womand6 in my, then, eyes. She was wearing a

blonde hair. She sat behind the desk and did not smile, or look at me, as she said hello.
She asked my name and ticked me off her list. She then asked for my plans after leaving
school. | told her | wanted to go to university to read English. She then looked up and
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said to me O6why?5o I replied that | | oved re
paused and then told me that Indian girls do not study English literature at University; it
would be a waste of time and money as | would only end up getting an arranged
marriage. She continued that not only would | struggle to cope at university, but that |
would not be allowed to do anything with the degree by my family. | was dumbfounded;
those words shattered my whole world in an instance. | remember feeling physically sick
and not being able to focus on anything for the rest of the day. | was devastated. If this
6of ficialé had said so then maybe it was tru
that level.
When | got home my mum asked me what was wrong, and | told her. She was furious
and told me that | had to do it and when | got my degree, to go back to school and fling it

in the womanés face. She reiterated that a p
mind to; all theyptneadedt was bdRl matf d o
ii.  Saturday Library Visits.
il idolised my brother who rememberifanay ear s

very early age (I could not have been more than 4 or 5) being taken by him to the local
library (which was about two miles away). It was always my brother, his friend, and me.
We would get to the library when it opened at 9.30am. The librarian would read to me,
and my brother and his friend would also read to me. | was lucky enough for this to be
my routine every Saturday morning (unless we went to visit relatives) and although | do
not remember learning to read, | do remember working my way around the library,
reading everything | could lay my hands on. We would stay there for what felt like hours,
but was probably just one or two. | loved it and the stories and being lost in a different
world. Those books gave me a world that was both alien and beautiful, but so very far
removed from my reality. | went to that library until | was about 13 and then my brother
no | onger wanted to go and so |I was not allo

iii. Honest Miss...| Do Have 34 Brothers and 15 Sisters.

AWhil st in infant school we were asked at
had. | put my hand up and said | had 34 brothers and 15 sisters. | can remember the
teacher telling me not to be so silly. Of course | did not have that many. | remember
feeling very upset that she thought | was lying and also very confused because she did
not believe me. My cousin and | discussed it on the way home. We were still none the
wi ser and it was not wuntil I came across the
what the problem was. As Panjabi Sikhs we did not have access to the word cousin
because we only use the word brother or sist

iv. All Indians Are Good At Maths.

AAt Junior School Il really enjoyed mat hs
duetothemat hemati cal o6drillingd we had to d6dendu
hands of my eldest brother, and then my father. We would have to line up- the four of us:
my brother, me, my sister, and my younger brother, and recite whichever multiplication
table we were working on. We would have to do division and long division at the
weekend. Hence at school, maths was a doddle. My friend Kuldip and | used to try to be
the first ones to finish the problemsyfrom t
tidying up Mr Frankdéds stock cupboard. When |
di fferent maths system. One | had no prior a
of value to me and no-one was able to support my learning at home. This meant that |
was experiencing failure in this subject for the first time; | had real struggles with some
aspects of the mathematics curriculum. When | said to the teacher that | did not
under st and, he shouted at me acr oss oturee roorm
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I ndian; you should be good at maths. 6 | felt
first times | felt that not only had | let myself down but also my fellow Indians. Maybe |

wasnobét a real I ndi an. I no | on gedthaalsvasead f or
failure and letting my whole family (and heritage) down. To this day, | am apologetic
about my fluency in maths. o

v. Sue'sthe Na me , Fittiam I nds the G
il used to walk to Junior School with my
and often on the road that the school was on, we would see a little old lady in her front
garden. We would say hello to her and after a while we started stopping and talking to
her. She was lovely and asked our names. She couldn't say my name or my cousin
name. So she said ol know, | wi | | cal l you S
became second nature to respond to the name Sue. She introduced me to her family as
Sue and very soon after that when | met any new white people, | also called myself Sue.
This pattern continued into secondary school where teachers would often say
Sukhbinder...I canét possibly remember/ say t
much easier to say Sue than the pet name Ghuddi that my family used, because then |
would have to explain why | had two very different names. | wanted to fit in; | wanted to
be the same as the majority of the people | was in contact with at that secondary school.
At first it was out of a desire to please, but then it came to be out of frustration at people
making fun of my full name. Sue became Su, as | convinced myself that Sue without the
E was closer to my given name of Sukhbdntier.
some white people continued until | was 22. The younger me had hated feeling different,
but the 22 year old with a broken (traditional) marriage behind her, and living in halls with
a mixture of cultural backgrounds didn't car

Vi, Self-Worth:

fDuring our childhood my brother (who is two years older) was always seen as
the bright one out of us both. Either our parents or our oldest brother always verbalised
that he was the clever one and | was a follower. He was, and is, quite a character, very
articulate and able to weave the most incredible tales. | adored him and simply accepted
him as my intellectual superior. | followed him to secondary school and he told me about
how the c¢classes were banded by abind tfyi:n alDéy
for the SEN. He told me | would be in one of
and he was cleverer than me. He met me at break and was obviously pleased to have
me at the school. He asked which class | had been put into and | said 1N1. He said that
after the 6 week exams | would be moved to t
was moved after 6 weeks but to the 6DO6 band
family, including me. | spent my entire secondary school career feeling like a fraud and
thinking that they would move me down. My brother was brighter than me, we all knew
that, so why was | in a higher banding?bo9

Vii. Lifelong Learning, Learning for Life.

i Do i egels Was the first time | realised | enjoyed learning. While my peers
complained about the books we had to read for English, | loved that | could legitimately
read novels. At that point | still believed education was text books and novels were
leisure. To be able to combine both was a really useful learning experience for me. It was
an awakening that highlighted that | enjoyed being taught and, more importantly, that |
enjoyed learning. Going to university further emphasised that. | began to read things that
interested me, that were by people who had a heritage similar to mine. | no longer was
operating simply in a white domain. | started reading black authors, and feminist literature
and for the first time | felt a sense of identity and liking for who | was and not who others
wanted me to be. o
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g. Summary of Narratives and Signposting to the Chapters

Reflecting on the memories and then critically dismantling them has been a useful
process because it has allowed me to see themes emerge from the strands of different
memories. Each of these themes, alongside thosefrom t he womendwasnarrr at |
used to develop focus for the chapters; however, they are briefly considered here, in
relation to my memories. The themes apart from izzat include identity, belonging, power
politics, role models, racism, memory, subjectivity, the transformation process, and
resilience. A number of the memories are contradictory and sometimes conflicting. What
| mean is that recounting these memories has made me concede that my value system is
flexible. The four memories that keenly demo
of f,ibcedrary visitso,mahshl la nldn dbisat nusd ya rpee Irgi coodds da
was very angry about not being allowed to go to the library on my own. Yet | had
forgotten that until | started pondering on why | stopped going. Thus the flexibility in my
value system is that | was able to let go of my anger in that situation, but was not able to
remove the negativity about the careers interview. The more | dismantled, the clearer it
became: two different lenses were clashing. Firstly, the izzat lens through which my
family world was governed, and secondly, the eurocentric lens which was shaping the
outer world of which education is a part. Family izzat, how | conducted myself, and my
actions reflecting on my family: these were all messages that | was constantly fed, and
they became second nature; | accepted that which | could not change. Therefore, since it
was my father who prevented me from going to the Library, | just blended it out as
another rule. However, the careers officer was an outsider, and so, subconsciously, |
knew that the same izzat rules did not apply.
Stoetzlerand Yuval-Da vi s ( 2 0 0 2 dne af theg aoraerstortes df fendinist theory,
in all its varieties, has been its challenge
(p315) .They further argue that social positioning is key when recounting events and
opinions. We are the sum total of everything we see, hear, feel, experience, and witness:
fthe culmination of a lifed(Abrams, 2010, p33). Therefore, it only stands to reason that
this 6standpoi nt é& oaoonstanthechange.gHopeves, assMeCalh wo u | d
(2005) stresses, fthe intersection of identities takes place through the articulation of a
single dimension of , beace mytaxanbney@woarByitish Idipnl 7 8 1)
middle class, middle aged, cross-cultural, heterosexual academic may place me at the
intersection of all of these categories, but in reality would only reflect a single dimension
of each. Ultimately, how | view myself is not necessarily how others view me, and
therefore,t he 6 o0t her s @ wilhave thgir ownantemalising of the events |
narrate.Bor Il and (2006) emphasizes that iia person
constructing activity on t wo ,theiMeaction bstiveeru | t an
the subject and the event being narrated, and secondly, about the reflection on the
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experience and a mindfulness of the audience. This resonates with the way | chose to
present the memories in chronological order rather than in the order in which they came
to me. The need for order is interesting to consider, as it will most certainly have
influenced the way in which | recount the whole memory, and the scene | am presenting
to the audience.

Hoffman and Hoffman (2008) cite experiments from the 1950s that revealed that

respondents often recall their own version of events as an accurate record, rather than

recount the 6correctodéd version even if that

Neisser (1982) as suggesting that memory is employed to define, confirm and ultimately
retain our version of what we have experienced. These experiences filter through, and
sometimes constitute, the lens through which we see the world. The process of
recollection clarified to me that as a British Indian heritage woman, the lens through
which | view the world is likely to have aspects which are interchangeable and
interwoven with the other women in this thesis. To put it another way, as someone who
sits within the group being studied, there is an inevitable shared paradigm with a number
of the narrators. Positioning is further dismantled in chapter 3.

Names are important to our sense of self. As a woman, | have no ownership over my
surname, as it is a patriarchal, loaded entity, with ownership coming from either my
father or husband. However, my first name, despite being given to me, is the only
identifier | have that belongs to me solely. Hence, viewing the memory about my name
through a non-ethnocentric lens, it is apparent that there is a form of cultural racism

that assigns value basedona A domi nant whit e b 2009spd3)that s e 0
still beats in the heart of our establishments. This was true when | was going through
the education system and is still true today. Garner (2010) highlights that racism is no
longer a single-tiered event, but that sophisticated nuances have evolved. Basit,
McNamara, Roberts, Carrington, Maguire, and Woodrow (2007) argue that there are
many facets to racism and the way in which it presents, and these can range from
blatant to masked, indirect to direct, unintentional to intentional, and personalised to
institutional. Moreover, they note an array of ways in which it is carried out, from verbal
to physical abuse, to preventing, to deliberately sabotaging progression, and by not
intervening but simply overlooking when input was needed. Chapter 2 contextualises
core concepts around key dimensions of intersectionality that frame izzat, namely
socio-economic factors such as class and also race (racism). Observations are noted
that are central to understanding the lived experiences of the women, and equally
pertinent for the rationale of choosing education as the vehicle for change.

As a young, Indian-heritage woman, | knew, and was frustrated by, the gendered

differences in expectations with regards to what | could and could not do. What the

(W

memor y-woseh®d® highl i ghtlgthesediffgramced fedlntm my identtye g r a |
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as a learner and the ceilings | placed upon myself, as a result of internalising these
confines.Contradictorily, my mot her s bel,aef t hat
|l ong as | had O6hi mat 6, destenwm,rasdt momedver,shetola e powe
adults play in shaping outcomes for young people, and the importance of resilience.

Doherty and Hughes (2009) state thatt he t e-emt ésebf i s about eval
comparison of ourselves in relation to others. Siraj-Blatchford (1994) notes that for a child

to develop positive self-esteem, they need to feel accepted, and seen as being worthy of
investment. Self-esteem is needed if resilience, or the ability to cope with change without

breaking (Webb, 2013), is going to be developed. This is crucial because resilience plays
apivotalrol e in an individualds ability to be an
coping with change and adversity.

Thus, within chapter 4, | return to the intersecting layers of identity, equality and

belonging, contextualising not only how these are constructed, but also how they are

navigated by the women in the study. Moreover, issues of control and the power to

encourage conformity, explicitly in relation to izzat and gender disparity, are examined,

asarethe physi cal mar kers of religiGentraltoahad 6 c ul
construct of identity is also the concept of belonging. This has been at the forefront of

current debate around academic achievement (Mountford-Zimdars et al., 2015; Neave,

2015). | changed my name in order to become part of the dominant discourse. | did not

truly have a sense of belonging within education until | went to university and was given
permission to view material that did not overtly @thnicisedbme. Mirza (2009, p5) uses

this term 6ethnicisedd as a signifier of pow
made the O6otherd through | angud&gtbernorenstruct e
Watson (2000) draws attention to the fact that British schools tend to have a strong
ethnocentric bias which is culturally white ar
reflected both consciously and unconsciously in styles of teaching, teaching

material sé and | abelling children on basis o
Kegan (1994) states that change can only take place once new knowledge and skills

are accepted. In addition to this, there must be a desire on the part of the individual to

change Athe whole way they understand t hemse
bet ween t he.HweegK p27®9 t heory presupposes s
intentionality, and my argument would be that transformations occur both intentionally

and unintentionally. My first catalyst was the library. If | had not accessed those books,

I am not sure my desire to learn would have been kindled. This experience started my

change process. However, as well as being positive, it was also negative, because it

widened the gulf between me and my extended family. Ultimately, it also changed my

social class. The role of class in this discussion is worthy of note, as it is a shifting

-19-



paradigm; | started my educational journey as working class but am now firmly middle

class.

Whilst my father had high regard for education, there were always parameters, as the

library visits memory demonstrates. This is in keeping with a number of the other

n ar r aparents,sadd fathers in particular. Education was seen as a positive because

it was seen as building izzat becausethef ami | i es were seen as beir
baradari, but also through the eurocentric lens, because they have allowed their

daughters to have an education. However, the journey had to be undertaken within

differing boundaries, all of which had izzat laced through them. Within chapter 5, |

deconstruct the layers of influence that izzat exudes at the intersection with

intergenerational family and education, and particularly how parental knowledge

impacts on accessing education. As an educator within the primary system, | learnt the

language of mathematics, but could see how different it was to the way my father

taught. Thus;iwas my f ather s mat hematical ?0Ondawl edge
reject it because | was in a predominantly white school and the way in which | was

being taught was different to how my father presented numerical knowledge? | was

operating in a different sphere to my parents, and the system devalued what they had

to offer. Robinson and Jones Diaz (2006) state that what is reflected in the classroom,
andthuswhati s taught in the curriculum agmd i s 1 e
Aibound up with struggles and history of <cl as
religious rel at i pothepadverfelatois@re stackdd in favoua df thd y

dominant and privileged sections of society, which when | was going through the

school system certainly was not people from my class or cultural heritage.

Abrams (2010, p35) proposes that the idea of
Western conc e pstagoung pdisowfron & non- western heritage, | must

have had a concept of self, orthecareerb s i nt ervi ew and the maths
would not have impacted or been the important, self-defining moments for me that they

were. The recollection pattern of my memaries suggests these were the most pivotal

moments in understanding how | was seen by those in positions of power, and how my

abilities were benchmarked, because of my heritage. This essentialistic ideal, of

reducing a person to a set of believed characteristics or truths, is neither helpful nor

conducive to creating whole notions of self. The careers officer did not see the

Sukhbinder who was well liked, who had plenty of friends, and lived quite a distance

away from the school, but a Sukhbinder who w
supposedly already had a future mapped out. She was viewing me through a

eurocentric lens and giving me a narrative. This prescribed narrative is not unique to

me and my experience of the educational system; it has been highlighted in numerous

studies which have documented how teachers may hold lower expectations for South
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Asian girls, who are seen as (Basitpl®97 Shaie,d vi ct
2003). Chapter 7 unpacks how the izzat and eurocentric lenses shape educational

experiences.

Finally chapter 8 concludes with a discussion of issues raised, and a summary of the

main findings of this research. Recommendations for both the educational

establishment and education professionals are made. | finish this thesis with

suggestions for further research that would enable a wider evidence base to be built, in

order to change ineffective practice regarding outcomes for this group of women who

so often are denied an individual voice.
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2 Chapter Two: Contextualising and Core Concepts

This chapter is not a traditional literature review, but rather aims to provide important
socio-historical context for my research, as well as introduce the four key concepts
which, alongside izzat and intersectionality, | have used to interpret my data. | give a
rational e f or myNext lopresest d brief distancalGBopsiHto frame
the complexity of the diasporic relationship between BIP heritages and Britain.
Additionally, there is a theorising of socio-economic contexts and racism as two key
elements that intersect with the izzat lens. Finally, | critically scrutinize the role of four
key concepts that emerged as significant for interpreting my data, and which frame
experiences and shape the educational outcomes for these particular women,

specifically agency, access, attitudes, and knowledge.

a. My Term &81P6

Mirza (2009) draws attention to the way in which generically blanket terms such as

O0bl ackd or OAsian6é are often used to describ
population who are different in multiple ways, such as age, socio-economic

background, class/caste status, sexuality, disability, religion or culture. Equally, as Kim

(2014) emphasises,it he noti on of a cohesive, British
the deep national, regional, religious and class divisions that must be acknowledged

within Asian di as por nlyarethe dommunites differénp) tey are . Not
also divided and often at odds with each other. This common labelling and

homogenising of experience is particularly pertinent to educational institutions,

especially when educational statistics and data are being scrutinized. Young people

who may be born and bred in Britain are given a label that not only groups their

experiences as a collective but also denotes them as outsiders within Britain. Although

| had issue with this labelling of widely differing experiences under one banner, that of

a generic homogenised group cal | @gndordértobe ans o,
true to the voices and experiences of the womeninthisstudy, t he ori gi nal ¢t
women: aspiration and ghtclecided thantbertdarndAsiana s r et ho
would not be used unless it was a direct quo
opinions. My term 6BIP6 (for Bangl adeshi, I n

refer to the women when discussing collective issues or experiences. However, when

addressing specific individual heritage issues (for example Bangladeshi, Indian or

Pakistani), the particular term will be used. | acknowledge that the term BIP could also

be deemed to be homogenising and eurocentric rather than being reflective of the

discrete identities of the communities.Equal 'y | am mi ndful of Wem
that there are differences within the heritages themselves. However, this term is simply

being used to fill a void for a collective label for collective issues. Equally voices will be
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presented as individual if there are no commonalities with anyone else. If one of the
narrators within this thesis uses a collective indicator such as Asian, or if another

source uses a specific term, then to be true to the voice that is how it will be presented.

b. History: BIPs and Britain

An awareness of the diasporic history of BIP heritage women is central to this thesis,
because despite moving halfway across the globe, there is still some sense of a
cultural identity. This shared cultural identity is partially why the term BIP is useful to
use when discussing collective issues. Equally this impacts on the stories they impart
about themselves, the stories told about them, and the stories within which they
operate. Equally, within these stories, izzat continues to play a part and, post-migration,
enables a system of maintained cultural boundaries. For a number of the women, the
journey from the country of origin is not one they have made themselves, because they
are not first generation immigrants. Nevertheless, izzat still impacts on their lives
because of the complex ways in which BIP extended family units function, something
further explored in chapter 5. Hence it is useful to know where the journeys may have
started for some of these women, or their families, and also the sorts of reasons for the
movement.

Diasporic communities tend to occur for an assortment of reasons and this also applies
to BIP migration to Britain, which is not a recent phenomenon. Visram (1986) states
that the Indian subcontinent was a wealth of spices, textiles and luxury goods that
Europeans coveted and traded in for over 10,000 years. She further clarifies that
although small in number, there were established Asian communities in Britain long
before the Second World War. These communities were made up of either the upper
classes, or sailors (lascars), or indeed those who were brought to Britain as slaves or
servants, Ayahs (the Asian nanny) being a prime example. Hoque (2015) highlights
that even as far back as Tudor and Stuart times, there is proof of Muslims in Britain.
The colonial relationship between the Indian subcontinent and the UK, starting with the
East I ndia Company in the 1600s and ending w
million Indians served in the Indian Army during World War Il and 24,000 died in the
war o (Peach, 2006, pl135). | t malearsgrationaf we v er |,
the 1950, and 1960s because of the (post)colonial relationship between these
countries, and as a direct response to the labour shortage in Britain after the Second
World War, that vast waves of movement happened. As Brah (1996) stresses, fif once
the colonies had been a source of cheap raw materials, now they became a source of
cheap | abouro (p21). The shortages in the | a
were unskilled and involved unsociable hours and poor wages, primarily jobs that white
workers refused to do (Brah 1996).
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The 1948 Nationality Act gave all British Empire subjects (both former and current) the

right to live and work in Britain, but 14 years later, under the 1962 Commonwealth

Immigrants Act, the numbers of migrants began to be capped. The 1971 Immigration

Act effectively revoked previous immigration legislation and established a rhetoric that

was stronger in control mechanisms. This directly impacted on BIP women, because as

the men became more settled, they had begun to send for their families, with Indian

and Pakistani families reuniting in the 1960s and early 1970s, and then later in the

1970s and 1980s for Bangladeshi families. Thus, larger communities started being

formed,wi t h families from édback homed settling
(2006, p136) highlights that much of the South Asian migration to Britain was from a

small number of locations and furthermore, that these settlement patterns were

recreated with multiple family groups, or baradaris, living together. Equally of note,

Brah (1999) argues that a sense of identity and community was forged through

observing traditions, festivals and practices from their homelands. Whilst the gaze of

the baradari and the hold of izzat was a predominantly restrictive element within the

lives of many of the women, there was equally, certainly historically for some of the

older women, an element of learning from each other. As everyone in the community

was new to the British system and ways of doing things, there was an element of

comradery in sharing knowledge, because they were all outsiders together.

With stricter immigration controls came more stringent enforcement, where women
waiting to join hwed@nids owrder 0t atprove | egi
Parmar (1982) argues that this policy, alongside that of examinations of women

wanting to join their fianc®esd in Britain,
violence. Furthermore, shestresses t hat the tests were fAracis:
based on a stereotype that <claimed that #AAsi
al ways virginso (p245). Thinmoretkasondway.ifi ment al
found not to be a virgin, it would impact on her izzat and that of the family, perhaps

even lead to her marriage breaking down. Arguably, however, the largest impact of this

legislation was that of othering these women: BIP heritage women being viewed

through a particular lens whether or not they wanted to be. This idea of a

predetermined story,or G0 pr ensaa rriakt @ d/ 8séd,in more degth i chapter 7.

To many first generation BIPs their o6visité
ashort-t er m acti on. They would earn money and ¢
many of these immigrants put up with discrimination and suffering because they saw

them as temporary (Bhachu, 1991). As Stock (2010, p24) posits, at the very heart of

this journey there is the image of &édhomebd re

romanticised ideal because these women only remember things in terms of what
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Rushdie (1983) refers to as a fAfragmentary b
from a mosaic of memories that have more than a hint of nostalgia. These pieces of
the mosaic come together in a system of signs, and a system that has no real
significance to second and subsequent generations in Britain. The home that the first
generation nostalgically recall is not the place it was when they left; however, it is
enshrined in a time vacuum and is forever an imaginary ideal that all have to live up to.
The first generation remember the India, Pakistan, or Bangladesh of their youth, and
some refuse to accept that things 6back home
tensions are played out because syforigingkepeopl e
the rest of the world, have been impacted by globalisation and technology. However,
first generational nostalgia and value syste
primary film industry), which perpetuates ideals of womanhood and social hierarchical
order. Meera Syal, an India heritage British actress, recalling how she spent a large
proportion of her |ife trying to be 6a good
western habits involving drinking, smoking or having affairs, highlights the fiction of this
nostalgic vision:

AThen you visit India (Delhi or Bombay) an

still they consider themselves 100 per cent Indian because they live there. They know
who they areo. (Mackenzi e, 1996, p 7

This difference between first and subsequent generations is not just about memories of

home, but also the very notion of what, or w
further explored in chapter 5.

Stock (2010, p24) discusses diasporic experiences in terms of first generational

memories of migrating to a 6énew homed and th
generations for whom there never has been any other home. The Swann report (1985)

began the dialogue of the appropriateness of referring to minority ethnic people as

immigrants, since significant numbers were born and brought up within Britain. The

report stressed that Athey belong here; they
|l ife of their countryo ( ps@bpequentgeneraBoBswithinar s s
communities that are visibly different are still viewed, by some, through a racist lens

and allocated an identity of being foreign, based on skin colour rather than place of

birth; a brown-skinned person cannot be English. Holding a British passport does not

give them the right to 6belongdé to Britain.
people of BIP heritage are often viewed and othered. Wade (2014) suggests that this

ideology was constructed by dominant European nations at the time of colonialism.

Furthermore, that order was
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Afconceptually organized in accordance wit
civilized (and Christian) and who was savage (and pagan or infidel), notions that later
developed into theories about human evolution, in which European societies figured as
superior.o (p591)
This theme, of othering and lack of belonging based on colour, emerged not only from
the voices of the BIP heritage women in this thesis; it is also something that has been
discussed widely in the literature (Weiner, 1985; Wemyss, 2009; Modood, 2010; Race,
2015). However, more limited within the literature is the notion that worth based on
colour evolved not only because of a system created and given credence by both
people and institutions, such as those involving education, but also, and just as
importantly, by belief sets held, in a subconscious way, by BIP heritage communities
themselves. Whilst migration has enabled the emergence of amalgamated cultures,
there is a great social and political division which has bred mistrust, lack of equity of
opportunity, and socio-cultural panic, particularly centred on religion and gender
(Keddie, 2011). This polarisation of communities has steadily divided individuals, and
alongside this, thereistheemer gence of perceived 6goodd anic

which is drawn primarily on religious and integratory lines.

c. Socio-Economic Intersections

There are multiple facets to the way in which class intersects with other factors to

impact on the educational journeys of this group of women. This is particularly

evidenced through socio-economic impact, specifically, poverty. Poverty is discussed

theoretically here, and its impact is demonstrated throughout the thesis. The

knowledge acquired as part of being/or gaining middle class status which then informs

the izzat lens towards education, is discussed fully within chapter 7. Arguably, in the

21 century in a multicultural UK, cultural mediation, or understanding their own place

within different communities, will play a part in the lives of many minority ethnic people.

These people have roots in other countries,
cultural mediation is not within a silo but is itself impacted by a number of economic

and social issues such as housing, employment and poverty. Harrison and Phillips

(2010) suggest that historically, i mi nor ity et hni ¢ househol ds of
dwellingsor areaso (p20) because of little choice
would generally move into areas with others of a similar heritage and also areas that

had been fiabandoned by white households movi
picture of deprivation continues for a large number of Bangladeshi and Pakistani

heritage families, there is a pronounced difference for Indian heritage households, in

that some are moving into high status neighbourhoods and traditionally non-Asian

Awhite a8).easo (p
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Hence data such as that from the Equality and Human Rights Commission (EHRC)
(2016), which highlights disparity in outcomes for families primarily dependent on their
heritage, needs to be critically examined, in order to shed light on the extent to which
there is a causal relationship between women with a BIP heritage and the level of
success of their educational journey. This is particularly pertinent to those from a
Pakistani or Bangladeshi heritage who are working class. The same data is particularly
stark in relation to comparisons between BIP heritage people and those who are white.
When examining those who were more likely to be living in poverty, the EHRC (2016)
suggest figures of 35.7% of minority ethnic people, compared to 17.2% of white people.
The figures are further broken down into 24.6% for Indian heritage and 43.9% for
Pakistani/Bangladeshi heritage. However, when looking specifically at children living in

poverty, Bangladeshi and Pakistani heritage households had particularly high rates
(41.9%) compared with white households (24.5%). The data is also extremely

troublesome when considering families living in overcrowded accommodation in
England (for example 30.9% of Pakistani/ Bangladeshi heritage and 21.1% of Indian
heritage, compared to 8.3% of white). Poverty and living in overcrowded conditions
were not the only discrepancies highlighted by EHRC (2016) data. Between 2011 and
2014, the percentage of BIP heritage workers in low-paid jobs increased by 12.7%, in
comparison to only an increase of 1.8% for white workers. Furthermore, unemployment
rates for Pakistani/Bangladeshi heritage were 17.3%, and for Indian heritage were
9.2%, in comparison to 6.3% for white people. Moreover analysis of this data indicates
that working class Muslim women had the worst employment outcomes.

However, this data requires closer critique. Firstly, an examination centred on why the
Bangladeshi and Pakistani heritages are clumped together. Secondly, when
considering employment outcomes, individuals themselves need to be taken into
account. Whilst the data posits that Muslim women have poorer employment
outcomes, to truly understand the complexity of this situation, credence must be paid to
izzat and the role this plays concerning what BIP heritage women, particularly within
the realms of employment, are Oal |l odeepetd t o d
and more informed consideration will be undertaken within chapter 6.

Whitebread and Bingham (2012) confirm that poverty affects a significant number of all
children in the UK, and the Child Poverty Action Group (2017) places the figure at four
mill i on. This in turn iIimpacts on what is refer
(Mashburn & Pianta, 2010). Education has been seen by many governments as a vital
tool to reduce disadvantage and to tackle unequal social access. Furthermore, as
Leach (2011) informs, the best way to help parents into paid work, and also to tackle
poverty and disadvantage, is to provide good early childcare. However, Moss (2013)

firmly claims that education is not a magic key, and that change can only take place if
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governments firstly tackle entrenched disparities within society that cause problems of
access. Tothisend,i nt erventions such as the iIintr
Centres in 1997 fAserving the 30% most d
2010) were put in place. However, it should be noted that they were cut by subsequent
governments. Despite this, the reality is that those most in need, such as families
experiencing worklessness, and some BIP heritage communities, are not fully
accessing the support; this is true even after the tightening of the remit to target
support by the then coalition government in 2011 (Lord, Southcott, & Sharp, 2011).
This lack of access to this type of intervention comes as a result of many factors, which
include lack of knowledge regarding what is available and, equally, how to access it,
but my data suggests there is also some reticence about putting children into school
too early.

Abbas (2007) stresses that ethnic minorities from poorer inner-city areas are

Apotentially less likely to be seen as
equalnote,t he geographical area itself is at
parents choose to remove their children

of ethnic minorities. This, he argues, results in the marginalisation and disadvantage of
many Bangladeshi and Pakistani heritage parents, culminating in lower levels of
cultural capital. Ultimately, this impacts on not only the development of agency, but
also the expression of it. Caul (2015) states that the highest infant mortality rates in the
UK are amongst those who are of Pakistani heritage. This is followed closely by
Bangladeshi heritage babies. She suggests a link with multiple disadvantage, including
living in an area of high deprivation. This cycle of deprivation, which is reinforced by
figures from the Cabinet Office (2017) that show that about 3 in every 10 Pakistani or
Bangladeshi heritage people live in the 10% most deprived neighbourhoods, means
that it is very hard for families to escape the impact of poverty on their ability to access
and indeed breach the class divide.
Analysis by the Joseph Rowntree Foundation (2016) suggests that children from
poorer families living in poorer areas start to fall academically behind their peers before
the age of five. This is reinforced by data from Cabinet Office (2017) that highlights that
children of Pakistani heritage in particular lag behind other children when they come to
school. The Early Years Foundation Stage Profile, an assessment completed by the
end of the first year of school, suggests that in percentage terms, 59% of Pakistani
heritage, 62% of Bangladeshi heritage, and 73% of Indian heritage children, compared
to 70% of White British children, meet the expected standards in development.
Furthermore, data, again from the Department for Education (DFE) (2016), highlights
the difference in achievement of A* -C in GCSE results for Maths and English. The
figures again indicate that Pakistani heritage children are falling behind with only 58%
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achieving this. The data is more positive for Bangladeshi heritage children who have
67%, which is above the figures for White British children at 63%. The figures for Indian
heritage for this same metric are significantly better, at 77%. Berry and Loke (2011)
highlight that Bangladeshi and Pakistani applicants to HE, in comparison to both other
minority ethnic groups and white entrants, tend to come from low-participation areas. A
link between low participation and poorer neighbourhoods maybe pertinent when
accounting for the fact that approximately 25% of Bangladeshi, and 18% of Pakistani
household income came from benefits and tax credits (Cabinet Office, 2017). Basit
(2012) stresses that university fees alongside other costs mean that any aspiration for
gaining social mobility is decreased for working class, minority ethnic youths. Whilst
some of this discrepancy in achievement can be explained by issues of poverty, an
intersectional approach regarding multiple disadvantages that then cumulate in lack of

access needs to be adopted to fully comprehend the true picture.

d. Racism
1985 saw the Swann committee publish its report Education for All, which highlighted
that major changes needed to be made within the education system. The report
stressed that the issue was not about how to educate ethnic minority children, but how
to educate every child about living in a society that was both multiracial and
multicultural. It further stressed that racism, in all of its guises, should be challenged.
That was over thirty years ago, and yet the debate, and issue, continues. Thus |
explore racism, as a construct that both directly and indirectly impacts the lives of the
women in this study, from the way they are presented, to their experiences in an
educational system that is built on the premise of white privilege and executed by a
predominantly white workforce. There are different expressions of racism, and this
feeds into a wider discussion, undertaken within chapter 4, about ideals of nationalism
and identity. The notion that racism can create difference and hierarchies, and thus
impact on life chances, constitutes this subsection of this chapter.
Wade (2014, p589) states that the,amewhati ng
is meant by it now is not what it denoted 50, 100, or 500 years ago. He further stresses
that the notion of r a tstericdl mdmant vihen Etrapeaesme r g e
encounter and colonize other ge®&gmaaandi c al
Paradies (2010) stress that racism is a #dc
Basitetal. (2007) argue that @i tmalce jalobsy, frestratoo,n s e g
ignorance and | ack of knowlBonllg-8ilva (1997) mer el y
depicts racism as: fAa social systemhichwhi ch
involves some form of hi erirequality i bfechgmee 9) t h
Dovidio, Gaertner, and Kawakami (2010) note three core components to racism: a

social acceptance that people can be compartmentalised through perceived racial
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features; that those features enable placement on human race hierarchies; and that

racism beyond simple prejudices translates into social power structures that create

advantage, but at the expense of another groupt hr ough cul turally acce
nor ms, policies, and |l aws. 0 (p31l2) ppresser man a
has al ways been Aintrinsicallyol(mXhiegl) to the
further explain that as well as hindering minority ethnic groups, racism equally enables

groups such as whites to amass privilege and advantages that have not been earned.

I.  Impact of Racism on the Lives of the Women

Poteat & Spanierman (2012 p759) postulate that modern racism has evolved from

strong and blatant expressions into a more subtle form of prejudice. They go onto

argue that fAmodern racism attitudes assert t
cont emp or a rThisisaovery commomsentiment and the argument that society

has evolved from t he dodkderettgéd swoadp Modand (200 ci s m |
develops this point, suggesting that racism is a concept that has evolved. He posits

that racism has passed through phases and givest he exampl e -@dismbfhe A c C
the 1950s0 mofipbi-hgciasmoi n hteh ghisfoendddracsmicp 3 7)) .
a more emblematic one, whereby a whole faction of society is given a set of traits and
characteristics that are deemed to be undesirable, and so those fitting the traits are

othered.

Racism was frequently cited by many of the women whilst narrating their stories. They

voiced that racism had affected their lives in some way or another. It was

disproportionately more the Pakistani heritage and Bangladeshi heritage women who

cited racism when talking about white people. Their experiences were varied, as were

their perceptions of those experiences. Sadia, for example, did not even use the word

racism, but referredtoitaséd s ni d e c o frhisdink was thade in her subsequent

comments. Leonardo and Grubb (2014) argue that the school curriculum does not

simply reflect race creation, but is a concrete part of creating race. They suggest that

this is because race-making is abo u t Al ear ned ,sviwchinfain meassl at i ons
that fAas a Asqgraa¢ icHnshttriumai ehy not about p
genetic make-up, but how physical markers,f or exampl e the co) our o
are used to decoute Msmamet\Wwo mtgh abi ntelligence
Jones (1999) cites interviews with trainee teachers within the UK in which they suggest

a lack of racism because they did not notice colour. Thi s 6 col our ,Bdnesnddé a|
argues, is in itself a form of racism, because there is a lack of acknowledgement of the
childdéds cultural heritage. Jones®é point is v
society, it is simplistic to assume that there is any uniformity in the beliefs and practices

of different cultures simply because they share a skin tone. However, it is also
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problematic because colour blind racism also presumes this uniformity for people with
different skin tones. Furthermore, Knowles and Ridley (2005, p1) highlight that racism
is seen in mainly white communities as something that means people are treated
differently because of the colour of their skin. They argue that other forms of racism
such as fsimplistic or patronisingatt i t ud e s 0 damagingaq Thayl furtlyer i
highlight t hat approdcloareequslly damaging, assheygpieveri
children from acknowledging and expressing all aspects of their heritage. Thus there is
a fine line to trend between homogenising groups and understanding the nuanced
experiences and impact of racismonpeopl eés | ives. This homoge.]
key issues in the lives of the women in this thesis.

Within the educational system, there is often more preoccupation with the labelling of
an incident than with its intent and fallout. Yet a racist incident can lead an individual to
feel marginalised or excluded, and these feelings are compounded when it is
experienced in childhood. Pearce (2014, p388) cites the BBC (2012) as stating that
numbers of logged racist incidents in schools increased between 2007 and 2010, some
areas reporting an increase of 40%. Pearce (2014, p389) further highlights that some
popular media perpetuates an ill-informed discourse which tends to lack understanding
about the purpose of logging incidents, and they only label extreme and violent acts as

raci sm, A uaérdtaading it ds]a subtle and pervasive feature of our social

st r u c tTwynaandHatcher (1992) suggest that racist name-calling amongst

children can be broken down into two el ement
nonstrategico whereby racist name calling is
Aregrettedod al modt ismmatdegtel awnd col do where

part of their repertoire ofinte r act i onal st Amekaepglé oérow ins{dipus 1 6 ) .

this type of racism can be is demonstrated by Jeevan:

| used to get called like Paki and you know just like, like little comments
that would make me feel really bad. It was just like students in the same year as
me. But like, our school as teachers didn't really do much about it. | think they
used, they used to like sit you down and talk to you, but | think it just caused it to
go a little bit more as well. They used to keep doing it constantly so...

For Jeevan there was a sense that the teachers made the situation worse rather than
better, because rather than addressing the situation holistically, with everyone involved,
they singled out Jeevan to be spoken to. Equally for Rodela, racism became a part of

her dalily life:

There were only about five Asians in my school. It was just the thing to be

racist and after a while you just cope with it. It doe s n 6 t  ow aftercarwhile.

Rodel a bl ames the racism on the fact t hat t h

school. She accepted the racism as a part of life because of the lack of numbers of
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others who looked like her. Thus, by gustécoping with it, she almost accepts

responsibility for it happening. Taani states a similar sentiment:

Obviously you tend to get the odd few racist comments but | tend to
ignore them. I woul dndét take it to heart.

Taani 6s wanchaant oatheesurface, that is, the idea of something said in a

probably hurtful manner not actually being hurtful. However, perhaps what she means

is that she has become fairly desensitized to it, so she is able to distance herself from

the words themselves. This distancing of self from the full intent of the words is not

uncommon. This can apply equally to perpetrators; for example, | have had students

admit to using the term 6paki shop6 without

acknowledging the loaded intention. This is a point that Jaanki discusses:

Just | ittle kids, yeah they dono6t even ki
life and for themtot urn around and say these things |
of fends me yeah cos. first of all Il 6m not on
say it |ike that. I't just makes you want tur
a violent perldladies walkimg alang in front of me and one turns to
the other one and says don6t go in there, th
it Theyor e s (gpodthings]drom the old@eopla

For Jaanki, the words are problematic, and she has not become desensitized to them.

She is upset on a number of levels. Firstly,t hat she is denoted as be
she has a non-Pakistani heritage. Secondly, for her, the shock factor is that

intergenerational angle; older people should be both wiser themselves and sources of

wisdom, something particularly pertinent to the structure of izzat which suggests

respect for elders, but also that, in turn, elders teach wisdom.

Noor suggests that level of education also makes a difference to whether people are

prone to racism. She voices:

I'm very lucky that they've never had that [racism] problem. But again |
think because of the people that they've mixed with, educated people, who are
not ignorant who... so they've never been put in that position where they've had
to experience abuse or racism or... So um, so I've been quite lucky in that way
but it's all down to education again.

Noor associates racism with a lack of education, and specifically in this case a classist
lens. This is highlighted through her suggestion that one of the reasons for putting both
of her children through private school was to prevent contact with those who are

~

6ignorant 6. Noorfsays:t her mor e

firhankfully, she doesn't look Asian, my daughter doesn't look Asian
because she's so fair, and she has very light coloured hair, so she doesn't look
Asi an, so | '"ve never really had that probl em

Noor 6 s c ocaisenaenuntber of points. Firstly, that she herself has experienced
racism. Secondly, in an effort to ensure that her children do not experience what she
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did, she utilises the knowledge she has. Inhereyes,i t i s fAi g reducadedt 0 or r
people who perpetuate racism, and they are usually of lower classes. So by putting her

children into establishments that are deemed to be for the children of either wealthy or
better-educated individuals, she is minimizing risk. Finally, Noor evokes O&6unwit
raci smé (Archer & ,bysaggestingthat b2dduddher daughtesie | f

fair and does,thereit s| soike HAisn @ nO,dhe bssumptionh a n k f u |
being that being fair, and thus closer to wh
so avoid any issues. The importance oft he s hade oahditeimgad ensafk i n

and ot her s $isgsementonped by Asha, who says:

firhe other thing that we (sisters) used to, sort of, say to ourselves or

amongst ourselves was, | ike, 060h, OK, weobre
because God made us just the r iegplagarecsort our . 6
of, overdone, in a wayéand white people are

Whilst this is on some level a more positive representation because instead of

presenting herself, and others like her, as deficient she is arguing that everyone else is,

it is still a hierarchy based on skin tone. As an inverse of this, racism for some of the

Indian heritage women centred on the idea of being seen to be a different colour on the
6insided by your own O6baradari 6. This concep

e. The Four Pillars

This section of the chapter considers four pillars that intersect and influence the
educational trajectories of marriage and employment for the women within this thesis.
These four pillars are themselves culturally and socially constructed. Each pillar is in
itself a mixture of non-isolatable factors which influence and inform others so that there
is an intricate interwoven intersecting tapestry, which in turn adds another layer of
complexity when trying to decipher the exact extent of influence of individual pillars.
Therefore, | consider each of the pillars in turn, exploring what they represent, whilst
being mindful of the Bronfenbrenner model 6s
applying an izzat lens to the process, | unravel the multiple strands that the women in
this study have to navigate. Equally, there is a consideration of how each of the pillars
relates to the educational trajectories of marriage and employment. The four pillar are
theorised here, and also applied to the discussions in chapters 4 to 7.

. Agency
Biesta and Tedder (2006) state that, within sociology, there is a great deal of
discussion and angst associated with the actual meaningofthe t er ms G6agency?®d
6social st r uct sharedunderstaading of exactlyavbak they fepresent.
However, as an educationalist, | take agency to mean an individualé possession of the
ability to act independently and make choices. Social structure, for the purpose of this
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thesis, comprises those elements thatimpingeon t he i ndividual 6s abi
choices and decisions, such as izzat and the correlating, intersecting factors of family,

gender, class, ethnicity, religion, colour and culture. It is acknowledged thate ver yone 0 s
agency has restrictions, and all choices and actions (even when seemingly

independent and free) take place within a social and cultural context. However,

pertinent to this group of women is that izzat directly correlates with how agency is

permitted and shaped in relation to the men in their lives. Moreover, this is distilled

through a eurocentric lens by western educationists to propagate the image of the
6ethnicisedd passive woman. This in turn i mp
to enable agency development (Biesta & Tedder 2006). The narrators in this research
discussed their levels of autonomy and how much control they felt they had to

determine their educational journey and its outcomes with regards to either marriage or
employment. | suggest that agency was restricted by izzat both overtly and covertly:

overtly through the patriarchal gaze of the baradari, but covertly through the

essentialistic actions of the educational establishment.

Agency is often conceptualised as three strands: individual, proxy, and collective

(Hewson, 2010). Individual agency tends to be seen as located within the person,

proxy agency tends to be on behalf of the individual, and collective agency can be

about people acting together. Interestingly, Hogan (2005) makes the point that agency

for a child is often positioned externally rather than internally, because children are
deemed to be dependent and fApassiveodo (p27).
extended from children to BIP heritage women too. This is because of the structure of

izzat, which could be seen as male agency determining female agency, and which can

result in women being infantilized in society, particularly inside those parts of it where

izzat operates. This is especially pertinent in terms of self-determination, as women are
expected to behave in a certain way by not just the baradari but also by some in the
educational community. Thus the lenses (of izzat and eurocentricism) constructs them

in particular ways and means that they have to navigate representations and

assumptions that are different to how they see themselves. However, agency can be

seen through their ability to act as agents to enable either siblings or their own children

to be able to have more agency earlier than they themselves had. This is in line with

what Anitha and Gill (2011) argue are the heterogeneous ways in which minority ethnic

women challenge confining circumstances.

Jahan (2011) states that despite being tied, both religiously and culturally, to the label

and influence of gender, and to an immigrant identity, BIP heritage, and particularly
Bangladeshi heritage women, should be seen as agents who have endeavoured to

transform oppressive social horms, whilst at the same time conforming to them. She

explains further that:
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AAgency in their narratives is not a si mg
rather about the strategies that women all over the world use to lead their lives in their
own ways. In their view, these women are not victims of Bangladeshi patriarchal
ideology and of Muslim religion, but agents who transform the social norms oppressive
to themo. (p380).

This, Jahan argues, is about women having agency to live tactically within set

parameters, rather than simply contravening them. She draws on the work of Bhabha

(1994) who discusses something called fAmigra
marginalised migrant cultures and colonisers. This is a space where the marginalised

can speak up to the oppressor. However, this is an incomplete explanation that is

misguided because it is based on binaries; it is not simply about one type of
oppression. Thus | argue that whilst this no
to some of the BIP heritage women narrating their stories in this thesis, it is not the

case for all, particularly those who have fewer educational qualifications, or those who

have limited interaction with any community other than the community that their

heritage ascribes them to. Furthermore, a reductionist approach which argues that a

binary exists between migrant and 6col oniser
intersectional approach, | show that the reality is that it is more than simply about being
marginalised by a single dominant structure but by being disadvantaged on multiple

platforms. For some of the women in this thesis, particularly those with limited

educational qualifications, there are very few spaces in contemporary British society

that they are allowed legitimately to occupy. Equally, their voices are not heard by

educationalists and policy makers, and the opportunities for them to create a sense of

autonomy, one that is independent of the family unit, are limited. Brah (1996) suggests

that O6éstructure, culture and agenfcoyrbmaatrieo nlsidn
(p443). By this, Brah is suggesting that culture is not a fixed notion but actually a

process, and it is through this process that both meaning and understanding is drawn.

This explains how BIP women continuously occupy numerous positions from which

they then navigate and ultimately articulate their identity.

What Brah and Jahan have not affirmed is that izzat is not just about male dominance,

but is a whole system of oppression of which male hierarchy is only one element. Izzat

is not only a socio- cultural system but also the lens through which the world and

everything in it is constructed. This system of oppression is built into the gaze of the

community and thus curtails the ability to be able to have a voice on issues that are

meaningful with regards to the development and enhancement of agency. Women are

6all owedd to make c hoia asdhabtewedinedi]libehaiionbup ar a me t
within a box.

Lack of voice, in combination with other factors of oppression may account for official

data which shows that the proportion of adults in England at risk of poor mental health
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was higher amongst Pakistani/Bangladeshi heritage respondents than either Indian
heritage or white respondents. More alarming was that the higher rate for
Pakistani/Bangladeshi heritage people was primarily amongst women, 28.2% of whom
were at risk of poor mental health, compared with 17.4% of white women. The figures
indicated a percentage rise between 2008 and 2012 for Pakistani/Bangladeshi women
by 6.5%, whereas there was a decrease in the figure for Indian heritage women by -
1.7% (EHRC, 2016.) Whilst there are many factors that influence the onset of mental
health issues, arguably lack of agency in combination with other factors such as the
environment within which people live, levels of disposable income, educational levels
and positive relationships within families and communities do impact; however, a lack

of research makes it difficult to draw conclusive evidence either way.

II.  Access
Access forthe purposeof t his thesis is much richer thai
about the multifaceted elements that prevent individuals from gaining the full benefit of
education and educational opportunities. Access to and achievement within education
can be seen on many different levels; however, issues of access are not restricted to
just compulsory schooling, but also to post-16 and higher education. It could be argued
that compulsory education (such as primary and secondary) at the very least should
create automatic access to achievement; however, this is not necessarily the case,
despite research suggesting that starting school at an early age, as in the UK system,
can dramatically decrease the impact of poverty (Sharp, 2002). However, in order for
the effect of education to make a difference to outcomes, education has to be
accessible to all. There is an issue of inclusion and exclusion both in overt and covert
ways and from a number of sources that include the family, the baradari and
educational establishments. Although it has to be acknowledged that class does play a
role within access issues, it is also about perceptions of different heritages, and
particularly those with strong religious affiliations. Ultimately, if there is a sense of being
prevented from achieving, or if indeed the structures within education prevent people
from achieving, then clearly access is an issue.
Platt (2007) argues that a lack of access feeds into the cycle of poor educational
achievement, which in turn means poorer paid jobs, or worklessness and poverty.
Indeed, this lack of access, or to put it another way, exclusion from the mainstream,
results in some being insiders and some being outsiders. Moreover, lack of access is
directly related to a lack of knowledge of how institutions function, and equally it
manifests in a multitude of ways both overt and covert. These range from limited
access to services, through a lack of knowledge of the system, to a lack of access to

additional support. The impact of this includes: racism; limited life opportunities and
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expectations; engagement with the content of the curriculum; degree classifications;
and lack of or limited employment possibilities. Lack of access is experienced by all
three BIP heritages. However, there are differences between the heritages with regards
to the severity of the impact, and this is a direct result of the intersections with class
and religion. This intersection particularly for the Pakistani and Bangladeshi heritage
women who wear a hijab, means that they experience the most overt forms of
exclusion because they are visibly seen as different. However, for the Indian heritage
women, the emphasis is on the sophisticated nuances, or to put it another way, the
covert elements, such as not having access to quality careers or educational

progression routes advice.

Discrepancy of access is also seen in a comparison of numbers of BIP heritage

students in Russell group universities with post-92 ones. Significantly more BME

student s & c h opssed® universityg whickeisiusually in their locality, than an
@litedone (Sims, 2007; Bhopal, 2015). The Elevations Network (2012) suggests that

40% of BME university students go to Russell Group universities, and 60% go to post-

92s. (They do not clarify whether international students were used in the data set.)

Equally notable is the fact that the bulk of the 40% Russell group universities attended

by BME students are based in London based (Miller, 2016). The Russell Group (2015)

lays the blame at the feet of the communities themselves, arguing that the numbers are

s mal | because they have ,asteemanbéref BMESstudentd 6 t o
with higher results at O6A6 | evel are | imited
Al eadi ng o (9 theattainmantgaprcredtetd before university should be

addressed. However, because of the number of intersecting barriers as demonstrated
throughout this thesis, the reality of access for many Bangladeshi or Pakistani heritage

young women is that they will, most likely, only be able to attend their local higher

education establishment. The purpose of higher education is ultimately viewed by

many in the BIP communities as a means to getting a particular job or better marriage
prospects, and so where you go is less important. However, with gaining educational

capital or knowledge, particularly for the Indian heritage women, there is an evolvement

with regards to status linked to which university you attend.

. Attitude
Parental attitude towards education, and belief in the transformative power of it can be
significant for academic success (Fuligni, 1997; Spera, Wentzel, & Matto, 2009).
Carter-Wall and Whitfield (2012) found that parents who lacked the practical knowledge
to support their children, onpactedoothehad finegat
childrenés attitude hispillsasadenpasitt of@aaumbeoai. Thus
-37-



elements. It is not just about how the women expressed ideas about themselves in
relation to agency, autonomy, or aspiration, but also about what they deem their
identity to be, and how that is constructed within the limitations of izzat. Furthermore, it
is about their own attitudes towards education, and the attitudes that have framed their
educational journeys: those attitudes of the key influencers at a micro-level, such as
parents, friends and teachers, and the macro-level influencers, such as the baradari.
This is particularly pertinent when examining the role of attitude towards education
for/of girls, and whether there should be a ceiling placed on that. This feeds into the
attitude towards not only how far girls should be educated, but also in which locality,
and which subjects should be studied if moving to further and higher education. Clearly
then, attitude as a pillar cuts across the others, because an influencer can make or
break the success of an educational journey. Furthermore, when the attitude of a
parent, gatekeeper, or baradari does not coincide with the attitude of the BIP heritage
woman concerned, there is greater scope for conflict or a sense of loss of autonomy, or
agency. Ultimately, this attitude impacted on not only how far they, the women, were
allowed to be educated but also how much they actually got out of their education.
Severiens and Wolff (2008) postulate that feeling some sense of cohesion within the
learning environment and with peers and teachers, means that individuals are more
likely to complete their studies with positive outcomes. In other words, 6t hos e who f e
at h ¢Semer@ens and Wolff, 2008, p254) will reap positive outcomes. However this
feeling of belonging only occurs if an individual feels that they have enough knowledge

to be able to fully fit in and utilise opportunities.

IV. Knowledge
My data suggests that whilst achievement is partly explained by feeling comfortable
and able tofit in, it is also about how education, the educational system and roles and
responsibilities, are viewed, shared, understood and utilised by the women, parents,
the baradari and the educational settings themselves. Accordingly, knowledge is a key
concept because its impact is manifold. A lack of knowledge can mean that there is
isolation from the different elements of the system (in this case the wider educational
system including policies and procedures), and equally the system itself does not
provide enough overt access, (and so knowledge of) for groups that are operating on
the fringe. Educational attainment data is in the public domain, but as Francis, Skelton,
and Read (2012) suggest, unless parents have
(p2) to understand the plethora of statistics, and equally have knowledge of how to
decode them, having the data does not make a difference. Research by Carter-Wall
and Whitfield (2012) found that parents from lower socio- economic backgrounds
especially, had limited knowledge because of poor access to appropriate support,

advice and information. Since knowledge is often acquired through action, as in
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experiencing something and learning from it, or through a scaffolded approach which
involves elements of guidance from and collaboration with a more knowledgeable other
(Vygotsky, 1978), the cycle of deprivation is not broken.

A knowledge of systems and how they operate allows for the development of cultural
capital, which is gaining understanding about information, which in turn allows for
access and ultimately allows the development of insider knowledge. Ultimately, this
insider knowledge in turn enables social mobility, and the ability to extend the barriers
for the inclusion of siblings, wider family and even their own children. This pillar,
similarly to the others, is about whether the women and /or influencers have sufficient
knowledge about and understanding of the educational system. Equally, it is about
whether the parents have knowledge regarding their expected role, by the educational
establishment, in terms of educational support. Clearly, knowledge about the system
and how it works gives an advantage to those that can utilise that. It is very apparent
how the complexity of the intersections of class, ethnicity, racism and culture fit within
this discussion. Whilst other factors make the experience difficult and may possibly
demotivate the women, it is knowledge that gives the women access to at least begin

the journey.

f. Summary
| have provided a socio-historical overview which demonstrates the importance to my

research of understanding the context of migratory journeys. | gave a rationale for my
coi ned t whilstrackihdBvled®idg that it too could be used in a reductionist way. |
theorised both the socio-economic parameters and racism as two key elements that
intersect with izzat to impact on the quality of the educational journey for this group of
women. | introduced agency, access, attitude and knowledge as four key concepts
which, alongside izzat and intersectionality, | use to interpret my data. These four core
concepts work both separately and together to intersect and inform the two trajectories
of educational achievement which are marriage and employment. Moreover, the pillars
are also intersected with other key elements, such as socio-economic status and
racism, both of which have been critically dismantled in relation to the social group in

question. The next chapter contextualises the research methodology.
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3 Chapter Three: Research Methodology

In this chapter, | explain how this research was conceived, and the complexities of
designing and conducting it. | state my epistemological stance, and then explain my
philosophical and theoretical perspective. This explanation includes a substantial
discussion of the role played by voice. | give a rationale for the suitability of my
methodological approach. A discussion of my research methods follows, inclusive of
the development of the conceptual framework that is my main analytical tool, in line
with Ravitch and Riggan (2017). A pictorial representation of my conceptual
framework,a t o ol to make sense of the context wit
were undertaken, went through several iterations, and the process is explained in detail
because it was the mechanism | used to fully understand not only how themes were
emerging from the data but also how my understanding of those themes was
developing. The chapter concludes with a discussion on ethics, confidentiality and the
notion of integrity. Denscombe (2014) argues that the fundamental principle of any
research should be that the participants are not harmed in any way by taking part.
Since the BIP heritage women have to negotiate a space in a life where izzat is

omnipresent, all three of these notions are overarching, and so require due attention.

a. Epistemological Stance, Ontological Positioning and Truth

As noted, this thesis focuses on the experiences of members of three particular groups

that are not always visible, not only within British society, but also to the communities

or baradari within which they sit. Moreover, it is about untangling the layers of

assumptions that have shaped the various lenses, particularly izzat, through which they

are seen both internally (within their communities) and externally (by the general public

and particularly educational establishments). My view of reality, or my ontological

stance, is that there is not a single, universal truth. Therefore, there is no notion here of
asingle,uni versal 6étruthd being uncovered. | am
seeking truth, since the truths are multiple and personalised. This stance informs my
constructivist epistemological positioning.
claims that meanings are constructed by human beings as they engage with the world

they are interpretingo (p43). ixyat onitreit t her e
educational journeys, it is subtle and different for each of the women and at different

stages of their |ives and journeys. Giorgio
narrative offers a certain assertion of authority overtheexper i ence o6 (p1l57) an
there wild.l be several ver si otnhse orfe stehaer, coht errué sh

and also the truth of the reader of the thesis. Ultimatelyt hi s t hesi s :how about
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| can respectfully hear their voices whilst ensuring that | do not speak on behalf of

these women.

As this research is fAabout individuals and h
within that) worldo (Newby, 2010, p509), a p
considered. Trigwell (2006) explains t hat phenomenography is a

appr oa c h,imeahipg3hat@he researcher creates a description of a phenomenon

after it has been described by the person who experienced it. Bamwesiga, Fejes and

Dahlgren (2013) stressthati i n d i v i dwitharégard te lzow they experience,

conceptualise, understand, perceive and apprehend various phenomena in the

surroundi ng wor if phamomemdapliy s the Waly different individuals

view their world, and also how they conceptualise and make sense of different

phenomena around them (rather than studying the phenomena itself), then it stands to

reason, from an ontological perspective, that the phenomena and those experiencing

the phenomena are not separate entities. However, a limitation of this approach for the
purpose of thisresearchist hat it wulti mately seeks not to
individual experienceod but instead desires t
number of categories.

My experience of my educational journey is unique and cannot be used to describe

anyone el s,ardskeyise,uhe wag the narrators experienced the

phenomenon of their educational journey is unique to each of them. But there will be

some similarities because the journeys have common elements. This is discussed by

Gray (2014, p20), who examinest he constructi vi st stance tha
construct their own meaning in different way
At he same p hsethad essentially, G m uple tointradictory but equally valid
accounts of the world can existo. Fufrttther mor
researcher may not agree (or even feel comfortable) with the described experience of

the phenomenon, but they are recorded andincludedas a valid experienc

b. Theoretical Perspective

A positivist approach suggests facts and statistical knowledge (Vargai-Dobai, 2012)
and patterns, regularities, causes and consequences that can be observed and
predicted (Patton, 2002; Denscombe, 2014). However, this research is situated within
the interpretivist paradigm, and is a small scale qualitative study based on how the
narrators construct their reality. Moreover, it is about the richness of language and
dialogue. Davies and Hughes (2014) postulate the interpretivist approach stems from
an ontological assumption that there are many ways of understanding the world. This
then translates into the idea that reality is very much a subjective concept: the
unigueness of each human experience but also that reality and the recollection of past
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realities is very subjective, but as Bold (2012) stresses it is also a process by which

individuals can enable sensemaking processes to take place.

Postmodernism challenges the possibility of an absolute truth and rejects singular

explanations (Newby, 2014). In addition, as Newby highlights that the world is multi-

| ayered and people fican play sadteatall , somet.i
understandi ng of action is affected by the cont e
Interestingly, because the post-modernist lens suggests that there are no absolute

truths, using this lens to examine educational settings sheds light on homogenising

assumptions that can then reinforce barriers that BIP heritage women already

experience because of izzat. Therefore, | am using a postmodern lens firstly to

highlight the essentialising within the educational system, and secondly, to investigate

how that in turn allows for a reductive approach towards what the system refers to as

6Asi and6 women.

. Positioning, Insiders and Outsiders, and Power

Letherby (2003) argues that understanding how research is conceived and positioned

is just as critical as the research itself; nor should it be hidden for fear of it threatening

the Astatus of the knowledge presentedo (p3)
am central to this exploration. Thus, whilst Punch (2014) may highlight that people

Asel domc&t apdbaéaocus o ( padtlal ingartarice ofresedrchi,then t he
does not hold true in this instance. | would argue that a key component of this research

is an examination of the positioning of the study, and of the researcher. Therefore, a

reflexive approach is taken. White (2009) states that research does not, and indeed

should not, take place in a vacuum. Clearly, this implies awareness by the researcher

of where the research fits into the broader picture and indeed whether it is simply a

repetition of something done elsewhere. This is critical for the authenticity of this

research, particularly if it is to inform practice and influence the way women of BIP

heritages are viewed within educational establishments.

There is a shared space between myself and a number of the narrators and this has to

be acknowledged. Ackerley and True (2010, p137) argue that ethical research requires

the researcher t o c¢ons.i,drgimothérwads,theifiomwn si t uat
positioning. My professional life, and political motivation to widen participation, has to

be acknowledged, because they too impact on how | position myself and how | am

seen by others. | realised through significant deliberation that not only should my

personal recollections be a part of this thesis, but that it was important to explore the

notion of my positioning as a researcher who was also present within the work. Berger

(2001, p506) postulates openness by the researcher about their own story, enabling

others to be comfortable sharing their narratives. | made the decision to separate my

stories from those of the other women within this thesis. | did not see myself as another
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participant but as the catalyst who set the research in motion. It was not until | was

listening to the women that | began to hear the similarities between our journeys,

despite timeline and geographical differences. Although | had made the decision not to
Obuild a conversationdé about shared eaendperi en
not o6over 6 s harHowaver, haviRgomade ithe decistos that | was

creating a space for their voices, | felt it was imperative that | kept my presence to a

minimum. Equally, | have reflected on my own responses to what the narrators voiced

in terms of similarity or difference to my personal experiences.

Corbin, Dwyer and Buckle (2009) advocate, irrespective of research methodology,

addressing the affiliation of the group being studied, becausefit he r esear cher p
such a direct and intimate r ol (p55)i Theliteraturd dat a
(Mirza, 1995; O6Rei |l I vy, 20009; Art hur , Waring
has an extensive discussion on a particular aspect of positioning that is of key
significance to thisthesis,t he noti on of beimgareri 6betrsiade 6
(2012, p304) states that, traditionally, there has been a dichotomous view of the

relationship between the researcher and researched. In essence, an insider is a

member of the group being studied and an outsider is not. Ganga & Scott (2006) argue

that insider status is conferred if there is some shared cultural, ethnic, religious, or

language heritage between the participant(s) and researcher.

Initially, I had thought that my insider positioning would carry some benefit, with

regards not only to accessing women to narrate their stories, but also in how freely

those stories would be told. Moreover, | thought my first-hand knowledge and

experience of izzat would enable the women to consider me a BIP heritage woman like

them. However, this proved not necessarily to be the case; the experiences were not

always positive, and rather than being viewed as an insider, it was on occasion quite

the opposite. | was viewed as being an outsider because of my surname. | had married

out of the community andluchkype braramuateor tdoldd nno
deal with t hheyoi shsawde ¢ ot Wetalid wit h. She reinfor
becausell i vedwhited ar@a, did not go athigjobgheid t empl e
not have to worry about what people said. Ganga and Scott (2006) suggest that
Ainterviewing within oamasesdanowmscdleroralreadms
social proximity that, paradoxically, increases awareness amongst both researcher and
participant of the soci al di vi si ons tThiat str
situating of me outside of the experiences that she and others had confronted felt

disenfranchising for myself. Interestingly, inside the discipline of international and

comparative education, possibly as a result of shifting diasporas and the increasingly

global nature of human identities, there is an emerging desire to question the rigidity of

the polarised concept of dnsiderséand @utsidersé Milligan (2014, p240) argues for such
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guestioning, saying that the position of a researcher can easily change between the

two identities as a response to the situation or context in which they may find

themselves. McNess, Arthur and Crossley (2015) stress that the entrenched, dualist

positioning of insider or outsider negates the complexity of what is occurring. Moreover,

they argue that there has to be acknowl edgem
subjects of analysis are fixed, stable and coherent, but constantly shifting, incomplete,

fragmented and contradictory in relation to both collective and personal existenc e 0

(p298). Similarly, Mirza (1995) found, whilst researching within a community with

which she identified, that she was the subject of close scrutiny within the communities

to which she had thought she belonged. As an educated professional, living on her own

and without a man, her taxonomy propelled her from dnsideréto @utsiderd and most

importantly it happened without her knowledge or desire. This suggests that not only

does izzat affect the lives of the women narrating their stories, it also affects the

research process itself through impacton howBIP-6i nsi der 6 areseerebyr cher s
the baradari, including other women. As well as being located as an outsider by the BIP

heritage women she interviewed, Mirza also found this viewpoint shared by the

gatekeepers, one of whom suggested that she was more like them because she was

Sso Owesterno.

This rhetoric is not unusual. Personal experience has taught me that appearing

6westernd i n s ou ilodrgenalllesacseptan@enad andnbiderbg some

white people. This is thought-provoking in the context of this thesis because many of

the subjects who do gain agency through education additionally find that their status as

insiders (in BIP-heritage groups) is compromised. Whilst on a simplistic level it could be

said that higher education causes this movement out of the insider mode in this

community, the reality is that by gaining agency, they are inadvertently challenging the

balance of power and patriarchal order and are transgressing the boundaries of izzat.
Suchwomen are seen as fAdeculturalised, inauth
an appreciation of their o wxclusianframbeirggan ( L o o mb
aut hent i doesinot fnishdtteere.d have been called a O6cocor
6exoti co. Al of these are c ooummidenstatus,ands abou
are imposed signifiers of belonging.

Yuval Davis (2010) highlights positioning in relation to belonging and, specifically, the

politics of belonging. This is based on not only stories we tell about ourselves but is

also used to locate power. Jones (2006) explainst hat f@Apositions of pow
are constructed and reconstructed through the interactionsoft he peopl e i nvol v
(pl70). This was evident in my case. I was O
by some women, through the usage of inclusive terms and language such as

fapnedmeaning ours or belonging to the same group) ( A s hyol knowihow our lot
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are0 (Jamdikay know what ( $a@asdadhalydisas an insider
allowed me to frame my understanding of what was being said by the narrators, and

what was being left out. This was evident in relation to the usage of terms such as

6educatedd which as an insider, | askknew meant

minimum. Listening carefully | experiencedaf | exi bl e i denti ty?o
bet ween 0i.nThe langudge that wass ds¢d indicated that | was only an insider
when either a point was being made indirectly about izzat, or when the positioning

dynamic changed, and white people were positioned as outsiders,f or e x theyp |

e

( movi

A

dondét understand what Raéghwesgpowo hd o agdhgitedd ons d t

insider statustome andwhichgoverned the use or n cdemanf

Oi n

to be points of easy 6éconnectioné or O&ébridgi

terms.

The impact of power on the research process cannot be overstated. As Ob6Leary (

notes,a p e r w@modysimpacts on both how she or he is seen by others and that

p e r s gomrdvision oftheworld. O6 Rei I Iy (2009, pl12) contend

uninvolved and so can be more free of bias and able to question what the insider would
regard as 0 n doweerdDénsqgombae 201#) stesses that being an insider
brings with it insider knowledge. Rat her t han being useful,
spoto (p91) \wdraharis bngbletolsee cleadysas they are too close to the
issue. Equally, it should also be noted that one could be completely blinded by a
singular goal, which might get in the way of listening to what the narrators are actually
saying. Ultimately, in this research, the power dynamic, or to be more specific my
perception of it, which may or may not resemble that of the particular narrator, seemed
to shift between myself and the narrator, based on what the narrator chose to share,
and how they chose to share it.

Il.  Voice
Lather (2009) suggests that in order to move away from objectivist thought, we need to
be centred on empathy, voice and authenticity. McGee Calvert and Jean (1992) argue
that

Auntil women are fully empowehave avoioen
until they know how they are different, until they know what cultural and social
expectations they carry and how they carry them in a personal way, they cannot be
equal partners in any dialogue about the future shape of society or the organisations
within ito. (p86).

They stress that having a privileged standpoint or being part of a group whose voice is
heard, then it is easy to reject the idea that others do not have the same platform. As
Mazzei and Jackson (2009) claim, there is no single voice, just as for interpretivists
there is no single truth. They also show that there is a body of research that challenges
the notion of giving voice to participants being authentic research. A key consideration
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for me as a researcher looking at an area that is personal to me is to ensure that | do
not claim that my experiences are also those of the other narrators. As Mazzei (2009)
points out

Afwe seek the familiar voice that does not
translatable. We seek a voice that maps onto our ways of knowing, understanding, and
interpretingo (p48).

This is extended by St. Pierre (2009) who maintains there is a conflation of speech with
voice. Hence it is imperative that a distinction is made between what is said, what has

been voiced, and what has been heard. As the person transcribing the narrative, and

using extracts within the thesis, | decided what to keep in and what to discard thereby
making further judgements about the validity of the voices.

A further consideration is that of silences and pauses. Reay (1996) discusses how
sometimes women, in particular, chose to stay silent rather than make the mistake of
saying the fiwr oviazzei (2009) argués thatpt & %edy Mifficult to hear
voices that in the past were silent and ignored. This is because it is a different way of
listening and one we are not used to. In order to do so effectively, she advocates a
different approach to listening and interviewing, which involves listening for the pauses,
and then asking questions that are prompted by those pauses. Through theorising
voice my intention changed from the women having to narrate their stories within the
confines of my framework, to giving them the platform to be able to narrate their stories
as they viewed them, in that moment in time. This then drew out differences between
them, and also enabled their voices to have greater clarity and bring to the foreground
their own unique perspectives.

Whilst the women may have chosen what they shared with me because, even though |
had promised anonymity, the narration given would have been mindful of the audience
reading the thesis, the reality is that they were not in the ultimate position of power.
Nevertheless, it could be argued that they chose what they shared and thus also
inadvertently shaped the research outcomes. This is a point expanded by Tsalach
(2013, p75 citing Bourdieu, 1984) who argues that the space between speech and
silence can be s een h@asswhaentgrdahe Befd aré Iocatéddvithinand At
the existing power structure that determines whether they will receive the right to
speako, and indeed what can or cannot be sa
highlights, issues of power, control, and legitimate voices being heard came to the

foreground.

Il. Bias and Reflexivity

Vargai-Dobai (2012) argues that neutrality suggests that the person conducting the
research is fAable to distance herself from t

the process itself. Patton (2002) observes that a researcher who demonstrates
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neutrality i s o n erindyriodheohydaogrove,rand napregeterminedy
results to supportd  ( plristead, he suggests the researcher should commit to
under st thewbildragit ufifoldso whi | st bte comgexiteoamdensultiplef
perspectives as  tinthesygasefmeorng eloi s(tpeSnli)ng tes t he |
Oral history is, as Abrams (2010, p6) suggests,ia subj ecti ve met hodol o
its orality, recognising that memSanggterst ori es
(2013, p64 citing Hamilton, 1994) discusses the subjective nature of recall, arguing that
some memories are fan organised structure of forgettingdwhich Sangster then asserts
as Aindividuals coping with a subsequlent his
could be suggested that the recounts that the women in this study narrated had
already, prior to the research, been sanitised or altered in other ways. Furthermore,
whilst my own experiences to date have shaped not only my identity but also the lens
through which | view my world, the same is true for the other narrators in this thesis. As
a research activist, | feel my bias does not need to be hidden. Rather, by
acknowledging it, it becomes transparent. However, an example of where my own bias
did have to be carefully handled was when views were expressed by narrators that |
found challenging. In those instances, | chose not to verbally acknowledge what was
being said, but simply nodded to confirm that | was listening. An example of this was
when a participant expressed what | considered stereotyping. | chose not to unpack
that with her at that moment in time because she was making a point that was not
connected with the remark, and so | did not want to disrupt the flow of her speech.
Abbas (2006) suggests that
Awhere the ethnicity between researcher &
conscious of the factors of reflexivity in the researcher, but also the researched, is
fundamental to success, especially in terms that are assessed by the wider social
science c@BOUNIi tyo
By this, Abbas is inferring that without understanding or indeed acknowledging the
relationship (and space) between the researcher and the participant, and vice versa,
meaningful communication cannot take place. Hesse-Biber (2014, p3) writes that
reflexivity is a useful tool for researchers to be able to account for their own biases and
also to be able to account for the impact that bias might have on the data. Thus, by
including my own story, | am attempting to not only be reflexive, but also, as Hessei
Biber suggests, to recognise, examine and understand how my own social background,
location and assumptions may possibly impact on the research process itself. The
previous paragraph gives an example ofthat. O6 Leary (2014, p307) mad
valid observation that as humans it is impossible not to make judgements or to analyse
whil st | i st estaries.gShetfwthepsaepthatadnanagement tool for this

may be to list all assumptions and preconceived notions before starting the analysis, in
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order for the biases to come to the surface. | found this notion very difficult because

although | was able to think through assumptions, | was not really aware of how they

would impact or surface once the women started talking. Equally whilst this is

interesting, how should one account for the bias that the BIP heritage women may or

may not have? More importantly, should that matter, since they are sharing their

version of the story as it was at moment in time? | would argue it is the latter. Thus | am
presenting words used by individuals in a particular moment and recorded and

analysed by another particular person in a particular moment, with no attempt to find

what is somehow,anbspelcai vedame 6hotuiedn of O6bi as

conceptually irrelevant here.

c. Research Design

Having presented my epistemological stance, | present a rationale for the choices of
methods. | do this by considering case studies and then discussing three areas:
feminism; biography, autobiography and autoethnography; intersectionality. Within this
discussion, | explain the influence of these three core ideas on the development of my
research. My original intention was to use a case study, and, specifically, an individual
life histories approach as a methodology, as it requires an in-depth approach and
would allow me to &hine a lightéon the unique experiences of each woman, who, as
Cohen, Manion, and Morrison (2018, p376) suggest, are of course freal people in real
s i t u a.fTHomas @11) proposes that the case study is an approach rather than a
methodology, and claims that, generally, case studies provide an opportunity to obtain
a Arich picture with many kinds of fontkis ght s
pr oj designdl fad thought to use a focused, semi-structured interview approach,
which would have given me the flexibility to probe further. Silverman (2001, citing
Punch 1998), highlights that the general objective is to develop as full an
understanding of the case as possible. He stresses that through shrewd usage of
sampling, some generalisation can be gained. This can then develop an understanding
of whether a wider phenomenon is at work. However, | decided against this, because |
did not want to look for generalisations, as it was important for me to present each
story as it was given. Having said that, the data itself did ultimately reveal apparent
similarities in the experiences of the women.
l. Eeminism
Hesse-Bi ber (2014) highlights that #fAfeminist r e
which to focus on s o c,itiaimportatdouseessdthat(ngt 8ll) . Howeyv
research by women, or on women, is feminist research. Furthermore, Archer (2002)

makes clear that men can conduct feminist research if they so wish. Equally, it must be
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noted that there is not simply one form of feminism, but a number of feminist

perspectives, and that therefore, any knowledge incurred from one standpoint alone

cannot be seen to be complete picture. Sangster (1994) states that feminist research
questionsaski why and how women explain, rational i s
and that it #f odsbcalrasd material fragnework within which they
operatedo and ultimately about the fAperceive
the Acomplex relationship between individual
Effectively, feminist research is mindful of gendered power in some way. Hesse-Biber

(2014, p3) further stresses that, often, feminist research is that which focuses on issues

faced by women, their voices and ,tmgeir nlive
understanding of the subsuming nature and presence of izzat made me realise that this

research was not simply about educational journeys in isolation, but about the way

these journeys wéutaway aithin hheyatdadchat confinesof izzat,

as well as the, sometimes, racist lens of a predominately white educational system.

Equally, there is an activist element to my work; it is about hearing voice in order to

change perceptions at the levels of both the baradari and education professionals.

Thus,as i ndivi dual wo men, the complexities of
complicated and nuanced under st an(hthibapge of i d
meaning an i ndi vi dwasaawhdeerhtferdtan gimply fecpssington av e

Asi mxlie of oppressionod (Yu, 2011, p880).

This research is from a feminist perspective because as McCann and Kim (2013)

suggest, feminism is resistance to systems that seek to undermine the position of

women within society. As a mother of a daughter, and an advocate for equal

opportunities, | feel there is no other desirable choice but to take this position.

However, | do not view myself as a post-colonial feminist. Post- colonialism, for me,

simply denotes passage of time rather than any real attitudinal shift. McClintock (1994)

argues that post-colonialism, like colonialism is based on binaries and the addition of

the word 6postd simply allows for colonialis
(p255). British society is still entrenched in covert indicators of colonialism, especially

as a system of oppression and domination, whereby social and ethnic hierarchies are

still present. In terms of positioning, the British, the Indian, and the woman elements all

force me to be an outsider at some point and so an intersectional approach enables a

more nuanced stance. | am partially eurocentric because | too, as a British

educationalist, have to operate within that sphere.

As an educationalist and as a feminist, my focus is on how and why BIP heritage

women are marginalised in Britain specifically. Narayan (1989) discusses the

complexities of being a feminist and an Indian national living in the United States, and

how she found hersel f @dmmuonicateoniht hanestyithet he de s
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mi series and oppressiono that handthedeamthati cul t u
this communication is going to reinforce, however unconsciously, western prejudices

about the fAsuperiorit y@&730Thisweventmeresowlten | t ur e 0
looking at the experiences of women who are British born and bred and who hold

another heritage, rather than simply living within a country for a short time period, like

Narayan. As an Indian living abroad, Narayan still has the opportunity to distance

hersel f from 0 wassheeallsthemp. Heweuerdfor the Briish women in

this research, that is not possible. This belief set saturates the British education system

and the ideology of the establishment where these women live, learn and work. In this

research | did not want to engage with a negative stereotyped eurocentric version of
6realitydéd for women whdudidwantteto flagoup howthisters Br i t i
has impacted on the lives of the narrators. It was very critical to my approach to tread a

very delicate line between highlighting how izzat restricts BIP heritage women, whilst

also evidencing the inadequacies of the educational system in failing to understand the

challenges that many BIP heritage women face.

Il. Biography, Autobiography and Autoethnography

Whilst this research draws on a wide range of interdisciplinary theories, a biographical

approach was adopted because, as previously noted, the research was motivated by

my own journey. Humphreys (2005) suggests that personal presence in the work

enhances rather than diminish its authenticity. Merrill and West (2009) state that

bi ographical research highl i ghtbstallowséor di st i nc
patterns to be drawn. Therefore, this approach enables me to ensure the uniqueness of

the women is retained. Furthermore, Tedder (2012) advocates that this stance sits

astride many academic disciplines, however the most distinct attribute of this type of

research is that it explorestheway peopl e fimake sense of thei:
coll ection, anal ysi s, and representation of
(p322).

Bochner (2000) makes the important point tha
demeaned as somesortofvi ctim art or conf, eeagueshyal 0. Fur
reacting too quickly in a negative way to the use of such narratives, we miss how they

can be fAa source of /Asapseweherntevastinterestimytosee7 1) .

my lived experience of izzat and education replicated in the data, moreover presenting

other women with similar challenges and restraints. Letherby (2003) argues that the

0Aut o/ Biographyodo appr oacimakingofthcselfi iosediso lowq i
history, development and biography i and in locating oneself in social structures, to

understand those structures and extrapolate from this to try and understand and

respect othersd experiences, feel i-nmgmisand so
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absolutely key to my challenge to essentialistic interpretations, both in scholarship and

in educational settings, of the women who are narrating their stories.

Pace (2012) highlights that autoethnography is a qualitative method that involves

blending the elements of both ethnography and autobiography, and states that

faut oet hnographers reflexively explore their
with others as a way of achieving wider cult
Ellis and Bochner (2000) definite autoethnography as a genre of autobiographical

writing that intertwines the cultural and the personal on numerous platforms. Tedlock

(2005) explainst hat aut oet hnography is research that
and private real mwardyghatekiiagt obheographical
out ward gaze net h(pded. Path(hOP6) stréessepthat ame 0
autoethnographic text enables people to fides
with representations op28).erurthernioee Gorgm@ide, of t he
p153) ascertains that a writer adopting an autoenthnographical stance is looking to

Aireveal ot her truths as wel/l as oneds owno.
control over our own lives by acknowledging and sharing those truths. Spry (2001,

p713) suggested that dialogue is key within the autoenthnographical approach because

it allows for the fAself d and fodindhandimsigntso hav e
Roth (2009) clarifies that through the process of self-analysis, an autoenthnographical

approach also enables the researcher to make social commentary about the time that

is being recounted. Thus, the story is not simply an autobiography, but is also writing

about a group which also includes the researcher. In other words, the researcher is

able to make observations that have relevance beyond just their own life story. This

process of projecting beyond also prevents this approach from becoming too much of a
davel-gazingbexercise for the benefit of the author and not anyone else. By including

my own narrative in the thesis, | am declaring my positioning and adding a layer of

transparency. Equally, in an attempt to separate myself as a narrator, from a

researcher with previous research in a related area, | have not acknowledge the

source quoted as being mine but simply that of another researcher.

I1l. Intersectionality

The women in this thesis have to navigate within and through a complex system of

power and identities. Consequently, the need to adopt an intersectional approach when

examining the narratives is great, and is the key analytical approach | used to draw out

similarities and differences between the narrators. The term intersectionality was first

coined by Crenshaw in 1989. Intersectionality is a term that allows a single phrase to
encapsul ate and fAmake visible the multiple p
and the power r el at i (@msenixt2006, p1l84.rkhambhaitat r al t o

(2014) argues that intersectionality has been gaining momentum as a useful tool to
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both consider and scrut i ni sequalyaofuadtetsiryctires posi t
of power and oppression are interlaced through multiple areas, including race, class

and gender, and an intersectional approach allows for sophisticated nuances of

advantage and disadvantage to be more closely examined. It is a lens that suggests all

aspects of identities need to be considered in order to accurately contemplate h o whe i
social world is constructedo (pl245) for ind
also signals that it is the multiple facets of these identities that matter, rather than one

element being more dominant within the power hierarchy. In other words, systems of

oppression tend be interrelated and symbiotic. Moreover, it is very difficult to separate

each strand and try to apportion a measurement of hindrance. Accordingly, the layers

of intersection between a particular heritage, a particular class, a particular gender, and

izzat all interweave to create disadvantage. Brah (1993) does not deny gender power

politics, but suggests that itis locatedwi t hi n an extensive soci al
argument is further developed by Ahmad (2003a), who suggests that discovering and
understanding how Agender, O6éraced, ethnicity
interact with internal dimensionsof t he O6sel f6 at any given mon
chall enges o ( p 1l Bh8enixandRattyhame (2006) stade that an
intersectional approach Aforegrounds a riche
approaches that attempt to reduce people to one category at a time. It also points to

the need for multiplex epistemologieso (p.18
Yuval Davis (2006) stresses the way in which different people encounter in their

everyday lives inclusion/exclusion, advantage/disadvantage, aspirations, and identities,

is not comparable,but instead is based on fAsoci al di vi
Firstly, there is the way they view themselves and the communities in which they operate
secondly, there is the way in which they view others, either attitudinally or through

prejudices, and finally, there is the way they are projected in different media, such as

images, language, ideologies and legislation. This is particularly pertinent to the women

within in thesis because, as previously stated, being of BIP heritage @redges updimagery

that is peddled as the reality of all women in this category. Corus and Saatcioglu (2015)

highlight that an intersectional approach can allow for overt attention on not just groups
themselves, but alsothecros s secti ons of Adiversity withirt
groupso (pd4lhey Moatreeserthat it allows for f
identity axes as well as social and structural dynamics that affectwell-b ei ngo (p415)
assumption ties in with how the multiple identities of the women in this thesis are defined

and redefined within the framework of izzat, and eurocentrism, as well as trying to
navigate towards 06s uc c e sksldcatibonpandeirdparticaldr i onal owu
educational chances, attainment and success, should be viewed through an

intersectional approach, because of the complexity involved (Bhopal and Preston, 2012).
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Furthermore, Bhopal and Preston (2012) stress that intersectionality must be seen as an
active process rather than one which is fixed, because the arena is forever changing.
This can be evidenced through issues such as religion, and particularly the portrayal of
Islamic communities in some populist media. This taints the skewed lens through which
these communities are viewed, and are thus disadvantaged. Equally applicable within
this are the institutional processes that work collaboratively, albeit unwittingly, to exclude
rather than include BIP heritage women. For example, data from The Crown Prosecution
Service (2008) representing victims of domestic violence or rape suggested that BIP
heritage women were amongst the lowest numbers to experience this, with 87% of all
reported cases being white British (as opposed to 4.6% Asian). Whilst acknowledging the
age of the data set, it does demonstrate that the shame (and thus impacting on family
izzat) of admitting to such an awful occurrence is often deemed to be worse than just
pretending it didn6t nhrampenilead voicdlesswon twa dt@mils, wo me
both as victims of the crime itself, but also as women unable to seek justice because that
would imply an acknowledgement of occurrence. Thus the perpetuators are further
enabled because if the women will not speak out then they cannot involve external
agencies. This is also a bone of contention as the system often will not intervene for fear
of being | abelled racist and medalling in 6c¢c
Key intersections most relevant to my data set were: gender, class, religion, and
ethnicity/heritage (race). However, all of these were primarily informed by the izzat

lens, within not just the family but also the baradari and educational establishments.

This is further discussed within chapters 4 -7.

d. Methods

Crotty (1998) explains that methods are the specifics of gathering and examining the

information related to the core questions of the research. Thus, in this subsection, the

discussion focusses 0 n ¢ thedatéd was gathered and analysed. There is an

exploration of the sample procedure and collection, followed by an explanation of the

use of the term d6narr at oFimlfy, thereis a dishussiomvad me n i n

grounded theory, interviews and narratives.

I.  Sample Procedure and Collection

Sample respondents should meet the requirement of the research (Newby, 2010); thus,
the only parameter needed was that the women came from a BIP heritage and had
experienced some compulsory education within this country. This would automatically
rule out international students since they would only have higher education as

education experience within this country. The intention was not to have an exactly
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representative sample of every socio-economic category within the broader remit of

being a BIP heritage woman. The only other factor (apart from being from a BIP

heritage) that was informed my sample selection criteria was age. It seemed important

to me to have a sample with as wide an age grouping as possible, in order to get some
breadth of cross generational experience. The initial sample size was three women in

each BIP heritage category plus my own story. As Denscombe (2014) stresses, in

research which intendstodelvedeepl y and adopts a dAcumul ati ve
sample size is added to until enough data has been gathered. | decided to let the data

guide the issue of whether there was enough rich material to draw on. However, it was
evident early on that this number did not give the cross generational flavour that had

been hoped for. So, this was achieved by both being selective (by rejecting new

potential sample members if their heritage type and age bracket was already fully
represented at the time of their potential recruitment) and by increasing the sample size

to ten in each heritage, plus my own narrative. Interestingly, whilst | was gathering

potential BIP heritage narrators, there were a number of responses from gatekeepers

to make arequest or areferraltot he o6i nternati onal of ficebd |,
that BIP heritage was synonymous with international student status. This error of

assuming that BIP heritage people automatically fell within the international category is

not an uncommon one, and Hamilton, Hudson, and Sims- Schouten (2012) suggest

that this is particularly an issue for British higher education, where many academics

conflate the two categories of international and British BIP heritage students. Moreover,
Hamilton and Riordan (2016)stres s t hat At hi s failure to dist
categories means that students who may identify themselves as British are often put

into the same taxonomy as those who do not
In order to have as broad a socio-economic, and educational level, cross section as

possible, | decided to not limit the search to one arena, or from one method of

recruitment. To this end, the ways in which the women were found were varied. |

approached Student Unions in different universities to access students. | emailed other
lecturers both in the home university and in other institutions in the south of England

either as potential participants or to act as introductory agents to BIP heritage women

that they might know. Community groups, charities, and council outreach services were
emailed. Friends, family and colleagues were asked if they personally knew any BIP

heritage women, and asked if they could act as brokers. As some of these women

were previously known to me, it should be noted that issues around objectivity and bias

were relevant (as discussed previously). | also approached students in the library and
women in gudwaras [Sikh temples], a method that Sarantakos (2013, p177) defines as
faccidental samplingd The snowballing technique (Gomm, 2008) was also used,

whereby the women who responded positively were asked if they knew of any other
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women who might be prepared to be involved. Khambhaita (2014) states that this was

a useful method when trying to recruit participants who are difficult to find, as social

networks can be positively exploited. Snowballing was not particularly fruitful with

regards to Pakistani heritage women, but was useful to access Bangladeshi and Indian

heritage women. Interestingly both Bangladeshi and Indian heritage women were

making their own suggestions about others that | should talk to, but the majority of the

Pakistani heritage women were very keen to know that there would not be any

identifying markers in the thesis that could be linked back to them.

The difficulty in finding Pakistani heritage women was a surprise, as | had originally

assumed that Bangladeshi heritage women would be the most difficult to source. This

assumption had been based on the length of time the communities had been living in

Britain; since women in the Bangladeshi community were the most recent immigrants

in the three categories, | thought that they would be hardest to access. However, this

was not the case. | had thought that the levels of scrutiny that Islamic communities

face, and the levels of institutional surveillance of Muslim communities (Hoque, 2015),

could be a potential factor in not gaining access, but discounted this, since this

argument could equally apply to Bangladeshi heritage women.

Much consideration was given to which 61l abel
women who shared their stories. Me sipoindieatl Ot
and O6partici panhodever, ugoraosehsaratigyeamdwider reading, |

decided thatt he wor d Oparti ci,peausedhatteanssuggeststhas ui t ab |
the women were active members of the entire research process. Clearly, this was not
thecase,si nce | had constructed the reseafch anc
had set the rules, and the BIP heritage women were simply narrating their journeys.

Similarly, the term despondentéfelt too one-dimensional, in that the dialogue between

the researcher and desearcheebwas not a question and answer session; the women

did not simply 0randgogaabldldisrapothisgnotiensy including

myself in the data set. The termheivamerbj ect 6 w
themselves are in some way being closely scrutinised, and that is not the purpose of

this research. The term 6informantd was not
single truth that will be uncovered, and as has been said from the outset, there is not a
single truth, but multiple versions of O&6trut
0 n ar r, astthe wanén are narrating key moments or experiences that were pivotal

in their educational journeys.

[I. Grounded Theory

Corbin and Strauss (2015) arguet hat research is undertaken i
di fference through insights and understandin

Grounded theory allows for sensemaking to take place as new connections are
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unveiled, and for understanding to be revised and developed. In addition, there is in

grounded theory a cyclical approach between the collection of the data and analysis

(Corbin and Strauss, 2015). Moreover, they suggest that theory emerges from the data.
Charmaz (2014) argues thatiwe ar e part of the worl d we st
and the anal y dsicanstrucee dthrdugld aurcpasband present involvement

and interactions with peopl e, perspectives,
for this research.

Grounded theory sits very firmly within methodologies that are inductive, in that the

researcher has an open mind and allows themselves to see what theory emerges from

the data. However, Denscombe (2014, p108) emphasisest hat fAan opean mi nd
bl ank mi isdéis claByng thdt whilst there is knowledge of the area, that

knowledge does not dictate the approach taken in analysing the data. More specifically,

he states that the researcher favoimadke using
sense of the data and thus is open to discovering new factors of relevance to an
explanation of that aread. Thus within this
from previous explanations of educational success and indeed the prescribed

narratives attributed to BIP heritage women meant that it was clear there was an

alignment between this research and grounded theory.

Il Interviews
Aurini, Heath and Howells (2016) note there is a range of interview methods, from a
model that is fAMoitaodl gl rceosamoantedading @(81).
They advocate a guiding interview method as particularly useful for narratives. So |
decided that a conventional question and answer interview was not really suitable for
this research, because as Nunkoosing (2005, p699) suggests, there are issues to do
with power and the positioning of that power between the researcher and the
researched with which | was not comfortable. Face to face interviews were chosen over
other forms because | felt that | would be able to read body language. Equally, | wanted
to key an eye on the time as | felt the women would be more willing to participate if
there was a time limit. Lastly, | thought that | would be able to both clarify and rephrase
prompts.
Charmaz (2014) cautions that learning when to speak, how to encourage and how to
listen well are all useful in the creation of rich data. She suggeststheuseof @i nt ensi \
interv,iwbwicthgd&d he defi nes asideflconvgreationthay gui ded,
explores research participantsbp er specti ves on their pflis sonal
in turn creates an unobstructed space that a
uponhisorher experiences in ways that dlknewdom occ
that body language and facial expressions would be useful tools enabling me to know

when to probe and when to rephrase. | was also mindful of the fact that the version of
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the story given at that moment in time is only a snapshot of reality and this did raise
questions for me around the relationship of reality with memory and recollection. With
all this in mind, an unstructured, intensive interview process was used. This was the
most suitable for drawing out a narrative from the data and to identify areas to broadly
focus on (Wengraf, 2001).

As stated previously, the research began with me recalling key memories related to
education, giving them a title, and then going back over the memory and filling in the
detail. This strategy worked really well for me and so | decided that it might be a
suitable way of asking the women to also recall their memories. The women were
asked in advance of the interviews to use the triggers of thinking of five to ten pivotal
memories in their educational experiences. However, this proved extremely difficult to
follow through. Once the women starting talking, there was a natural progression within
the narrative, and after trying unsuccessfully with the first three women to keep the
framework, it was abandoned for the rest of the narratives. Instead, as stated earlier in
this chapter, | simply allowed for the women to take control of the way in which their
story developed, and did not impose the triggers on them, essentially giving them the
space to use their own voice and own triggers. It also meant that the narrators were
able to frame tdnwhicht owdha@ahgd di Barngableroe mor i e s .
narrate their stories as they viewed them in that moment in time drew out differences
between them, and also enabled their voices to have greater clarity and bring to the
foreground their unique perspectives.

| acknowledge that just because my method of recollection was more structured did not
mean that it was of any more value. Perhaps the instructions | gave were not clear
enough, or perhaps the desired recollection system said more about my need for
control and order than about the richness of what was being said. Ultimately it was far
more important to hear the stories being told, and to give the women voice than to

over-focus on the ways in which the women chose to do so.

IV. Narrative
Abrams (2010) postulates that

iAl most al | or al hi stori es, or at l-east t
or unstructured interviews as opposed to a formal question- and-answer format will
demonstrate narrative features. The story told will be arranged and dramatised in a
narrative form with a variety of elements such as reported speech, diversions,
commentary, reflection, and so on.o (p21)
Adams (2008) presents narratives as a sense-making tool, that is, something that
allows us to make sense of our lives. This is a point expanded by Abrams (2010), who
additionally argues that narrative allows for understanding the world and then sharing
that sense-making with others. White (1980) stresses that narrative is used to
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Atransl at e Kk nowi, sogethingthabresonated vérynsgundly (wiph5nke.

Ultimately, as Yu (2011) advocates, it he per sonal opmdusitytoof f er s t
ifireconceptual i se the per son aheddmmantideaoyygoh ge s w
o ur tandmerover in this new space

Aiper sonal narratives, even if not direct|
used in ways to foster, rather than contain, complexity. Personal narratives allow for
more complicatedunde r st andi ngs of feminist identity,

Initially, in the hope of making the women feel more comfortable sharing their stories,

the intention was to share my own educational journey narrative with them, before they

were asked to share theirs, because as Bruley (2006) maintains, the building of a

relationship of trust and rapport is crucial. However, after reading Birks and Mills

(2011), who make the very valid point that when undertaking research from an

interpretivist stance,th e researcher 6s own history can sul
research, this idea was reconsidered. As MacFarlane (2009) states, when a researcher

listens to personal recounts it can be very difficult not to be drawn into a relationship,

and to remain either neutral or detached. The minimization of influence or prejudice

seemed important at that time because of the notions of bias that were evoked by the

reading that | had undertaken. However, as the stories emerged, it became apparent

that the women were quite happy sharing their truths once they had started talking.

Talking and sharing seemed almost cathartic and thus resonated with what Richardson

(1994) highlights:fii t i s through telling our staries t

identity, and give meaning to our paino (p77
women. Moreover, as previously stated, the culturally inclusive language used by some

of the women actually invited me into their narrative. Ultimately, as Bruner (1993 cited

by Sikes 2012) states, how a life is told or depicted is hot necessarily how the life was

lived. Thus, the ways in which these 31 individual women experienced the impact of

izzat on their educational journeys will be varied, pertinent to them and not necessarily

universal in lived experiences or indeed in outcomes.

V. Emergence of My Conceptual Framework: Analysis of My Data

Originally, 1 had not intended to use grounded theory, thinking that my approach did not

sit comfortably within the grounded theory method of decoding, and that it was not my
intention to Adiscover a new t hethedeductfeSar ant
changed very strongly to being inductive where the theory that emerged was not one

that was anticipated in any shape or form. Hence a grounded approach was adopted

so themes emerged as | read and reread and went through the research process.

Once the transcripts had been prepared, the intention was to look for key themes
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identified from the literature, similarly to what Newby (2014, p489) referred to as a
content analysis approach. Kumar (2014, p297) statesthatt he t er m o6codi ngb
more suitable for purposes of adding statistical value systems to data, as in quantitative
research methods. He argues thatfor t he pur poses of HAthescripti
process is known as 0 c oPaorche(2014, pd#BRalgyes thad idis Ho w
very difficult to pin down exactly what the process of analysing qualitative data is. He
further states that coding is used to simply get the analysis going, and that coding

wor ks al ongsi de t h e, whch beadessribes asfrecobdingideasithatg 6
have emerged from the coding stage. Davies and Hughes (2014, p210) stress that the
researcher needs to be aware of which method of coding is best to use for their own
research, and whether it is simple words or repeated phrases that are then used to

create a framework.

Kumar (2014, p318) suggests that content analysis within a qualitative framework
involves four key steps. Firstly, it is necessary to identify the main themes, then to

assign codes to the main themes, thirdly to assemble the responses under those

themes, and then finally to integrate the responses and themes into the body of the
writing. Hence, for this research, key words (or groups of words) as (core) codes were
used to pull together and structure the discussion in the original chapters of my first

draft. This broadly deductive stance was adopted whereby | had some sense of what

the data might say after having done wider reading. The original themes that emerged
from my reading, and an initial cross-correlatory examination of the data, plus my own
reflections, indicated that key themes were those of family, identity, and educational
experiences within the establishments themselves. Indeed, on the surface, the 31
women, and | include myself within this, seemed to be voicing views predominately

about these three themes. However, closer interrogation of the data, staying with the
notion of allowing the data to speak for itself (Strauss and Corbin, 2008), changed this
completely. | realised what | had been writing about in first draft analysis was not what
the data was actually saying. Further critical engagement with my data painted a
different picture. | realised | focused only on the descriptions of everyday life, rather

than digging deeper and really hearing/listening to dhe why and the howé In other

words, | did not read and critically reflect simultaneously on why my narrators had the
experiences they did. Thus, | pictorially worked through, trying to create an image that
would represent what the data was actually saying and that would also demonstrate

the relationship between different concepts and how they influenced each other.

There were key words that were being used multiply by the women when they were
narrating their stories. These words were occurring in relation to the women

themselves, and that could be collated under one generic term, which | did. For

example, | collated the words girls, women, female, sisters, and mothers under the
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blanket term @ender§ though acknowledge that gender is wider than these words
alone. Using the same process, | created the following summary words: family,
ethnicity, class, religion, culture, colour, community, identity. Realising that these words
all related to notions of identity and how identity is constructed, | began creating a map

of how they related to each other:

family

gender

ethnicity

class

Identity
N

religion

culture

i colour

community

(Figure 1)

The problem with this first attempt was that it was too linear and did not show how the
different elements intersected or how they influenced each other. This initial attempt led

me to consider using concentric circles to make that clearer:

(Figure 2)

This still felt incomplete as it did not fully demonstrate the interconnectivity between the
di fferent el ements and so | decided to use B
how these words might interconnect, intersect and relate to each other in light of the
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womenbés n®&8roafiewdmae is madé uw of five concentric circles, and

is particularly popular with educationalistsforunder st andi ng how chil dr
emotional development is affected through multi-level impact and influence from their
environment. Furthermore, Bronfenbrenner (1979) suggests this can happen without

the individual even being present at the occurrence, for example a parent losing their

job. Bronfenbrenner originally labelled these circles or levels as: microsystem,

mesosystem, exosystem, and macrosystem. The central circle is the individual. The

microsystem is the closest level of influence, the level with which the individual has

regular direct contact, and this system is two way, in that the levels of influence work

both ways, from the individual to the connections within that system and vice versa.

The mesosystem is where and how the el ements
microsystem impact and relate to each other which in turn have an effect on the

i ndividual. For example whether the individu
extended family, chose to send their daughter to a faith based school. This layer is

interesting because it can be a negative or a positive, or even both at the same time

but in different ways, dependent on whether the elements are working together or

against each other with regards to the individual at the heart of the system. Examples

of this could be firstly, around the choice element, in who makes a choiceonthec hi | d 6 s
behalf, and to what end. Secondly, the attendance could either be positive in that it

reinforces a religious belief set or it could be negative in that it inadvertently alienates

the individual from others who do not hold that same belief set. Finally it could be both

in that it is a positive for the parent who makes the choice but maybe a negative for the
child. With regards t o s,odthghligbtslack diaitonsrmoue n6s n
choice by the women when they were children, and could be seen as the impact of a

conservative education system, which is significant in terms of gender roles and izzat.

Within the exosystem, the individual is not a contributory member, but decisions are

made, or events occur, that do impact on them, such as the example given earlier of a

parent losing their job, or their being born a woman. The last layer of influence or

impact is the macrosystem, which refers to the wider system within which the individual

has to function. This layer can also be both negative and positive, in that educational

policies designed by the government around achievement should allow for better

outcomes for all children but if they simply serve to label those children then they have

only compounded the issues faced by those children.

To begin with, | mapped out how | perceived the circles of influence:

-61-



Individual

Family
’ Peers and
’ Community

Educational

Institution

(Figure 3)

| then went back to the data and looked to see the context in which those key words
appeared, so for example whether it was in relation to the women themselves, their

family, the community or an educational establishment. This then led to me mapping

the information within a Bronfenbrenner inspired model, which | felt better

encompassed the levels of influence in the educational journeys of the women. Whilst |

was mindful of Bronfenbrennerdds ecol ogical
my own data was saying, and the way it was saying it, in a way that was more

intersectional, and so | added arrows to denote that difference, as seen below:

(Figure 4)

Further scrutiny of the narratives of the women suggested two, or possibly three

eventual outcomes from educational journeys: they lead to a suitable marriage, or

suitable employment, or both. It became increasingly obvious that whilst the outcome

of educational diligence would be one of these three outcomes, the outcomes

themselves were encased within discrete parameters, or concepts, which intersected

with other themes, but also across each other. To put it simply, both marriage and
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employment were operating within four broad areas, or pillars, which were also

culturally and socially constructed. Thus, whilst marriage might mean different things to

the different women in this research, it still existed within the parameters of these four

pillars. A Bronfenbrenner inspired model allowed me to sift through different layers to

create a sense of cohesion. This presented in the following ways. Firstly, how the

women felt about themselves and what they were allowed and not allowed to do.

Secondly about what knowledge they, or their parents had, and how that made a

difference to their outcomes. Thirdly about the attitudes of not just their parents, but

al so the womenédés attitudes towards subjects
establishment towards and about them. Finally about the expected outcomes for them

from the different levels of influence. lorigi nal |y settl ed on four t el
6knowl edgeo6, 6att i t,whch Efdit encapsuldteddhese petiefst at i ons 6
However, additional data examination meant these terms were further honed, in order

to make sure they reflected accurately what they were encompassing. Thus, the four

pillars, as | termed them because conceptually they felt solid and encapsulated the

essence of the term, became dbdagencyd, 6knowl eé\dcgssd®d |, 6at
was a clearer representation than 6 e x prefedaase thiopillar was about whether

the individuals were allowed access, rather than what access they were expecting.

Agency Attitudes

Knowledge Access
A 4

(Figure 5)

The four pillars, without exception, cut across each other and every layer of influence
or impact in the lives of the women in this thesis. By that | mean, within themselves,
within their families, within the communities in which they have to operate, and within
education sphere. This influence not only shaped their educational journeys but also
the experiences they had as a result of that journey. This influence will be examined
more critically in chapters 4 to 7.

In addition to the four pillars, it emerged that everything, including the multiple
intersections of identity, was always prefaced by izzat. |zzat, either intentionally or
unconsciously, framed the lives of all of the BIP heritage women to a greater or lesser
extent. Izzat was the thread that clearly bound this group of women within the realms of
a patriarchal system, and this one core concept framed everything else, and
particularly so with regards to their educational journeys. To borrow what Harris (2011)
states about the past beingever-pr esent with us and dAstill op:¢

either as a legacy or as a set of practices thataref o | | o we dthis if cpriai@lybtrue
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for the concept of izzat. Therefore, the conceptual framework presented below was

created with izzat as a backdrop to everything else.

Employment

e. Ethics, Confidentiality and Integrity

Membership of the Humanities Faculty Ethics Committee enabled me to have insights
into what needed to be considered, and after a long discussion with the Chair of the
Committee, rigorous paperwork was formulated and submitted for consideration.
During this period, | refrained from being an active member of the committee, and | was
not, obviously, involved in the reviewing of my own work, and it received a favourable
outcome. The ethical approval is included in the appendices. However, as MacFarlane
(2009) indicates, this approval is never the end of ethical considerations. He stresses
that ethics committees simply sanction or give permission to proceed and have the sole
role of gatekeepers to the process of research, rather than being what he termed

fet hical me nt or ® clams that this prexessis note@dlucive kb holistic,

ethical conduct on the part of the gatekeepers, because once the actual research is
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being conducted in the field, there are likely to be instances whereby ethical dilemmas

have to be faced, and there is a lack of tangible support at that moment in time.

Denscombe (2014) maintains that the researcher must at all times ensure that they act
professionally and with integrity. This is also the opinion of MacFarlane (2009), who

postulates that, often, ethical approaches are about avoiding unethical stances or

about staying within regulations. He stresses that we need to look beyond rules and

regulations to notions of integrity. He unpicks this by advocating notions of researcher
Ovirtues6, semat et whechcbharage, respectfuln
humility, and reflexivityo (p5). Bell (2014,
integrity and the relationship between ethics and morality, specifically, the relationship
betweenright and wrong and understanding ,Bdiat one
(2014, p80 citing Iphofen 2009) argues that within social research, ethical practice

should concernnotjustbeinga figood researcher o but al so be
beingo.

Newby (2010) statest hat fAconsideration of ethical i S s
whol e proces p49,whi edhe a mnc De nlishoopimoh mdarss that2 0

ethical considerations are a code of conduct to which the researcher should adhere,

and most importantly that the participant should be no worse off after the research than

they were before it. Flick (2014) highlights that researchers need to respect participants

but also demonstrate that they are avoiding potentially harmful practices, by taking into

account the needs and interests of the participants. Gray (2014 p91) further stresses

the need initially to conduct a risk assessment to ascertain whether the participant

woul d be put under any Opsyc hbelaorigkiofhailg st r ess
ostracised by peers or others. He argues t ha
ensure that they have considered what action they would take to prevent this from

occurring or to minimise the risks of such events happening. | had considered this and

had thought | would stop the interview process and refer to appropriate support

services.

Ethical research in the broadest sense, for me, was about trying to ensure that the

women were not harmed (including by me), and that their dignity, rights, safety and
wellbeing was ensured as much as humanly possible; however, in the telling of life

stories there is the possibility of unintentional harm. This possibility, in the instance of

this research, might be that a memory previously suppressed may come to the

foreground and cause the narrator some degree of discomfort or even anxiety. This did

in fact happen during one of the interviews, when one of the BIP heritage woman

became very distressed whenrecalingh er mot her 6s treatment of |
stopping the narration, and signposted her to various forums that would be able to

provide her with counselling. However, she did not want to stop, and emphatically
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stated that recalling the obstacles actually gave her more determination to succeed in
life. So whilst it could be argued that the ethical stance would have been to have stop
altogether, in that particular situation, it seemed and seems more ethical to let her
continue. The narrator6 msistence meant that the ethical consideration was taken out
of my hands, and the power to continue was owned by the narrator because she was
aware of what the remaining conversation would entail. She knew that there would be a
further possibility of being upset, but clearly wanted to have the conversation anyway. |
told the women that they did not have to answer anything that made them feel
uncomfortable or uneasy because it would have been unethical to have pushed or
delved any deeper than they were willingly to disclose.

Sarantakos (2013) argues that an ethical stance involves the avoidance of deliberate
deception, and clarity on behalf of the respondent regarding the process and purpose
of the research, and about their role within it. Furthermore, she argues, it is about trust,
and the participant feeling able to contribute to the research without fear, prejudice or
repercussion. Gray (2014) states that the researcher should ensure that informed
consent is obtained. | did this through sharing an information sheet about the research,
which informed the women about the purpose of the thesis, their rights regarding the
thesis, their right to withdraw up until the point of writing, and that the data would be
recorded and stored securely up to the point of transcribing. They also had the contact
details of my first supervisor, who they could contacted in the event of any complaints
or conflicts. Additionally, they were asked to read the information and, formally, for their
consent. Whilst some were happy signing the form, others (mainly those from a
Pakistani heritage) were not, and so, in that instance, | asked for verbal consent, before
proceeding with the interview on the digital recording.

Cohen, Manion, and Morrison (2011) suggestthatqu al i t at i ve data nAofte
personal or s ens.i andsoéeremaay hea possibility gb iBeatification,
as well issues concerning with confidentiality and privacy. For a number of the women,
particularly within the younger age group across all three heritage groups, this was an
issue. Two question that regularly surfacedwereawi | | you use my oname
and fAwi lbé abletewagoklog who | am from the information in your writing?0 |
strongly believe that confidentiality and anonymity are essential components of an
ethical code of conduct, and in this instance, the narratorsdneed to feel protected from
open scrutiny. It cannot be overstated how important it is to ensure that there was no
way of tracking back to discover the true identity of these BIP heritage women. Names
or any other identity markers could create significant issues for them, as some of these
women were extremely vulnerable in terms of the way izzat was operated within their
families and communities. Hence | made the decision to present the biographies in a

way that would not allow for any identification. | grouped the professions together under
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one umbrella heading and did the same with religions. | did however include religions
on the biographies of the women who were happy for me to do so. | decided to present
aquick 6 n a r mefeterce dverview at the beginning of the thesis and then put a more
detailed one within the appendices. Interestingly, two of the young women were keen
to discuss izzat and family expectation almost straight away, but they did not want to
be recorded; however, they were happy for me to make verbatim notes on what was
said and to be able to report it. This again highlighted to me just how sensitive these
subjects are, and especially to the women who were still very closely linked to their
parents. This will be discussed more fully in chapters 4 to 7.

f. Summary
This chapter has illustrated the methodological journey that was undertaken. My
epistemological stance is constructivist, as the main fabric of this study is about how
BIP heritage women construct, understand, reflect on and narrate their specific
experiences. This was unpacked through a consideration of notions of truth. The
alignment within an interpretivist paradigm was explained through my need to give
some ownership to the narrators for their own stories and more fundamentally, my
interpretivist stance is necessitated by the fact that | believe we construct our realities.
Discussion centred on the choice of narrative with an autoenthnographical approach. A
rationale for the inclusion of my narrative was given, and my positioning was
scrutinized. | provided an account of how my conceptual framework emerged through
meticul ous reading and rereading of the womenos
surface. This grounded theory approach allowed the data to speak, which was
important, as this research was always deemed to be about voices being heard. | then
identified how the deepening of my understanding of my data enabled the evolution of
my conceptual framework, which was then represented in pictorial form. The phases
involving gathering and unpacking the narratives was explored, as were issues of
ethics and confidentiality. A diagram of my methodological journey is included in the
appendices. In the next chapter, | specifically address how the izzat lens, framed inside

the four pillars, impacts on identity.
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4 Chapter Four: An Izzat Lens, the Four Pillars, and Expressions of
Identity

In this chapter, | show how the intersecting layers of identity are impacted by the gaze

of the baradari. Using an izzat lens, | scrutinize gender, belonging, language and

religion, through the four pillars. | start with a critical exploration of identity and move

onto boundaries created by gender disparity, and how they are used to police

behaviour, and assert conformity through the ideaofbei ng 6good?éd, particu
relation to educati on. Next, there i s an ex
historical contextualisation of Britishness, and a discussion of what it means to be

either O6Englishdé or dial appraismllofthowlanguageand | y, t he
religion can be positioned to create difference.

Parekh (2007) defines identity socially, as the way in which an individual constructs

themselves in relation to others. This point is further stressed by Abrams (2010), who

states that

Aiinstead of being born with an essence tF
widely viewed that we construct our identity, our sense of self, or who we are, within
and in relation to our soci al and cul tur al e

Brah (2007) adds that identity is constantly evolving and changing. Yuval Davis (2010)

posits that people construct narratives about their identity to tell both themselves and

others about who and how they would like to be. (A necessary consequence of that

definition is who they are not and what they should be.) Juang and Syed (2010)

suggest that a family context, which allows both experiences and information pertaining

to heritage, is critical for young people to both develop and sustain a sense of ethnic
identity. However, this isansénsecebsaommiyt gm
to that identity, because that only happens when young people associate with similar
heritage peers or fi[J]engage] directly in cult
argues that identities are constantly shifting and changing and re-emerging as new and

di fferent because they fAare constructed with
influenced by fAhistorical and institutional o
notions of #Adifference an(dl9ehatové ambrace the . He go
cumul ative 6éidentityd that most closely rese
location at given points. Thus, identity is not a constant, but a shifting signifier.

Moreover, the many interfaces of identity for this group of women were always within

the praxis of izzat.

a. Gender Issues

| t was evident across all of the BI P womenos

the way women and men in their worlds are regarded and treated. This was not just
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restricted to any one particular heritage. Niaz (2004) highlights that this is partly based
on the unequal worth of men and women, with males deemed to be more valuable.
Within Sikh communities, for example, Ladoo (sweetmeats) are distributed to the
community when a boy is born, but not for a girl. This practice of valuing boys above
girls is rooted within the cultural norms that give credence to patriarchal rights, and it is
characteristic of all BIP communities. Preference for boys is primarily related to the fact
that girls are regarded as 6 p a r meariing that they do not belong to their immediate
family, but to the family that they will go to after marriage. This difference is reinforced
by dowry practices and the practicalities of generational support. If girls move away to
their in-laws then they cannot look after their own parents in old age. The house of the
future in-laws is seen as the real home and until then girls are seen as @utsiders withind
(Mohammad, 2015). This is true for all three of the heritages examined in this thesis.
This social norm is evidenced in traditional folk songs, in Bollywood films, and through

i ndi v ipasorallexpérience of how girls are spoken about in family gatherings. As
Tarsem explains: i When it comes to marriage then you
b e f o Thesddea was also voiced by Jeevan, who said that it was harder being a girl
for a number of reasons, one of which was that they would not carry the family name
forward, and so consequently they have to fimove on and leave their family behind
and go to a new family. o

Asha recalls when her younger sister was born and the reaction of her extended family:

A

My Bhowaji[ f at her 6 s sdaydng arrh] kuré hofewargeyd [oh dear,
another girl has arrived],y ou know, and, do you know what,
in the garden, écrying, 6cos everybody el se a
had another baby sister.

Asha continues by saying she also experienced this devaluing of girls as an adult when

her second chil d, amyontass&&f mot hkeyr 6wasi boenbds
came to see me when Xxx was born, he came in and sai d , 60h, anot her
argeya [doll/girrhascome], oh, never mind. 0

f
C

Aadhyabds narrative abanceptiohandbirthalsostiprglyt si st er

demonstrates the preference for boys over girls:

They seem to think that sun shines out of boys, and especially in my family
where there was had been three girls, no before my brother there were five girls,
so every time my mum had another girl there was more arguments, there was a
lot of domestic violence in our family, my dad would start beating my mum up
and shouting and swearing. Because she'd had another girl, and he didn't want a
girl he wanted a boy, and then they kept trying they kept trying they kept trying
until Xxx was born, so for them that was the be all and end all, they've had a boy
that's great. So then when my mum got pregnant with my younger sister, my
mum, my dad didn't want her he wanted her aborted, you know when he found
out she was a girl, he didn't want her at all.

-69-



Using an izzat lens, the subtext is that having girlsd ower s a B(thevoslsim e a d
Panjabi are 6dseerh nechae karnad) because he
them providing for him. Moreover, it demonstrates that he has absolute power over her

body. This undervaluation and devaluation of the life of a woman is a strong thread

through many of the narratives. Palki talks about the fact that boys are

wrapped in cotton wool, they can't think for themselves, like they're made
to think that they're the king of their kingdom, then they go out into the real
world and they can't match any expectation. Whereas as a girl you have no
expectation, you're constantly told that you can't do things, so you try really hard
and | was determined that | was going to be different.

Palki was able to channel the way she felt to produce better outcomes for herself.
Interestingly, a number of the Indian heritage women suggested that the disparity
between boys and girls did not extend to education; Prem said:

There were things that girls could do and things that the boys could do.

Cleaning was a girl thing. But education was something both boys and girls
could do.

é a n Asha:

| 6m not s usuafoi atl famikhes (that all the girls and boys went to
school) , but it certainly was in our family, O6c
remember education as being of great value.

However, for many of the women, gender disparity because of the hold of izzat meant
that they were prevented from doing things which might give them greater autonomy. A

number of the women usedtheword 6t r ust 0. For exampl e, Rodel

The thing was, my mum never used to let me out and | used to think that

was so unfair. twassounf air, because | felt |ike she

never allowed out. My brothers were allowed, wel | , to be honest wi
boys and girls are always seen differently in our culture, I think. | think my mum

was ableto,sor t of , er , it wasnot more trust, but
boys, they can probably deal with anything, whereas she was more worried

about me. But | just think thatés a | oad of

The baradar i 6s Radela wasntheidréving eleinentvin her hot being
allowed out. This difference in boundaries created by applying the izzat lens is also
replayed in the attitudes of some of the boys within the communities. This is mentioned
by Prem: fla British city] boys are just about their fancy cars and old fashioned

at t i t uTtesfactthiat she picks out a particular city suggests that she recognises a
greater sense of parochialism in places that had greater concentrations of BIP
heritages. Furthermore, this kind of male 6 s h o wi n g baradardbmeans that these
boysbuyi nt o 60l d f a stihataceremisddedtwithinizzad e s 6
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l. Izzat: Policing Behaviour, Conformity and Be i nGp o @ 6

It was clear that the majority of the women learned about izzat and their bond to their

family from an early age, and that this was often packaged as responsibility and

upholding the position of the family within the baradari. Whilst there was some overlap

between all three heritages, there were also subtle differences in how it was framed.

Such differences crossed different classes and migrational generations. Many of the

women talked about this way of packaging izzat, such as Palki, wh o slalways i

knew what my responsibilitiasdPrewevhe® fladom & yo
thought about my fAsmprdsgndvas theddsaithatithera were

community eyes everywhere, which meant the women have to be careful about how

they behave, as Randeep explained:i Ther eds Asi ans everywhere ¢
knows each other and it wouldndét be veThiy good
idea that a womanés chywatsketdaes, find the wayshédé s j udge
behaves both inside and outside her home, is very much about power. What is said

within the community about a woman can not only tarnish her reputation, but, more

importantly,i t can makanah gas saédnightig longerbed pur e 6 . Thi s
true for Rodela, whose father died when she was young, meaning her mother had to

take on the patriarchal role with regards to izzat. Rodela described wanting to go to

college and study, but the college she wanted to go to was quite far away. That meant

she had to take public transport, which she did with a school friend who happened to

be a boy:

The community people that, obviously, she [her mum] was friends with
were | ike, AOh my God, your dashagked)eodws goi ng
need to take her back home and get her marri
mum took me back to Bangladesh and she got me engaged and | absolutely
begged my mum not to do that. She did it anyway.

The fact that Rodel abds (@upercetvadfbythebaadiarifaa mi | y h
the cost of Rodel ads happiness typi finthes t he
context of izzat. The fact that Rodela was in the company of a male, who was not an
immediate family member, me ant t hat she was no ,shehadgiter a 6
be contained,and t he only way to do t hdegtimatas to O0al
company of a male; one who was her keeper (i.e. ahusband). Such o6communi ty
policingbis not always done in overt ways, as with Rodela, but also be covertly. The

covert policing happenst hr ough noti ons of o&ébeing goodd.
surveillance, behaviour is monitored in order to ensure that women operate within the

boundaries that izzat has created for them. Being good is packaged as behaving as an

ideal BIP woman, one who is mindful of her family izzat and so behaves accordingly

because of the omnipotent presence of the baradari. This is evident in what was said

-71-



by T aMydadis giiite known in the community so we know we have to

behave in a andbytleevam way o

My mum just stressed to me that Oyoudre ¢
youtobea good gi rl and just remember that your
if you do anything wrong. People will judge us by the way you behave. Our
baradari areever ywher e 6.

The relationship between women and their par
girl, and being 6trustedd (to make good choi

Rodela: | know at the back of mymind t hat really 1 &d&m a good ct
Raheena: always be good
JeevannLook, youbre going to University, I want

Sabar: 1 f | thought | 6d di sappointed my parents
would be, you know, | would be devastated [devastatingly]! | would be just like,
oh my God, what can | do to make this better [worriedly]?

Prem:1 &6 m more up frontfeeél widahd sialy wmaitad ter
because if youdbre a good girl y o [mothveiiid ldw] s h o w
and sisters in law that you can take anything they say and not answer back.

Prem acknowledges the positioning hierarchy imposed by marriage for women across
all three heritages. Equally, there was a collective understanding of what it meant to be
6good6, meamiermsensiblb,dahetwwheéeheir responsiibhilitie

terms of what they could and could not do. Zahra, for example, said:

|l dondét really care about the izzat thing
my mind that really I 6m a good child and | d
t h evg got nothing to worry about.

The fact Zahra is having to preface thatshedoes not do anything O6bad
child means that she does actually operate within the boundaries drawn up for her by

izzat, and some of that is about her sensitivity about how her family are viewed within

the community. This is echoed by Karjolwh 0 s lehave had izzat mentioned to me,

but not a | ot because | 6veBwnl Wwaysg,Besat neadl
sensible enough to do the 6righto thing whic
about her behaviour reflecting on how her family are perceived. She talked about how

she operated within her hometown because of her family:

|l wasndét a bad girl, | didndét do anything
[home town] because I've got older brothers, they're going to go mental, it's not
going to look good on them, it's not going to look good on my parents.

Thus her behaviour is not just about her and consequences for her, but about
consequences for her whole family, because people will judge her family on her
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behaviour, noth e r b r dhishdiscrepadcy between the sexes, which then clearly

demarcates the reach of izzat, is further clarified by Prem:

My brothers were allowed to go out; they were allowed to come in
whenever. They would just do their own thing from about college time. Yeah,
clubbing hanging and stuff.

She goes onto say:

| wasn't really allowed to go out through school/through college, um when
| mean out, | mean out late at night. When | went to [university] and | came back
after a year, | think my parents were a lot more chilled, so | used to go out to
student events and they never said anything to be honest.

However, she then expands by saying:

My brother would always pick me up so, whether it was at three o'clock in
the morning, four o'clock in the morning. | was really lucky and as a result |
didn't take the mick.

From this, it is clear that her brother had taken on the role of enforcing boundaries.

Prem talks about the fact that  twas aflowed to come in whenevero but as a girl

Prem had to be protected and therefore, had to be picked up. This notion of being
6goodoéindicedsy it he comment Al di dn fttalsotslolwe t he
how to some extent the women are also judging themselves through izzat, and self-

policing their behaviour to conform. Prem also talked about how her brother told her

before she went to uni to:

not be one of those girls who are sick [through drinking] unable to walk,
just standing in a heapo And I've always kept that through to now. Because he
was kind of giving me that freedom to be myself, but giving me that little bit of a
boundary, going O6just don't do thaté, you kn
glad he said that to me, because | go out, | come in at whatever hour, but never
in that state.

There are three significant issues evident in Premd somments, above. Firstly, there is

a discrepancy in the treatment by her parents of Prem and her brothers. This gender

bias is very much about izzat and conformity to the expectations of the community

gaze. Secondly, Prem feels grateful in what she perceivesasb ei ng Otahavecawe d 6
similar level of autonomy to her brothers, and finally that her brothers, also within the
remitofizzat, felt they were all owed t,thegigatest i ced h
policing of behaviour came from an awareness or mindfulness of what people (so

baradari) would say. Aadhya stresses just how important this element of policing was

and is in her life:

for my mum that [izzat] was the main, the be end you know of everything,
it's like what will people say, don't do that, what will people say, don't go there,
what will people say, don't talk to that person, what will people say, don't wear
this, don't wear that, don't do this, don't do that, it was our whole life is/was
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dictated by what will people say, you know no matter how miserable you may be
it doesn't matter as long as people don't say anything bad about you.

For Aadhya the most frustrating element of this was that she felt that the wider
community would judge her and that the reach of izzat seriously curtailed how she lived
her life:

They're going to say bad things about you anyway. It doesn't matter, you
know they, they make up stories, they say they see us doing this and that when
we're nowhere near that place. It's like people have nothing better to do, you
know, but she's [her mum] dictated our whole life through what will people say,
you know, we weren't allowed to mix with our relatives; weren't allowed to go to
parties; weren't allowed to go to weddings and things... Oh no, you know it's
shameful, people are going to see you out and they're going to, you know, say
bad things about you and stuff.

Living within this izzat-induced existen ce ¢l early i mpacted negativ
wellbeing: she revealed that she had suffered several mental health breakdowns. She

identified learning, and particularly reading, as a way of dealing with her emotional

state. Shesaysiil | oved r e a dit'sthg éagdrnegsuiodeam, it's the, um,

escapism | suppose, you know, you sort of forget all your worries and just read

r e al Bomwhildt her mother did not value education for girls, for Aadhya it was a way

of coping with the stress of living within the confines of izzat. This was also true for both

Palki and Megh, who both stressed the relevance of the perceptions of the community

with regards to what they were and were not allowed to do:

The neighbours woul d, | i ke, satetim my mun
town with ghetmuplivasShéi ke 6you know what, I W
your life and as long as you, you know, never embarrass me, but just make me
proud with your educationd.

P a | knundfsames her expectation of behaviour that will not bring shame on her
(perhaps because as a single parent she is acting in a pseudo male role) and more
importantly she stresses that she is allowing post-compulsory education to happen but
that she wants it to be used to bring positive benefits to the family in terms of social

community standing. This is also the case with Megh:

My dad said 6okay you want to go to colleg
but | don't want someone knocking on my door
seeing us out and about and then phoning my dad and saying we just saw your
daughter in that shop you know. So he said,

want to receive the phone call that, you know, your daughter was seen with a
boy or t hi n.@athdtwds his liiggest féar.

Meghodés father is making a similar connection
incorporating notions of freedom for her. He is making it explicitly clear that he is
6all owi ngd her t opost-eompulsdryregucation bueveachiognhér that f

this freedom lies within an expected code of conduct, one which is based on protecting
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his izzat by not associating with boys. Such prohibition of communicating or being seen
with males was evident mostly in the narratives of Bangladeshi and Pakistani heritage
women. Among the Indian heritage women, the rhetoric changed slightly, in that such
association was not forbidden, but it was still framed within expected outcomes. For
example, Ganga explains the dalkéher mother had with her about boys and
relationships before she went to university:

My mum says as | ong as yof[bavitheexdaltreladoos] anyt h
i t 6 dto lake boyfriends] obviously make sure that they [the boyfriends] are the
same religion and casteé But I donot know
shefeamumlj ust saying it so that we wondét do i

do anything to make sure that we are careful and so that no-one sees anything,
because if we get seen then people start talking.

Hence Ganga is allowed friendships with boys, but not allowed to let that develop into

anything sexual. By putting in the caveat about reli
ensuring that if Ganga must operate outside of what is approved of by the community,

then the males Ganga associates with have to be compatible with her family, which in

turn means that Ganga can enter into a sanctioned relationship (such as marriage) with

that male. However, even for Ganga, there is the warning to conduct any sort of

relationship discreetly because there are community eyes everywhere Gang a 6 s

mo t h eamfhentsshowjusthow i mportant the community 06g:

lives.

b. ldentity and Belonging

Mass immigration to Britain in the 1950s, 60s and 70s brought with it new discussions
about how people, particularly new arrivals, should be labelled, and whether these
immigrants could ever be termed British. These discussions took place in Parliament,
in the media, and at grassroots level. An examination of contemporary parliamentary
papers, television programmes and newspapers reveals a level of societal panic about
the integrity of the white British identity, and whether the immigrants could ever truly
belong to, and in, Britain. En o ¢ h P @96&divérsHos bloodbéspeech to a
Conservative Association meeting in Birmingham, which argued vehemently against
the possibility and indeed desirability of immigrant integration, was only one example of
this 6 ma . ¥dious acts of parliament, such as the Race Relations Act 1965 (amended
in 1968), the Race Relations Act 1976, and others through to the Equality Act 2010),
are in part intended to limit divisive public rhetoric about race and immigration. The
reality is that whilst they outlaw various forms of discrimination, their efficacy in
stopping racist speech is questionable. Moreover, concurrent with this legislation, more
subtle attempts to question minority ethnic peopled Britishness emerged through other

media, an example being a 1990 interview with the Member of Parliament (M.P)
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Norman Tebbit, in which he suggested, during a cricket test match, that British minority

ethnic people would always have loyalties elsewhere, and support cricket teams other

than England for that reason (Fisher, 1990). The impactofr het or i ¢, debate a
about I mmi gr wastwideSprebd) igflagnding, ansongst others, the labour

and housing markets, and, most pertinent to this thesis, education.

Alongside labels of identification, there was also discussion about whether it was

possible to be British and something else. Tomlinson (2014) argues that there was a

Acul tur al and political resistance by the wh
oo O0Asiand, and British.o0o (pl04). She states
issue, particularly in education. This issue of identification is tied very firmly with

notions of belonging. Belonging can arguably only occur if individuals feel comfortable

and at ease, and this is governed not only by the self, but also by external

stakeholders, such as those that legislate (parliament), those that inform (the media),

and those that educate (teachers). Thus, rhetoric clearly plays an immense role in

notions of identity and self-identification, and could ultimately, therefore, impact

educational achievement.

Other rhetoric that emerged concerned the nature of an ideally cohesive society, and

whet her minority ethnic communities ought to
terms carried extremely loaded implications for the way in which minority ethic people

were expected to live their lives intheird e w h o me 6 . @s3irhilatedwas seem to

mean the retention of individual and cultural identities but with compliance with

dominant codes of conduct, and of course observing laws, whilst the term déntegrated

usually implied active and passive absorption the more dominant cultural norms. There

were (and are) conversations considering the extent to which society could become
O6multiculturalé, as in ensuring that peopl e
discrete values, but also live side-by-side with those that did not follow that belief set,

and still be respected as part of a unified society. Bhatt (2012, p8) raises the notion of
Aicommunal purityd and Agoodd minorities as o
how some Hindus and Si khs fidemandthedthant 0 be a
AAsi ans 0 af t ebecausdtieey Ralt€dt or ibet s ecogni sed as Al
minorities committed fully to Britishnessodo a
and educationd, thus completely diidntsandent t o
trouble makers. Hefur t her st at es tdflbdrty andfreeddnigandgfu a g e
fivomends and s ex wa ldireetad against Muslitn poputations as a test of

their accept anc ep9p This potisone previously made sydModood

(2010, p3) who states it was fAironico that n
step up and be Britisho at the same time as

easing of identity pressures and greater freedom to mix and match identities on an
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i ndividual that this links diredtly t@avisiglel signs of difference, and of an

Islamic identity, such as women who wear headscarves.

Many, such as Rushdie (1991), argue that colour is a barrier to this notion of a

cohesive society. He states that the goalpost was forever being moved when it came to
equity between blacks and whites, the word 6
description, and in direct opposition to the word white, for anyone who was not white:

i At f iamr et t owd , t he goal was Ointegration. q
mean O6assimilationd: a black man could only
behaving |like a white one. After dédintegratio

once again, this sounded virtuous and desirable, but what it meant in practice was that
blacks should be persuaded to live peaceably with whites, in spite of all the injustices

done to them every day. The call for o6racial
upandsmilewhi | e not hing was done about our griev
catchword: &émulticulturalismdéd. . . Multicult
Britainbés blacks, and it ought to be exposed

theshamei t i so0 (pl137)

For Rushdie, to revert the discussion to how
notions of difference. More than twenty years after Rushdie wrote this, British society is

still grappling with this concept of ordering or grouping. Wade (2014) argues that the

distinction between ethnicity and race is unclear. Essentially, both terms create a

notion of 6 of medercamndlowsidérs, and lagiklation such as the UK Race

Relations Act (which is meant to be antiracist) it e n d s déd race and ethnicity as

e gui v apb9)nWadle frther argues that official ethnicity categories, such as white

European, Asian, and Black, are rooted in colonial history, which created labels based

on groupings, which in turn divides people further. Yuval-Davis (2011) argues that on a

global scale, classifications of strangers - those who are seen not to belong -are

frequently modified and contested. Such contestations are often accompanied by a

range of frictions alongofkethmeascascwéltluras i
societi es anDbivisions and kiesabchids pra §f course inherent to all
communities, including the &éminority,idst hni co
not uncommon to hear a Sikh person calling a Muslimper son a Opaki 0.
However, it is not just O0o0other sod6 widieiduals e abl
themselves can also choose not to belong. For example, some first-generation

migrants never really felt that Britain was their home. They came with a specific

purpose, to make money, and the intention wa
and better housing. Since they were Ovisitor

from the dhativesdé However, subsequent generations tend not to hold this &isitor and
hostémentality. To them, there is no sense of being beholden to anyone; Britain is their
home, and they expect full participation and rights alongside every other citizen

(Wilson, 1978; Aston, Hooker, Page, & Willison, 2007).
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The theme of belonging and how it is negotiated is also very important to the women in

this thesis. However, it is very nuanced, and complex to unpack, primarily because the

women themselves change their own stand within their story. An example is the way

that some ofthem at ti mes homogenise 6Asian culturebd
6Bangl adeshi 6, o6l ndiand, OPakistani o, OEnglii
unwittingly relates directly to racist stereotyping, both within BIP communities and in

wider society. Anumber of the women used the | abel 0
0 A s joaanéof the BIP labels,f or exampl e 6British I ndianbd ¢
example, Premsays:fil ' m Br i t i sh t#eedstablishmenat)s Itihleg t(o terr

implying that she has been given the label. This is something that Radwa also

mentioned:

They class us as, they say O6your communi't
consider our community, because they do, as being Asians. So, i f | 6m an
my community is Asian , if 1'dm white my community wil/
dondot actwually c¢class that as a community, |
neighbours,peopl e | associate with, you knowé
Radwa, like Prem, constructs a notional dialogue between 6t hem andwhig 6. Eve
she is discussing how she is viewed by 6t hem
6our 6, thereby becoming complicit within the

makes some bold inferences, in which she uses stereotypes:

I've never really been able to connect with English people, to people of a
different culture because there is such a big cultural difference you know, they
drink, they take drugs, they eat meat, you know, pork or whatever, and for me
that would have been a big deal for me. You know | don't think | could live like
that.

A a d hy a {pasitionieglisfvery interesting. She uses the term 6Engl i
suggesting she does not self-identify as English and then by homogenising all English

people as shedoes,i mpl i es a sense of extreme differen

Premself<i dent i Bresiadh. Meahi sgophat she didnodt

with the prefix of either Asian or Indian. She goes onto state:

&ause | originally used to say I'm Indian, a few years ago, | think that was
more my parents influence. Then | started calling myself Asian, but I'm not even
Asian, I'm British. My parents have Indian heritage, I'm not Indian, because | went
to India two years ago. | went to Delhi, | have a love/hate with India, sometimes |
love it sometimes | hate it, went to Delhi, and | have no association with peoplein
Delhi. And then when we went back to Panjab, yes I've got a culture association
with Panjab, but that doesn't mean that I'm Indian, so | started saying to my dad
I'm not Indian, I'm Panjabi. And he was like Panjab is a state of India, and | was
like | don't care, how many states are there in India which | can't associate
myself? | can only associate myself with one of them because of the influences
that you've bought culturally to England. But | can't, | can't say that I've got a
connection to India, it might, it might be quite sad to say, but that's how | feel.
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Prem does not identify with being Indian because she sees the country as an
association of differing states with different identities, with none of which (apart from
the Panjab) she can identify. Similarly, it is interesting to note how her viewpoint is
di fferent t o seemsrtoséedndiaasn@hole, atieast insofar as his self-
labelling goes. Jeevan went further than Prem, expressing pride at being a Panjabi, but
also notes that she did not really experience that feeling until she went to university,
where she fivas surrounded by white peopleo, but she also says that being Panjabi
is only one facet of her, and it is secondary to her westernidentity: il am Panj abi I
ités ancillary to tBy wesngrhhei dermf 6mesoder
commenting on the fact that she does not want to conform to the structures such as
izzat that are not perceived to be in western identity. However, she emphatically self-
identified as being primarily British, despite how some others felt she should be
defined:
| am British, my friends ar e Bri ti sh. But my grandpar
Il ndi an, yRBritish,rbetlwoalt say | am.
This difference between Jeevan and her grandparents (who are first-generation

migrants) highlights the attitudinal shift away from the host and visitor mentality.

Rodela has similar feelings about where she feels she belongs:

|l 6m very proud to be Asi an. Il 6m very proud
know, |l 6m really proud, you know, t hat , of 1
woul d class this as home, although some peopl

that might not be, 86 becauseboorfn nhye rsekéi nt hciosl oiu
for me.

Whil st Rodel a i s ,9pe odaés tmotbhei deArsti iafnydaswi t h

I donét really know about Bangladesh very
er m, a | ot of , you know, | 6ve been there onc
there for my honeymoon, ermé and thatds it
usonBangl adesh and it wasno6t a really, a majol
you, because it was one of t he wor st me mor | €

to that as well. But now it was one of the best memories now, because,
obviously, me and my partner went on honeymoon there and it was, it was a
total part of Banglades h , and itdéds amazing, you know?

Rodel abs experiences of Bangl adeshandind y r el a
second out of choice. Equally interesting, she makes a differentiation between her

culture and Bangladeshi culture:

|l 6m very happy to talk about my culture of
be able to talk about the whole Bangladeshi culture as a whole, you know.
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Whi | st sRardtieelceuldl be analysed through a different lens (perhaps a Sylhet/
non Sylheti one where class could be seen as the most important feature), the key
element of the narrative is the pertinence Rodela draws to herself. Rodela refers to my
culture and how | do things which seems to indicate that she has, internally, had to

reject the concept of culture that is normally accepted (i.e. common traits shared by

many), and recreat e 0 cThisdifierergigionalsarlylemancages i ndi v
her |l ived experi ence andthe geBgraptichl bochtosthati® her i t a
Bangladesh. She strongly i denhdmked ess wihtenh, an
constantly mentionsthati ét hi s i s home for me. 0

This question of where felt like home features strongly in how the women chose to
label themselves. For example, Sabar, who came to Britain as a child at the age of five,
and then went back to the country of her birth regularly (almost every year), does not
regard Britain as home, and regards herself as a migrant:

| still have that migrant mentality, because some people picked me up at
work over it because they said, 60h, wher e
holiday, arenét you?6 agai dng,saliadm g@gdNondg Homa
see Goa as my home. | will always be Goan, first and foremost. It will be, and
itds not even that 1 6m Indian and you stil/l
even, theyodll say theydranGoaonorfmest hatodi an
s ame, itos that I 61 1 be Goan first and t hen
| suppose Goan first and then British. Er m,
l ndi an bit, because itds nevehofhndmdpactonndi ad s
on me, because when | left Goa it was still very much Portuguese mentality.

She goes onto say:

The crowds, the heat, the smells, all of that is the experience. | loveit. |

love going, | love driving out there [enthusiastically]. Ités mental, but
smells, you know, you know, everything about it, the, the markets, the, you

know, | ooking around, how you shop there, ev
and when | come back to England sometimes, | think, oh [disappointedly], you

know, the first week back | always thi n k , 6 God, itdos so sterile

For Sabar Goa is home, even though she lives in Britain. This is also true for Asha,
who arrived in Britain at the age of eight. When explaining how she saw herself, she
strongly identified with the Panjab:

Ontheforms,I al ways put British Indian but |
British person. | am Panjabi, and I live in Britain.

N

Sabar then expands what she means by saying:

|l &m both really, b ot h Panjabinessncpnoes buamore t o me .
when | 6m with Asian people and at events or
Britishness comes out more. One i.snbd6t more d

A sense of home and entitlement to being accepted as British seemed to be very
dependent on the age of the women, and, more noticeably, whether they migrated to

the UK after the age of starting school. With the older Indian heritage women, there
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was no reticence in verbalising this idea of belonging. The majority of these women
stated a preference for where they were born or had heritage from. Interestingly, if they
were born in India, their affiliation was to particular states, rather than India as a whole,
or whether they felt at home in Britain. This affiliation with their region, rather than their
nation maybe partly to do with the size of India. This6 r e g i 0 waa hot tlse roase
with the Bangladeshi or Pakistani heritage women. Belonging in this instance was
based around the country of origin. For example,Ha f s a Iswas/b®rn hdiie but I'm
P a k i s tHafeaisgent a large chunk of her childhood going back to Pakistan for
several months at a time and this may explain how she identifies her sense of
belonging. Palki who was born in Britain, initially says:

I'm Bangladeshi, that's important, that is a really important to me more so
now than ever. So that's probably how | would identify.

When asked why now more than ever, she replied that this was because she was living

in an environment that was predominately white. This is particularly interesting

because it highlights the need to keep a sense of identity linked to heritage in a more

conscious way. Shethengoesontosay: AiBut | ' m British first of
through. o

So for Palki, being both Bangladeshi and British are not separate things. Although she
6identi fiesb6b as Bangl adeshi in response to h
strength of her British identity. Another fascinating discussion to emerge from the

women 6 s n a rcaneeneéd vhe gse of @ritishdor &nglishd f o r -relatedtselfo n

identity. The dialogue that surfaced was around notions of colour. The popular

consensus seemed to be that to be English, a person has to be white, but being British

was more . For example, Taani said:

My ethnicity is Bangl adeshi but | was bor |
Bengal because English is more dominant in
Engli sh because t orsan#hoiigcalairaly Englisht e pe

Prem expanded on this:
l "' m not Engli sh, | 6m Briti sh. '"Cause | t hi
English being with white, a white person, who doesn't have, who has, like, pure

English blood. So people who born and bred in England, who have kids from
England etc. etc.

So when | asked about her future children and whether they would then be English
because they would be éborn and bred6é from p
replied:

Wow, that's a good question. | don't know, it's not something I've thought

about yet. But 1 don't feel as I'm English, because I don't, | look at myself and I'm
not white, if that makes sense.

So | then asked if being English equated to being white and she said:
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A little bit, and without having other cultural influences. So perhaps if | was
Indian being brought up in a white family, and | had no other cultural association
with anywhere then | might call myself English.

This was also something that Palki narrated:

I 6ot English, I don't say English actually. | don't know [why], | think I, |
think when | think of identity | think of na
wording than anything more if that makes sense. But | think everyone can see
I'm incredibly Westernised, so yeah I'd probably just say British because that's
what it says on my passport.

The exception to this way of introducing colour as a determinant of Englishness was
Radwa:

I personally think | 6m Engli sh, Il 6m Briti:
the day, the, | only came to this realisation a couple of, a couple of years ago,
and before | would actually class myself as a British Pakistani.

Thus for Radwa, the terms English and British were interchangeable, and not separate

entities.

Randeepbs response was particularl yenityht er e st
and belonging:

I don't know who I am... and that's... | don't have an identity, because I'm
not Indian and I'm not English. I'm somewhere in the middle, where | just happen
to float, becauseé | don't think. .. hawcause
an identity. I was born here, but | don't feel I'm... | mean yeah I'm probably
British. Well | am British 'cause | was born here, but I don't, | don't feel I'm wholly
British or I'm wholly Indian either. That's the one thing | would say is that | don't
fit in anywhere, that's something that's stuck with me all my life... even now... |
don't belong, I don't belong in India and | sometimes think that we necessarily,
I'm probably more comfortable here, | would probably live here - of course |
would live here i have all my life, | wouldn't live in India, but | don't think you
ever truly fit do you?

Randeep talks about comfort rather than belonging. She says that she feels more

comfortable in Britain than India; however, she still perceives herself to be an outsider

in both places. Ra n d e e mmeas roswhalyhbelongimgr ds 6 dond
anywhere. This idea of being 6too British to
popular one in Bollywood films and music, where British BIP heritage people, but

particularly women, are represented as having lost their way. However, the approach

implies that identity is static, and binary.

Difference via the construct of class also arose in the narratives. Rodela spoke about
6chavvyod6 peopl e who htadhomBrenratssagiuwaedtShetaked el der
about going to school with mainly white people:

There was one other Indian girl at school and that was it, other than that
they were white people. Um, and as I've grown up, I've now realised that actually
| have a different background to what they had, because they were I think as the
term would call it a bit chavvy - they were allowed to go to the park drink their
cider I wasn't.
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For Prem going to a park and drinkingc i der at 15 orThittermwas Ochayv
overwhelmingly pejorative, but Prem then continues by assigning positive attributes to

some of these her classmates:

But some of the girls were actually really good, | remember one girl, she
was more of the leader of the pack, you know out with loads of boys and stuff
like that, go out smoking go out drinking, and | think we were hanging out one
time, and the girls were getting, | think they were getting high or they were
smoking, and | was like Chelsey what was going on there? And she actually said
Prem you don't want to get into this, so she, | won't ever forget that because | felt
a little bit protected, so it was like, you don't need to get into this, just hang out
with us, but don't do this stuff.

Prem, like Aadhya, conflates drugs and smoking but also stresses that she felt
6protectedéd. This handing over responsibilit

the 6righté or 6éhonourabled thing to someone

system of difference, othering and izzat actuallyis. Equal | y i nteresting i
| eader of the packé also applies difference
in the group, Prem is told that the 6stuff b

c. Lanquage and ldentity Positioning

Izzat and language used to identify both oneself and others is critical to forming an

understanding of how it can reinforce and perpetuate structures of inclusion and

exclusion, and ultimately racism. An example of thisistheusageof t he ter ms O6c¢c
and o6desi 6. A coconut is a racialized repre
6acts whitebo, a person who is brown on the o
based on, firstly, a problematic homogenisation of whatisdeeme d t o be o6whit e

English culture, and secondly, on an ontology that suggests difference based on skin

col our, and, ultimately, notions of 6ot her ne
i mplies betrayal to onebs § eanbetusedfordiasporic as Ki
people who may be either fAconfusedd or f#fl ost
their O60rootsdé in order to become their true
the word 6deshd which s wipohisfisedtddadotey means 6|
6homel and?d The word desi is used in a varie

experiences such as desi khana (home or authentic culture food), desi clothes, desi
music and desi behaviours or, to put it another way for the latter, behaviour rooted in
an understanding of the cultural confines of izzat. | have been called a coconut on
numerous occasions because of my viewpoints about equality, and specifically for
questioning why male izzat should dictate what roles women have to have within family
life. Prem, interestingly, used the same term when she talked about herself:

I've got a lot of Indian tendencies, so at a lot of people say I'm pretty fresh,
not exactly coconut, because | listen to my Indian music.
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By usingtheterm6f r eshé she is connoting the term o6f
has only just recently arrived in Britain and does not understand how British BIP people
functi on. She makes a distinction between Of
there is a hierarchy and equally, attributable practices to both labels. When asked
what she meant by the term coconut she said:

As in, more of the English ways, so | like my Indian music, | like my Indian
food, | speak Punjabi, | have these little habits that | know are prone from an
Indian heritage that I've picked up from my gran, I've picked up from my mum.

And so in that sense that's why | can't call myself English, because those little
things make up who | am and they're more Indian then they are English.

By doing the things that she has learnt from her grandmother and mother, Prem is
actually gaining cultural capital and theref
clarifies what the term coconut means:

A coconut is something | heard growing up, and | think it's when Asian
people disassociate themselves with their cultural upbringing.

This term coconut was also used by Randeep, who was explaining about Indian
heritage people who did not really know who they were, or where they fitted in. She
explained that it is a label for people who aspire to an identity that denies their heritage:
If  was someone who hated Indian music, hated Indian food, wanted to be
more English, and say oh no that's not me [not Indian heritage]. That's where
you're called coconut.
This polarisation of identity based on how 0
codes governing how you represent yourself, and how closely you observe the rule
structure, is about izzat, and particularly about the way its structures are implicit within
the positioning of women. Women have to behave in a way that is culturally
appropriate or risk not only the status and respect afforded to their families, as
di scussed in section A of this chapter, but
exertion of izzat on the positioning of women, and ultimately their standing as a

members of a community, cannot be underestimated.

d. lzzat, Religion and Dress

For a number of the women in this study, religion played a significant part in their daily
lives. This ranged from how they viewed their own identity, to the development of voice
and even how they perceived their place in not just the UK but the world. ONS (2012)
figures from the 2011 census suggest that Islam (4.4%) is the second largest religious
group in the UK, the first being Christianity (59.5%). Approximately four in ten who
declared themselves as Muslim reported their ethnicity as Pakistani; furthermore,

almost half of all self-reported Muslims were born in the UK Hinduism (1.3%) was the
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fourth largest, after those who declared they had no religion, in third place. Sikhism

constituted a smaller percentage, at 0.7%. However, this data does not of course

indicate how much importance people place on this identification.

The majority of the women, with the exception of Rodela and Palki, were keen to stress

their religion as a component of their identity. The older narrators, with the exception of

Tej, acknowledged their religion, and apart from Ganga, Jeevan, and Tarsem, so did

the younger narrators. This is particularly interesting because from what some of the

women are saying, and from personal experience, there is a growing awareness of,

and affiliation to, religious identity, amongst, particularly, Muslim and Sikh youth. There

is a desire, on the parts of some young people, to read religious scriptures for

themselves to better understand their heritage. Whilst it is outside of the scope of this

thesis to examine this phenomenon, it does warrant further investigation, because it
canleadtothelabeling and probl ematic noun 6fundament a
respect to young Muslims. Amongst young Sikh
movement in the UK, within which interpretations of scripture are divisive. More

extreme interpretations are evident in punitive action against young people who chose

to live a life not totally governed by the rules of izzat. An example would be groups of

young men boycotting mixed heritage (between Sikhs and other religions) marriage

ceremonies at gudwaras (Neiyyar & Khatkar, 2013; Dearden, 2015; Parveen, 2016.)

Karjol voices how she wanted to go to the gudwara to:

celebrate all the religious events, suchasGuruNana k 6s bi rt hday, an
tothegudwara every weekend. éAs | 6ve got ol der
more. Peopl e tend to think that because we go v
forced to go, but we go out of choice.

This desire to 6go out of choiced and | earn

women who acknowledged religious affiliation, it was also true for the Pakistani and

Bangladeshi heritage women. For example, Palki talks about having to go to Arabic

classes for two hours every evening Monday to Friday and learning to recite the Koran

and learning,it o do praye.sr Howe sd ru,f fdges that whdsksheo wl e

was growingup,sheiir eal 'y struggled to iplmanlyi fy with

b e c aus avouddnask nfy mum and my dad questions about our religion and

they could never explain stuff 6, and so she could not get t

She explains that ités partly because of the
In Islam you learn everything in Arabic, but just because you learnt to read

it doesn't mean you understand it. So | didn't understand why | was being forced,

almost, to learn something, but then | couldn't understand the meaning of it. Um,

and | asked for a very long time, like, I'd ask questions, but my questions were

not welcome. | was just told to just learn, kind of thing. And then I'd be told all
these stories, and again, I'd challenge those stories, like it's all superstitions and
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stuff; again | think I'm just quite a practical thinker and um I think, | dunno I think,
I just asked a lot of questions and they probably weren't very welcome.

Equally, she could not reconcile what she saw with what she was being told. For

example, she says:

My dad would go and play the lottery and then say you shouldn't gamble,
and then I'd challenge him and say well playing the lottery is gambling, so how
like how can you be a good Muslim if you do that? And then he'll just say your
mum's raised you wrong and he didn't like to be challenged by us girls, but then |
guess that's what my education did do, it gave me those skills to be able to ask
questions and put two and two together.

This is very telling with regardsto how Pal ki 6s father regards h
wife in relation to how the girls were brought up. By questioning him, Palki is

contravening the unspoken rules of izzat, and that is because her mother did not

enforce understanding of thoserules,and s o it i s, in her father
fault. The fact that he is contravening the rules of Islam is irrelevant. As a male, he has

the right of interpretation. Palki goes onto say:

I've studied, like | studied Islam extensively when | was at school, like | did
a GCSE in it, I got an A*init, like | understood it, | understood bits of my religion
that | don't think members of my family did, which is why | was so inquisitiveé
And um, I just feel like I've been let down a lot by what I've been told about my
religion from people if that makes sense.

For Palki, this understanding of her religion brought her into direct conflict with other

members of her wider family and community. With the ability to read and access wider

information easily, thereis a better dédunderstandingd of secr
that a |l ot of the younger people are better
religion than perhaps their parents were. This is predominantly pertinent to the working

class children whose parents often came from rural communities and who could not

write or read any language, and so it was easier to confuse religious expectations with

cultural (i.e. izzat) doctrines. Whilst it is acknowledged that the way religion is practised

relies heavily on an oral tradition,itwas practi sed from observat.i
and within the confines of what male elders in villages stipulated.

Another interesting facet about religion and izzat was regarding the way both of the

Muslim women who had married white men had to ensure that their husbands-to-be

firstly converted to Islam. For Palki, the conversion was not for religious reasons,

because she herself was not sure how strongly she affiliated to Islam, but in order to
prevent her motherfrombei ng O6shamedd by the baradari. P

If someone asks then my mum can say yeah you know what Palki is
married, she married to a guy that converted, so there's no embarrassment to my
mum so that was very important to me.

With the non-Muslim women who had married outside of their heritage religion, this

partner conversion was not expected, or was not voiced as being expected. However,
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izzat manifested in other ways, such as not being acknowledged by the community, or
by not being invited to religious events where the wider community would be present.

Tej talks about how when her first child was born, she did not get the customary visits
from members of the community, but more importantly, she did not get the birth

ceremonies from her parents and brother:

|l suppose the only time it really hurt wa!
functions and stuff for my daughter because
and brother never came with the stuff they a
anything.ltwas my own faulté choice to marry a whi

6Marrying outd has not meant that Tej has be
speaks to her; however, she has been cut out of the traditions and customs because

she violated the confines of izzat, and are, perhaps, victims of racism.

For many of the women, religion was deemed to be an integral part of their identity, as

Amal pointed out:

Muslim is who | am inside, Asian is who | look like, and Britain is where |
live, and all these identities are nestedwithi n you and | dondét thin
separate either of those and none of them are in conflict with each other.

For Amal this did not happen by chance:

| do believe that, going back to the issue of being a nuclear family, that also
shaped, that we had less of that problem that some communities, that some of
my friends had, because they always had to be Asian and really identify with
that, whereas we were ok, and my parents didn't really have this great desire to
hold on as much as others. A nuclear family meant that we had less of an
identity problem.

Because Amal grew up in a white area without any extended family or community that

shared heritage with them, she feels that they managed to escape the confines of

adhesion to a single cultural identity.

Keddie (2011) indicates that whilst there has been historic mistrust between Islam and

6t he west 0, with the 9/11 terror attacks, t h
positioning of opposites has morphed into increased levels of active suspicion and

even hatred of Muslims from some, and the framing of them as misogynists,

oppressors and terrorists. Furthermore, as Shah and Igbal (2011) highlight, global anti-

Muslim rhetoric is responsible for an increase in religious awareness amongst some

Muslims, and in particular young, diasporic Pakistanis. For a number of the Muslim

women interviewed for this study, arguably prevalent anti-Islamic rhetoric has been a

major influence on their development of self. For example, Taani describes walking

down astreetand havingst r anger s shout out Oftlerkrmaow sit@®mt
not a terrorist itds just thdhefaetthatshhlasto ews h
verbalise that she is not a terrorist is of note, because how she is perceived by others

is clearly impacting on her. Taani recognises that she does not even need to voice
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what her religion is because it is given as being obvious from her hijab. Undoubtedly,

post 9/11, there has been more racism directed towards those who are Muslim and

wear headscarves (Revell, 2012). This was very true for Sadia and her experience of
feeling 6differentdé. Because she wore a head
school itself had very few BIP heritage people, she felt vulnerable. Her experience of

being relegated to persona non grata was exemplified by what she voiced:

| used to go in agroup where everyone was white, and then people never
used to socialise with me, they used to ask
ask mine so | used to feel really left out. They would be like oh um, like when
everything's done the teacher would be like so Sadia what do you think, what did
you discuss in the group, so obviously | used to come up with something '‘oh we
discussed this..." | never said oh they didn't include me.

For Sadia, the isolation she felt was a direct result of looking different.
Her secondary school experiences were no better. She explains how challenging it
became in years 9 and 10 particularly:

It was quite hard, because um, we used to go past people and they'd be like
6Pakisd or 6you | ot eat curryd, Ilike 6get ou
theyéd say it to me when | walked al one, but
to get into a fight and | used to just leave it, | used to be like pathetic.

For Sadia, these experiences tarnished her childhood. She refers to herself as

6pat hbeutti ctbhese experiences wil/l have i mpact e«
school and to a certain extent the compulsory educational system, let her down by not

ensuring an environment that was conducive to learning.

The outward appearance of a person can determine how they are viewed by wider

society. Differences in skin tones, as previously discussed, is one element of outward

appearance, but another is clothing, such as, for some BIP women a headscarf, veil, or

burkha. There are many views about the wearing of a burkha or indeed a hijab. Some

writers, such as Kabeer (2000), argue that wearing a hijab is actually about creating

agency through choice. Furthermore, it could be argued that Muslim women should not

be seen through a reductionist lens that sets up a binary system whereby women in the

west are O0freed and Muslim women are seen to
Rozario (2003) who arguesthata wo man who wears a bur-kha i s
personod and is | abelled Adunapproachabl ebo.

wear these items is not, in this viewpoint, really given credence. However, the argument
is complex. On one hand, many women do chose to wear the hijab, but if that choice is
framed within the cultural confines of izzat, then it cannot really be a choice. Equally
important is that the hijab, as an example, is not necessarily a religious artefact, but, |
believe, an external indicator of belonging. It is a physical expression of a paradigm
shared with others from a similar cultural heritage which, although originally constructed

throughmale-def i ned i zzat rul es, doe s(ZagtouadHzekiela s en
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2016). Nevertheless, for many of the women in this research who wore a hijab, there

was a constant weighing of how others, who were not party to the shared understanding,

would see them. Roseen expressed this fear when she was discussing how others within
heruniversi ty c¢cl ass woul dI|awags usdeeéto havesthiefeasia ing A

li ke 11'dm Bengali, the way | 6m dr esHowshe how a
saw herself was irrelevant at this point, she simply wanted to feel like she belonged,

irrespective of what she looked like or what she was wearing. She further clarified that

she wore a headsc aprdtecteddc a Bed ogtee sthel tmam r i ed,
wear a headscarf. However, after marriage she started:

to practice Islam and it was after that | realised | feel comfortable, | feel that
this is who | améand this is my identity

She does not really clarify why she started to wear it after her marriage, but she does
go onto say:

Er m, |l 6ve never, ever encouraged myhedaugh:
only started wearing about a, er, after my u
started covering from February this year. E
started, whodéds going to be 16 in July, she s
So, lebvveer ,n ever encouraged them to wear heads
theybve done it. The ol der one, sheds just
ités your identity and, you know, this is wh

So whilst Roseen may have come to wearing a headscarf independently, she was still

aware of what it meant with regards to judgements, sound or otherwise, about her

identity. Interestingly, it was reassurance from a tutor that allowed her to gain a sense

of belonging, as the tutoradvised hejusb fiorget how you | ook,
giving, thatds t.hoe Tihmpso retnaanbtl etdhihnegr t o gai n ¢
clarified this point by saying:

|l 6ve realised that it doesnodt matter how
are,youknow, good humans or good people, they,
seethat,and t hatos what | 6ve |l earnt over the yeec

From the starting point of insecurity, Roseen seems now very secure in her own

identity, and also her sense of agency. It is interesting to note that Roseensays6t hat 6 i r
6t hey don dwice. Raseen is im@ytndthat she is aware of some negative

connotation of the hijab, butthat6 g o o d p e o p lit &odhe pesan bgyand the

dress. The headscarf is merely one attribute of her. Her sense of agency is so

developed that she articulates it in terms of any other person with a diverse

background:

I am different so thatdés i mportant to acki
Although we share the race, humanraceorweér e human, we have our
qualities and understanding, but remember | am different and | have my needs.

So, ités |i ke somebody who, who had a disabi

to forget that theyére also humanitdédSoj mpobés
to say, yes, | am Muslim and | have my needs, erm, even like work nowadays, in,
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erm, in, people go out for lunch and do things; | go and do my prayer first and

then do my lunch and everything, and | think my colleagues have understood

thatit hese are her needs. So, itdos | i ke havin
disability, they have their needs and qualit
stop them being an equal, you know, equality in that area.

Roseen embraces the hijab as giving her a greater sense of agency; this was not the
case with all/l of the women who wore it. Aadh
choice, but her husbanddés view of what she s

I had worn jeans and stuff but he wasn't happy about jeans, so it was more
long skirts and shirts and long tops and thing like that so I think that was fine,
that was acceptable, you know, or Asian clothes. But | think we did have
arguments and things about that, you know he wasn't happy about me not
covering my head.

For Aadhya, it was in the end simply easier to comply than to continue to challenge.
Part of the reasoning for wearing the hijab was based on what others would say, and

Hridi voices this when explaining why she wore a hijab:

| feel likeother s woul d be | ooking at me and sayin
one, she should be wearing one. People judge you, and your family, on what you
look like.

This judgement that Hridi refers to is the izzat lens.

For some of the women, there was a conflation between religion and culture. Sadia, for
example, talks about how in her religion the
sexual relations:

because you're meant to cover yourself from boys, before marriage you're
not really meant to like dress up in front of boys because it leads to going into
sexual relationship and all of that stuff, and you're not allowed to have sexual stuff

before marriage. So like you're never meant to feel attracted to boys, a boy is not
even meant to look at you.

She then goes onto say that her religion meant she could not show her hair. This was a
difficult thing for her in primary school, because she felt she was bullied for it, as it was
only her and one other girl, who she became friends with, that wore a headscarf. She
said that:

People used to make comments that oh um you're different, so why are you
different, why do you wear that, why can't you be like us like show your hair, look

at our hair we do it like that. And | used to feel really upset, so I used to go home
and ask my mum.

She stresses that her parents did not force her to wear it, but that her father did suggest
it. This was also what Inaya says. She conce
request:

When | first started to wear the headscarf, | started when | was in year 5,
and to be honest | did wear the headscarf because my dad tell me, told me to.
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Um, when I, um when | got older and | moved secondary school, then | realised |
wasn't doing it for him | was doing it for myself.

The realisation that Inaya had is an interesting one. She talks about the fact that a
headscarf gave her an identity as a Pakistani woman, because although she had been
born in Britain, she remained a Pakistani because of the way she had been brought up.

She says:

My parents have influenced me in a way where they've brought me up in
this Pakistani way which I'm really happy and proud about, and when it comes to
my religion | feel um, um they have taught me about my religion. They brought
me up in the sa- Pakistani um, way, where you know, | wear the clothes, | um
practice um kind of um, in Pakistani culture, wh-what yeah um. | brought up in a
way, in away | would have if | was in Pakistan like but in a kind of, in a British
environment.

Randeep similarly recounts about her upbringing and about how, as a young woman,
she was not allowed to wear certain clothes, such as miniskirts, because they were

immodest. As she says:

It was an izzat thing. But | was a rebel, once | was out of the house | used to
just roll my skirt up. If some auntieji had seen you, then it would have been really
bad, because you would be known as shameless.

The power politics involved within the choices women are allowed to make with regards

to how they clothe their bodies is not just pertinent to the women in this thesis. The tale

of other women being 6too | oosed or 6étoo upt
However, such labelling is particularly detrimental to Muslim women who wear a hijab,

sometimes from within their own communities. For example, Sadia talks about her

secondary school experience:

Secondary was hard as well because | went to another school, and the
school | went, | made new friends but none of them wore a headscarf. So | was
the only person wearing a headscarf, and everyone in the year group used to be
like, how come you wear it and your friends don't wear it blah blah, and one of
my friends kind of got into an argument with me and was like, look you wear a
scarf. People are making comments about us. Maybe you should take it off and
try your hair like that, and I felt really upset; | was like, listen this is my religion,
I'm not going to stop because of you. | know you're a Bengali but not the type of
Bengali that wears a scarf. And some of my friends used to not talk to me and all
of that.

The fact that her hijab was causing attention meant that her own friends turned on her.
They did not want to be seen as different, and since the hijab was a visible sign of
difference, it enabled them to be isolated as a group, but it also had a double impact for
Sadia, because not only was she isolated from her wiser peers, but she was also

isolated from others who shared her heritage.
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e. Summary
In this chapter, | have articulated how constructions of gender, and gender disparity
within family structures, are interlaced with expectational boundaries created by izzat. |
have shown the complexity of labelling of identity both by my narrators and also by the
wider society. | have also discusses how labelling impacts on the language that is used
to denote those who 6transgressd these bound
viewed by the baradari or the educational environments. Both produce the same
outcomes. Doherty and Hughes (2009, p387) suggest tehsa eteemrdm cdosneclefr
the relational correspondence between the real self and the ideal self. This concept
feeds into the construction of identity for some of these women, as arguably, the ideal
self is someone who operates within izzat boundaries. However, as the narratives
show, this is not always the case, raising a question about the self-esteem, by Doherty
and Hughesdé6 definition, at | east, of some or
women comply because of a lack of choice rat her than a desire t¢
by izzatstandards. The noti on of O6homed and belonging,
generations, and the relationship with izzat, is multifaceted. Finally the narratives have
demonstrated how izzat is used to police behaviour and induce conformity within the
culturally constructed package of O6being goo
the izzat lens intersects with education, and is applied by families to that context.
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5 Chapter Five: An Izzat Lens, the Four Pillars and the Intersections
between Family and Education

In this chapter, using an izzat lens, | demonstrate how the family co-constructs the

educational journeys of the women. The chapter starts with an overview of family

structuresand i ntergenerational ties. Many of the
particularly parental sacrifice for the betterment of their children. | will examine how this

sacrifice enables the ties of izzat to be reinforced. All four pillars intersect to inform the

journeys, and so will be used throughout the discussion. A consideration of how some

BI'P heritage people were able to o6trailblaze
a summary concludes the chapter.

Family and family life are pivotal in both the educational journeys of, but also the

outcomes for, individuals. Moreover, izzat informs and enforces the influence of family

on education. The Swann report (1985) suggested that Indian communities have high

academic achievement because of their close-knit extended family units. This notion of

family unit applies equally to Bangladeshi and Pakistani heritage communities, but, as

previously discussed, figures show there is a discrepancy in educational outcomes.

Thus, the difference cannot simply be equated to close-knit family unit membership, but

needs to be critically examined to understand what part not only parental and family

influences play in educational outcomes, but also the mindsets of institutional settings.

a. Family Structures

One theme that arose several times with all three heritage groups was the notion of
individualism within a family unit. A number of the women spoke about the importance
of loyalty to family, and how no single person was more important than the whole unit.
For many, this extended to the generation and dispersal of money. As Radwa
expresses:
With Asians, webre, you know, if youbreté
earning, theyo6re putting in a pot for the wh
This 6communal epedtoby Rardsep,avthosad: r e f

When | was growing up and we all worked, everyone put the money in one
pl ace. I just did it becausegmdnéyattwdsoursehat we

This shared wealth, which can function as outward-facing prosperity, is another way in

which izzat scaffolds how the family is regarded by the baradari. Or, to reframe that,

the 6honourd of the family | ies noldoinj ust i n
external signs of prosperity that can be seen by the baradari. This is further discussed

within chapter six.

Modood et al (1997) stress that it is relatively common for Asian families to live

together in larger units and Knipe (2016) suggests that these tend to be multi-
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generational househol ds. Harrison and Phil i

extended family living under one roof, and thus large accommodation, persists among

many British Asian familiesod (ived2wth, orclosedl | of

to, extended family. For the married Bangladeshi and Pakistani heritage women in

particular, co-located, extended family might include their brothers-in-law and their

wives and children. The picture was slightly more complex for the women who had

married white partners. These women were living in nuclear family units, but

interestingly, were more closely associated with their own extended families, rather

than their white in-laws. However, it should be acknowledged that this type of family

structure and living is not just pertinent to BIP heritage families. With the lack of

affordable housing, many people across Britain, irrespective of heritage, are choosing

to live in multii household dwellings (Pilkauskas & Martinson, 2014).

In the case of BIP-heritage extended family households, all family members are

typically seen as interdependent and respons

mutualism is enclosed within an izzat-framed structure. This in turn impacts on

educational experiences and expectations, and can be sec¢e

experience. He 6chosed to work from the age
encouraged by the tutors to go for further education, he was quite

academic, butin hismind-set he felt that he é&auseheo st ar

had to save money to get my aunt [his older sister] married, so, so he was
thinking family responsibility.

This narrative highlights the difference not only in expectation but also the importance
of family honour or therhadstpbe arcdpdnsibleipatriaroh. Pr emobs
because his fathewaé adn dpespte beibggaoungbr¢hanthis

sister, he had to work to earn money for her dowry because izzat demands it.

Alongside the pre-set roles of responsibility, there were also other gendered
di fferences between fatherso6é6 and mothersodo ro

females in supportive roles:

My mum was such aéer, practical person. S
and, and everything, she made everything forus. Ands heéd just have to
somet hing to, you knowécopy it and make it.
ermé there, ermésupporting and encouragingé
saying [about the value of education]. So, she[hermum] k ept ét he family go
terms of , you know, cooking, cleaning, shopp
think, é you know, she was there, but | t hink
dadds influence more in terms of éyou know, [
education iamg w“s tsetldri es about the past and,
know, ités so important and he wanted us t o,

so forth. (Asha).
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Um my mum was, as you can imagine, she was snowed under 10 kids, um,
she was the typical housewife- she really was the typical. She, she was not
involved in the decision making, all she she did she'd wake up at 7 o'clock, she
would do the breakfast, lunch, dinner, you know get our lunches and and things
like that. Um, whenever we did go to her and ask for something she always you
have to ask your dad, you have to ask your dad. That was always her role. And
my dad was you know, he was the the breadwinner, And in away you know, my
dad, my dad passed away thirteen years ago, when that happened it was really
hard for my mum. 'Cause then all of a sudden we were going to her and then she
used to sit there and say | don't know it was, and it wasn't just in terms of
education it was decision making about anything. But then that's when my older
sisters stepped in, and they took that role of my dad you know, ok so we will
start making that decision (Megh).
Meghdéds narrative firstly demonstrates that h
dissimilar to those in many other families, whatever their colour or heritage, in that time
period (1980s), where there are traditionally set roles for men and women. Secondly,
and more importantly, the narrative highligh

the reinsd aft esuppmsting. many years of

Interestingly, the power status of women does change if the patriarch either becomes

infirm, or dies. Thus, widowed women, and those whose husbands are incapable of
fulfilling the role of patriarmélads @ ,istpuhiedhle a
adopt the traditionally male role of enforcing izzat boundaries. It was interesting to note

that a number of the fathers of the Bangladeshi heritage women in this study had

mental health issues. Whilst an exploration of why that might be is outside of the remit

of this thesis, what is clear is that this situation forced the mother to take on the male

role with regards to izzat and family honour. This is evident in what Aadhya says when

she talks about her childhood:

My mum has always been the dominant person in my family, and my dad
had a bit of a breakdown when | was seven years old. So since then he barely
featured in our lives at all, he was in the house; we knew he was in the house,
we'd talk to him occasionally but he was confined mainly to the bedroom. You
know, he hardly spoke about anything, he hardly had any sort of input in any of
our lives and in what happened to us, it was always my mum who controlled
everything. (Aadhya).

Prem poi nt edgrandmothertwasverpiaftuenialdo [ wi t hin the f al
because her gr andadoghaadad podsng apdherkidsaby
h e r s eThié influence extended to what could and could not be worn by the girls in
the family
| remember sleeveless, sleeveless tops were not allowed until | was 18
because my granny had an issue when | started wearing them, she'd always say

cover your shoulders, and only now like 10 years later, she's finally ok with it.
But even now if | wear a polo neck she's happy as Larry. (Prem).
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The power structure in Prembs family is not
that el ders donét have to Oearnd respect but
another way in which izzat is applied and judged by individuals, family and baradari.

Such intergenerational izzat is expressed in many different ways, but often through

| arge family or community gatherings. Nesbit
celebrations to explain differences between what she refers to as south Asian and

white British family structures. In her research, South Asian children generally had

large, age-irrelevant celebrations with extended family and members of the community,

whereas the white British celebrations were with peers of the child. Within Asian

parties, she stresses, there is always a ritual of feeding each other some of either the

birthday cake, or some mithai (Asian sweetmeats). Cultural practices, such as the
touching of el dersd6 feet in reverenced, are r
also through both mythological storytelling
adhere to this unspoken izzat code are seen as insolent, uncouth or having lost their

6cul tur al rootsd. This is something that Rod
environment that was predominately white problematic because of this lack of respect

for elders:

The people that were there [the workplace], they were really young people
that | would relate to as chavs. Oh my gosh [shocked]! | was just, like, oh

[disappointedly], you know, Ireallyf el t di fferent, because | wa
although | wasndét educated to, | ilfkfiectionh hi ghe
so | knew when to say things and when to stop and | knew that to respect my

elders. Whereasinthis setting | was witnessing things

to her like that [surprise]s heds ol der than you!d you know.
with that.

This 6érespect hi e wesponsihilityvith parents, isone loflthie reasons o

why older siblings often have so much to say in what happens in the life of younger

siblings. Whilst this is very alien to the 215 century eurocentric vision of family life, it

was common across all three heritages examined within this thesis. A number of the

women voiced an acceptance of domination by e
equal to that of their parents. Palki discusses how her elder sister reminded her that

s h e wt@lseryimuch Bengalio t her ef o rsgllverg mueh expestedito

get an arranged marriage and all that kind of thingd and so shgetanhoul d
ideaso. This was said in response to Palki goi |
izzat parameters within which she should fun
thinking that she could go out with boys, or chose her own husband. Taani constructs

this in a positi ve sistaryhabeyrealydelpedon gh ehatwayst efir i
h avian gg oih a to@d bettero By using the word 6hel pedd,

domination as effective support, for which she is grateful. This is an example of how
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this izzat-informed deference to older siblings can also be motivational, and perhaps

good for success on an educational pathway.

I.  Sacrifice and Intergenerational Ties
The themes of sacrifice and intergenerational ties were recurring ones. For example,

Jeevan talked about how she put her familyobs

I listen to my family a lot so | take all their comments on board, so if they
want me to change, then | probably would, because | want my family to be happy.
| think as grandparents for example, they're quite strict, and | think to make them
happier I'd happily do whatever they say.

The inference of the word O6stridahieritagstoa code
denote how overtly the codes of izzat are adhered to. This is very evident in what
Tarsem says when she is talking about her relationship with her parents and also how
she frames that relationship with regards to her role, but also how she contrasts it with
what she perceives would happen within a white family:
| do conform to what my parents expect of me, because | do think well,

would my parents approve? One of my guy friends said to me that you should
always do things to please yourself, forget your parents. And | turned around

and said that | wouldndét be making myself ha
It just doesndt go. Their happiness is my h
happiness. Thatdés the way njithing®memei Whéatédverdy 6r e d
do is never going to be enough at all . |l 6ve
gorray [white people but in a derogative tone] |l 6m not putting them d
their parents would not fund t ikemyparents Uni , w
have done. ltds go out get a job and move o
parents itdéds different, they hold onto you f

Tarsem explicitly outlines the connectivity between herself and her family, emphasising

that she would not chose to do anything that would not be approved of, or anything that

would make her parents unhappy, because their unhappiness is automatically her

own.. She feels a sense of obligation because she knows that her parents have funded
herandwith | anguage | i ke &6theiré and O6our b6, she
she claims are expected to be self-sufficient far more quickly. The fact that she uses

the potentially disparaging term 6gorrayé fo
highgr oundd . T hgliownd means that cohfarrgiti within izzat becomes

more palatable.

A number of the women noted how hard parents had worked or how they had spent
money on providing educational tools at a considerable loss to themselves. Jaanki

said:

Asian parents say that for education we always have money. They will
purchase anything that will make that the course comfortable to learn too, such
as PCs, laptops etc. Even if they [the parents] are struggling [financially]. | mean
this is what | have seen with some others up to degree level and also what | have
personally experienced.
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This sacrifice binds the family unit together, but more importantly ensures that the

women both refer to, and are bound by, the sacrifice as a mechanism for their

betterment and thus an influence on their conduct. This also allows them to justify the

i mportance of the sacrifice. Jaanki wasnot
A s h ahe workiiso h a r dséven days a week, you know, days and nights and
whatever, heworkedsoh ar d 0 d P mg parentd had to work quite a great

dealdb. They both talked about the |l ong hours

t

worked in order to ensure that their childre

However, by reconceptualising hard (paid)wo r k as Gtssasedaséni c e 0
emotional lever to create obligation, but that obligation is not just financial-in-return, or
good-grades-in-return, but also an obligation to submit to izzat and relinquish

autonomy.

b. Aspiration or Actuality: Parental Attitudes towards Education

In addition to control over level of education (Ahmad, 2001), parental aspirations
(Bhopal, 2016), choice of higher education establishment, and indeed subjects studied,
are key themes running through both the literature (Bagguley and Hussain, 2007b;

HEFCE, 20149)and within the womenés narratives her

Ahmad (2001) states that fApragmatic and soci

heritage parents do impact on how they view the education of their daughters, a point

with which Crozier concurs (2009) in the suggestion that there are some concerns from

BI'P heritage parents regarding AdAthe i mpact
devel opment 0 ( p 2h%hén)influer®eschoices af mstitations and subjects

of study, and also patrticipation in extracurricular activities.

Parental beliefs about not just education, but also the rights of women to have an

education, have an interesting relationship with izzat. For the working class Pakistani
heritage women, particularly historically (the older women in this sample), there was

limited value placed on education. There was a ceiling placed on how far the women

were allowed to be educated. As Noor highlights:

I think where my parents weren't from a very highly educated background,
they kind of didn't push it with us until, | mean, when | was growing up, | went to
school | finished school and | got married, so | finished my education at 16. |
never went to college, | never went to university.

For Noor, the only way she can explain her
other than marriage at 16 is to blame it on their lack of education. She spoke wistfully

when she talked about the fact that she did not go to college or to university. Alongside

izzat, this is also about class and capital, and generational knowledge. A further

example of how izzat intersects with class is demonstrated by what Radwa says:
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My parents didnét val ue lisedhowimportannit t hey o
was, yeah. The thing is, my parents were, my dad came here with very little

education. He started workingeé often worked
factory, worked in a bakery. Back then you d
What they failed to understand was that education was important because, even

i f you get married, you still have to bal anc

Radwa articulates the lack of foresight of restricting education for girls, even if they do
have only to get married, because they need to be efficient at running a household or
as Radwa statebalbacket bl bobhkshih.

This was also true for a number of the older Bangladeshi heritage women, but what
was particularly interesting was that the younger generation had been allowed to move

through that constraint. Aadhya discusses this change:

[Back then] they didn't care whether you had an education or not. Because
in our culture, especially when we were younger when we were growing up, it's
almost like it didn't matter if the daughters had an education. You know it's very
similar to how things are back home, | mean | know things have changed now
and girls do have an education back home but it was very much that they're
going to get married, they're going to have to be stuck at home doing the
housework and looking after the kids so it doesn't matter. So for us, um for our
parents, for my mum mainly, it was never a priority whether we did our
homework or not, whether we went to school or not, whether we learnt or not... |
don't remember her ever having any input in my education, whether we learnt.

Aadhya is referring to a village-based, working class attitude from the homeland, which
dictated a girl should be married as soon as she reached puberty, negating the need
for any further or higher education. For Aadhya, this attitude impacted on compulsory
education. Greater emphasis was placed on how she and her sisters were viewed
through the izzat lens by others, particularly regarding behaviour both in the baradari
and in school. If they did not behave in line with the rules of izzat, then there would be

repercussions:

If we had any bad comments come back from the community or school
like we were misbehaving or we were causing problems or we weren't listening,
obviously then we'd get a beating for it or shouting for it. But other than that all
the positive comments | got, all the time | did really well, my grades | sort of got
really good GCSE results and stuff, none of it was ever recognised or ever
applauded or ever well done or good girl or whatever.

This imbalance, punishment for negatives, but no praise for success, meant that
educational pathways were inadvertently impacted in the very least motivationally.

The change in generational attitude is also evident in what Taani articulates. She

highlights that her mum wanted better for her own daughter than she had:

Within the Bengali culture obviously, education is like a big thing cos like
in Bangladesh you do get educ thing dotlkethe i t 6s n
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education you get here. So like obviously, parents want to get the best for you.
My mum did go to college in London but didnbo
married and she wanted us to have degrees. They are supportive.

The only exceptions to this intergenerational change in attitude were Rodela and
Sadia, who were younger participants. Rodela forged her own path regardless of
pressure from both her mum and the wider community. She blamed her initial lack of

aspiration for herself on her mother:

Up until the age ofé 15, 16, secondary sc
married offéwith children, dead end job. Di
Whereas when | look at other friends, their parents, oh my God, they just go
through hell and back to get them to university (amazed). They save like mad to

get them to university. That was not the ca
mumdés a single parent, bearing in mind, she
could have, bblue twoas nbout al just feel |l i ke the
either.

Interestingly, Rodela equates lack of encouragement with poverty. She alludes to the

fact that her mum did not have the knowledge to understand the importance of
encouragement. The factthat Rodel ads mot her had no educat
of the education system, meant that she did not have the tools to be proactively

positive. Rodel ads motherdés social capital w
outcome is ensuring that her daughter married. However for Rodela to see how other

BIP heritage parents were behaving with regards to education made her feel conflicted.

For those parents from a Bangladeshi and Indian heritage who acknowledged the
potentially transformative power of education, there was an expectation to aim as high
as possible. This was something that was mentioned by a number of the women, such

as Firoja:

My dad came here and he didn't have anything, you know so, he want- he
wanted his kids to do well you know, so, and that high, achieving high standards.

Some of the women explained how education was seen by parents as a vehicle for

betterment, as seen in what Asha said about her father:

dad would always, from an early age he would, you know, used to talk to us

about education, how important it was, é ,and
educated, I want them to have a better way o
al | the rest of it 6and t hat comes through

He valued not the cognitively and emotionally transformative power of education, but its
potential for material benefit, f or O bet t er Ashaeontiduedbgsagfy | i vi nc

that her father was able to highlight the value of education to her:
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heéd say things to us |atiknenobodylchntakethadve g o
away from you. Other things might change in
education, youbve got it for 1ifebo.

Prem concurred:

So he never went to uni. So | think hearing these stories growing up it was
like, they had missed opportunities, so it was like you know we've got it on a
plate here, we don't have to really pay a lot of fees at that point in time so why
not go for it. So that was part of why we got into it as well I think.

This was also true for Sabar, who states that her parents, especially her father, has
motivated and encouraged the children, including his daughters, to do well
academically. She said this was because her father wanted his children to have a
6bett er fhehimselfdad baemhgiven, and he felt that education was the way

to ensure this.

For Sadia, as she explained,i t was about making her fathero
child come true after he experienced disappo
educational ambition:

My dad always said that be an educated person, | want you to be educated |
want you to get a good job, so | kind of made my dad's dream come true.

Contrary to popularist rhetoric, especially about Muslims, Ahmad (2001) states that it

was often the fatherst hat encouraged their daughterso p:
persistence, particularly in families where there were no sons. This was true for the

Indian heritage women in this study, and mostly true for the Bangladeshi heritage

women, such as Megh:

My dad was always, uh, an advocate for education, he always used to say |
want you to study, | want you to work hard, | want you to do something for
yourselves and be successful whatever you end up doing... He was always just
happy with us wanting to study [but only through school, not any further for her]

It was not the case for the majority of the Pakistani heritage women, except for the

ones who were single parents, such as Nargis, whosaidiil have educated al
girls, with a degree they can be independent; theycan do a n yttvdsalsog o .

true for those women who had not been given the opportunity themselves, but wanted

to ensure that their children did have it, in order to be prepared for hard times such as

Radwa. She was one of the strongest advocates for the transformative power of

education. She said:

Regardless of you going off and getting married and having children, you
still need a good education [firmly]! You could beéwhite, you c
you could be purple, but you need a good education regardless of what you do
in your future.
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Asha also spoke very highly of the importance of education, in this case for her
children:
| 6ve always said that, you know, you can

and it is good to, you know, go to college,gotouni ver si tyéand then t
your career paths.

For Asha, getting an education sets up the foundation for future employment and
career paths. Ultimately, knowledge is seen by many of the women as power, the

power to gain economic security as Jaanki explains:

Education is the most important thing, you know like the thing they say,

knowl edge i s power. I dondét mean | i ke Englis
dondot mean | i ke knowing Pythagoras,crapos | i ke
butlikeawayofgetti ng a better job. I tds a way to
l ucky because we have that. They donét have

something simple like paying £12.50 could make the difference to a child over
there but we donodotateven have to do th

For Jaanki there is a clear link between education and a way out of poverty and that is

through better employment opportunities. This power, or way out of poverty is also

about the izzat accrued by gaining wealth.

Another very interesting aspect was of accessing (and being allowed to access) higher
education in order to be able to 6show offd
because status is linked to izzat. For some of the Indian and Bangladeshi heritage

women, parents knowingly used the education of their children as a vehicle to gain

social mobility, both for the children and for themselves, in how they were seen by the

baradari. As Megh explains i H ¢her father] did have an expectation of I'm letting

you go to university, you betterdowell-because then | @&Secondly el | p
it was a way to compete with wider family, as Samira suggests:i Par ent s f eel 06p
if their children do welflr oanntd otfh ef ya miThisgk adngdo o
was echoed by both Asha and Prem who highlight the importance of doing as well as, if

not better, than cousins., Asha expl ains how her fatherés be
shaped through observing how education had improved the lives economically of his

cousins. Similarly, Prem explained how it was the constant references, from her own

parents, about her aunt and cousins and how well they were doing because they had

gone t o wuamidv eGosdi tdyi di we dneétalre afbatwhte yidtladlt, @ut t
graduation pictureupd, t hat spurred her on to doing we
experience as an Indian heritage woman sugge
graduation photo wall) is a really important feature of an Indian heritage home. This

could be seen as a beneficial element of izzat because it is the wider extended family

and community links that provide the lens that allows for parents to see how education

can improve both economic and marriage outcomes and therefore, creates a desire to
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want the same for their own children. However, equally it could be argued that it is not
entirely positive because what is being valued, through learning from the extended
family, is not education for socio-political liberation, or self-actualisation, but education
that is still ultimately for income and for status and security leading to the subjugation of
a woman.

c. Parental Knowledge of Education and the Educational System

Being able to decipher and manipulate the knowledge required to successfully navigate

the education system is complex, and as previously stated often requires the

assistance of a knowledgeable other. Parental knowledge of a system means being

able to demystify educational networks and processes, which in turn allows for

advantage. The extent of such knowledge is often correlated with both parental

educational levels and social class. Those South Asians from a disadvantaged socio-

economic background are disadvantaged becaus

consciousness of their middle-class South Asian peers, at the same time [as]

experiencing religion-c ul t ur al exclusion and discriminat:.

(Abbas, 2007, p88). Many BIP heritage parents, including my own, thought of

education and teachers with reverence. The idea of inadequate teachers or schools

was seen as a myth. Nargis is an example of this uncritical mindset. She attended

secondary school for two years when she arrived from Pakistan and believes in the

transformative power of education. Despite pressure from the wider community, Nargis

allowed her daughters to go away to university. She claimsit her e6s no such t |

a bad school o r implyéng that ieisatlee mesporssibility of children

uncritically to conform, follow rules and learn. Whilst Nargis has some insider

knowledge, she has not accessed enough capital to understand that the educational

system of which she speaks so highly may misunderstand her attitude. Rather than

understanding that her stance is one of trust, it may be taken as a simple lack of

i nterest in her daughtersd education; t his i

stereotypically given to BIP heritage women by large parts of white society and

institutions. As a teacher in schools in very deprived areas, | often heard colleagues

berating BIP heritage parents for not being

simply abdicating responsibility to the establishment. Nar gi sd bel i ef, and i

misinterpretation by the education establishment, exemplifies the way in which the

uninformed perception of a dominant power <ca

6truthsd are created outside of institutiona

Compartmentalising is another theme to emerge in the context of systems knowledge.

For some of the women, including Noor, Radwa and Jeevan, the experience of school

was very separate from home. Parents had limited knowledge of what they were

expectedtodot o benefit their childrendés | earning,
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knowledge of what the nature of home life for this cohort. Noor stresses that for her to

navigate between the two was very difficult:

[School including primary school] was quite difficult because again, where
my parents weren't from an educated background, um and | was brought up in a
very strict culture, um, | went to school.. It was, it was very... it was very difficult
in finding... almost, first of all where do | belong? Um, and secondly, um, just,
just mixing .There wasn't a lot of Asians at that time [in her school], um, | did
struggle with school, um I was, I've never been an academic person, always
practical- hands on. So, | found school... | found it quite difficult. Because | felt,
that... going home, | there wasn't really any support there with homework, or it
wasn't pushed. Everything was what | learnt at school.

Noor s parents |l acked t he knowlkxegeddgienswere suppo
placed on her that meantthatshest r ugg !l ed t o ,dndwas nottabletd fimch gi n g o
a sense of self. This lead to her lacking in autonomy and voice.

For Radwa, the compartmentalisation stemmed from both her parents and the school.
Firstly, her parents gave full responsibility for her education to her school. They did not
speak English and so had limited access and knowledge of what they were expected to
do to support her. Secondly, the school did not try to engage with her parents with

regards to giving them knowledge about what they could do to support her:

And thatodés because, in the school t here w
we didnodét really get much push from parents,
concerned, the school was deemed the best and they were giving their best and
that was it. And, obviously, their input was very little, because their language

was second, you, you know, er m, English wasn
didnét give us much input into what, you kno
schoolteac her said, 6éYes, theyb6re doing really w
mum and dad. ©6 I mean, some of it was my pa
shoul dbve pushed me, but | donét bl ame them
encouraged as parents to pushtheirchi | dren. The school didnot
nowadays the school says to the parents, O6Yo

need to push your children. You really need to get them to do this, you need to

make them do that. 6 B a ¢ kerattddevith thetparentssc h o o | ne
apart from telling them, 60Oh, 6 on parent eve
thatdos it.

Radwadés parents trusted the school to educat
needed to do to ensure the process was enhanced. They had no cultural capital with

regards to the importance of activities such as reading with her. However, for Radwa

herself, things have changed. Having gone through the British school system, she is

able to utilise her knowledge with regards to what she needs to do to support her own

children. She said:

Obviousl vy, i oo read books at home with n
|l earning time my childds getting at home. I
new | ob, i f youdre getweilng atsr aaitnisncgh oaotl ,h ot nhee 1
actually quickly |l earn to do the thing that

drivingii f you know youdve got a driving instruc
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takes you out in the car, yoandleamingygoulean | v ha
faster and you learn better. So, yeah, as a parent | believe that parents, we need
to give our children that bit more help.

Radwads knowledge of partnership with the sc

better educational outcomes than she was permitted.

For a number of the Indian heritage women, this manifested in a different way. Whilst
some (first generation) parents likewise lacked the tools to help their children with
education, as in Jeevano0s case:

My parents struggled to help me through school, when | used to come

home they couldnét really help me because th
themselves.

éthey employed other tactics to keep the wonm

I was so close to jacking itin [her degreelbut my mum kept sayin
only got a few more weeks to go. She helped me to break it down into smaller
steps. She helped me to keep going.

This positive reinforcement, even when systems knowledge is lacking, appears not to
have been present for the majority of older Pakistani heritage women, with the
exception of Amal. Another way that a number of the Indian heritage parents positively
reinforced was by advocating the importance of homework and, as demonstrated by

what Asha says, a supportive attitude:

When we came to the UK, | remember my dad really taking an interest in

what we were doing at school, éand then at ho
and paper andéhedd, you know, saying, right,
practise your handwri ti ngemémberwadwehegdingtohave a
make some, erm, Christmas decorations [inflection. And |1 6d come home t (

daddy that, because we needed to take things from home, things like tinsel and

glitter and other bits and pieces to make these decorations. And, er, and they

hadndét bought them, but that morning | said,
said, 60K, you go to school,d and | remember
|l ovely, actually, my dad had got him to get
the school. So [laughs], so I still had to have them, you know.

Ashadéds father may not have understood the im
education of the tinsel, but he ensured that he supported what was happening in

school.

Randeepb6s f at heallens pi$ view af academimslicoass; he assumes

the white population will do better than those who are not white. This is both

stereotyping and racist, because firstly, he homogenises white people, and, secondly,

he correlates educational success with colour. Hence, Randeep is moved from a

diversely mixed school to an almost entirely white one:
-105-



| went to predominantly mixed race school for my early schooling. So lots
of Indians, Afro-Caribbeans, very few English people actually, and then, | went to
a secondary school that was pretty similar, kind of the demographic in terms of
people, and then my parents, my dad t ook me
wanted me to... have a better education, 1 don't think they felt that school was
good enough- it was a...they thought it was a bit rough and there was lots of
stories about kids being naughty, girlfriend, boyfriend stuff and not really
studying and stuff, and they were obsessed with education. They wanted us to
have a good education. So they moved me to a school which was on the other
side of the town and it was all white, and | was the only Indian.

I n an attempt to i mprove Randeepd6s academic
a school that she was used to and felt comfortable in to a place in which she felt

di spl aced. Not only does Randeepébs father wu
|l ogic. To take her away from a school that h
having relationships rather than &éstwasdyi ngo
not unusual to have relationships between the pupils is interesting. From this it could

be argued that in his hierarchy of importance, for Randeep to be seen to be studying

was more important than anything else. Equally having relationships was acceptable

for whites but not for those of BIP heritages. The fact that the first school had a

reputation meant it impacted on his izzat and by moving her he in effect minimised the

fallout from that.

For many of the women, including myself, parents employed their own limited

knowl edge of education through what they per
Good subjects are those that would ensure that the community was impressed and so

maintain izzat, but also subjects that would lead to higher status employment. Jaanki

explains it further:

My mum and dad supported me in those subjects [English, Government and
Politics, and Child Development], and they didn't even think of it, they didn't even
think of those subjects as bad subjects, they just said just study. For them, it
was just about as long as your child is studying: head down in books, writing,
reading, thinking about the books that they're reading it's fine. So | just did those
subjects and | really enjoyed them, but as far as my extended family were
concerned um, | was pretty much like a thickhead.

Whilst Jaanki chose subjects she enjoyed, and her parents were happy because they
saw it as O0studyingé, the izzat of her nucle
wider family izzat was compromised because she was not studying digh statusé

subjects, and so was deemed not to be intelligent. She further elaborates:

Because of the subjects | chose, because | didn't choose double science.
And at that time they didn't realise that getting a B in English is also very good,
you know, but they didn't see things like child development as good because
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they thought those sort of subjects are about wiping bums. They thought it was
about wiping bums, and government and politics they said unless you're going
to become Prime Minister then there's no point you know, and um they said but
at least you didn't choose art because then we would have been devastated.

Whil st the knowledge of high status subjects
they do not understand the intricacies of each subject. The assumption that everyone

who studies Government and Politics intends to work in politics highlights the

importance to these parents of being career-canny in choices. For them, subjects have

to be practically meaningful and have a purposeful outcome, otherwise there is little or

no point in studying them. Most important to them is how subjects are viewed through

the izzat | ens. Clearl vy, there is a O0taxononm
evidentlyatthebot t om of the pile. Jaanki ds comment s
parents and her extended family were happy t

knowledge of how different subjects could be used to gain access to employment or

higher education (Or to be inherently valuable for personal development), impacted on

the way they exerted influence, and also in how they flexed the izzat card.

d. Trailblazing for Sibling Agency

Some of the Bangladeshi heritage women explained that through their lives, they were
able to improve the outcomes for their siblings; in effect, they were the trailblazers for
their younger sisters regarding taking education as far as possible. Raheena explicitly
makes clear the connection between a development of agency, for both herself and her
younger sister, through engagement within education. She takes the responsibility for
ensuring that not only she, but also her younger sister, have a different trajectory with
regards to marriage, by applying positive deviance. Positive deviance is a sociological
concept dating back to the early twentieth century but is now seeing a reapplication
particularly within the areas of development, and in health and medicine (Marsh,
Schroeder, Dearden, Sternin, & Sternin, 2004; Herington & Van de Fliert, 2017). |
suggest that this is applied by some of the women through gaining an education.
Through education, they have more chances of securing a spouse who is also better
educated, which in turn will enable better chances of autonomy. Moreover, she makes
a connection with how the community viewed h
studies. She says:

So during my secondary school, my yodenger
had a kid and then had a divorce. All of those things were really tough, and um
and that made me focus in my studies even more because | didn't want that for
myself and | most certainly didn't want that for Xxxx (younger sister) either. So, it
was very much heads down in the books, study as much possible and kind of
get myself, get ourselves, out of this hole surrounded by all these communities,
surrounded by all these well-wishing, curtain twitching neighbours..
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Megh talks about how her father realised that he had pushed her into a marriage too
soon when he saw that she had become a mother when she was very young herself,
and her husband was unable to provide financially for them:

| think he realised that oh | got her married too soon, should have given
her thattime-and | think that's where the guilt tr
your babyé.

Megh recognises that, in offering to look after her child when she went back to college,
her father had realised that he should have let her finish her college education. This
would, in turn, have allowed her to develop greater agency and independence because
she would be able to find employment that would allow her to be more financially
secure. By pushing her to get married to a person from Bangladesh who himself had
limited education, and therefore, limited opportunities to get well paid work, her father
had limited her:

I think my dad realised what he did with me, because after me my other
sisters, he let them go through the entire system. Um yeah - after me um,
because um, with my sisters - my younger ones - one is a lawyer, one is a, uh,

pharmacist, another's an accountant, so they've, they've you know, gone
through the entire system.

Roseen tells a similar story. Her father did not believe in education for girls and he

fnever believed that girls should study and it was a huge challenge for my sister

to go all the way tRoseanfudher tatkhaboutshgwsher@areits

treated her brothers in a differentwayi 6 cos t hey al ways rothereour age
t o do Howexdr, Roseen returned to education after she had married and in-

between having children. Roseen stresses that it was not until they saw that the

education was a gateway to success that their viewpoint changed: A Bu t , I think

| started doing my diploma and | got promoted and offered jobs that were more

hi gher paid, at that time their attitude cha

Thus, for Roseen and a number of the other narrators, education was to their parents
not about developing a strong independent critical voice or autonomy, but actually
about a route to financial independence, especially if the dvorstd that is a relationship
breakdown, should occur. This acceptance, in part, is also a judgment made from an
izzat perspective because it is the idea of education for women becoming more
acceptable, but only as a defence against other outcomes that would be even worse in
izzat terms. In other words, they had chosen to give ground on the issue of female
education, because it might be the only way to hang on to the other disempowering

norms of izzat.
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Equally interesting was that whilst one of the Indian heritage women, Prem, said that

her parents were too busy to be involved in her education, she also highlighted a

common strategy utilised by some parents: placing an older sibling in charge of
overseeing the education of the younger si
experience of the education system and was, therefore, deemed to be qualified to

make sound judgements. This was for two reasons. Firstly, the parents were busy

working, and secondly, there was an assumption that older siblings would know more

about the education system in this country. This scenario was also true for me.

e. Summary
In this chapter, | have unpicked the intersecting layers between izzat, family and

gender. | have shown that there are nuanced differences between not only heritage
groups but also within the groups in terms of how izzat is interpreted and experienced. |
have demonstrated through the narratives of the women some of the boundaries that
are created by izzat. For a number of the Indian heritage women, there was a different
set of attitudinal constraints and restraints, compared to the Pakistani and Bangladeshi
heritage women. For these particular Indian heritage women, the constraints were not
only around subject and university choices that they had access to, but also the types
of careers that were deemed to be acceptable to their parents. The restraints
experienced by this group of women were particularly around not wanting to let their
families down by operating in a way that was autonomous and outside of a collective
co-dependentway. Si nce the parents had sacrificed
code of conduct had to be within certain parameters, and mindful of izzat. Ultimately,
education is seen mainly as a means to gain economic security, rather than seen as
providing new ways of seeing the world, and was a way in which the norms of izzat
could still be enforced. The next chapter examines the role of izzat on the marriage,

empl oyment and education é6triangl ed.
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6 Chapter Six: Izzat, Marriage, Employment and Education

In this chapter, | present izzat as a lens to understand the complex relationship,

conceptualised as a triangle, between education, marriage and employment. | unpack

two trajectories of educational diligence: marriage and employment. Using the four

pillars, | demonstrate the symbiotic relationship between izzat and education. Next, |

argue that the relationship between izzat, marriage and education is a complex one, of

which the women have only partiaselparamountetr shi p,
highlight the similarities and differences of the impact on the lives of the women. | then

critical explore the usage of education as marriage currency, and moreover as a form

of dowry, to ensure O0bett ewdyizzatrdlatehte s . Final/l
decisions made about employment and how it can enable empowerment and control

for some of the women in this study.

Education was seen by a large proportion of the women as a way of achieving a

desired outcome, whether it be a suitable match for marriage or for career aspirations

and self-sufficiency. Bhopal (2011) states that, generally, BIP parents want their

daughters to have a degree and go into lucrative and prestigious jobs, which in turn

would enable them (the daughters) to be financially independent, if they need to be.

This, argues Bhopal (2011), is no different to other British middle-class families who

want their childrends |ives to be comfortabl
middle class white families, these women are restricted in their choices because of

izzat. Furthermore, education is weighed economically, with attention paid to calculated

returns either through marriage or employment. Moreover, this is all encased within

how the baradari will view such returns.

a. The Marriage and Employment Trajectories

The relationship between education and employment is well documented: better

education generally equates to higher-paid employment. Education is pivotal to

mobility, both socially and economically (Crozier 2009). Dufur, Parcel and Troutman

(2012) argue that parents make calculated choices to enhance the outcomes for the

|l ives of their children. This is done throug
expected to morph into educational accomplishments, which should in turn translate

into Ahigher |l evels of education and occupat
promoting upward mobil ity iHowaveriforteigBiPat i f i cat
heritage group of women there is the added dimension of marriage. The trajectory of

education is not simply better employment prospects, but also better marriage

prospects. For a number of the Bangladeshi heritage women and Indian heritage

women, the goal was to attract husbands who matched them academically and

financially. For some of the women, and particularly those of Pakistani heritage,
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education was seen as a safety net in case of hard times if the marriage broke down
and the woman needed to earn a living to support herself.

Just like marriage, employment too was embroiled in the invisible structure of izzat.
How exactly izzat impacted on employment varied between the different heritage
groups. For a number of the Bangladeshi and Pakistani heritage women, the option to
work was unavailable. Their husbands were not comfortable with them working, and so
they did not. Data from the Cabinet Office (2017) suggests that this phenomenon not
uncommon in this heritage group. The data shows that women from Pakistani and
Bangladeshi heritages who were of employment age were the least likely of all ethnic
groups to be in employment, with 35% in employment, and 59% economically inactive.
For a number of the Indian heritage women, none of whom were students, izzat
manifested in the types of employment that were deemed to be acceptable for the
family to look good. Thus, not only were there expectations regarding the types of jobs
that were acceptable for women, but also an emphasis on careers that carried prestige

both economically and socially.

b. Dowries
There has long been a tradition of dowry-giving in BIP cultures. Tomalin (2009)
suggests that it is problematic to define the exact nature of dowry and how it operates
across the three different heritages. Whilst it is illegal in many countries where it is
nonetheless practised, it has not been banned in the UK (Bolch, 2017). Conventionally,
dowry has been in the form of jewellery, clothes and cash. Tomalin (2009) goes onto
say that it is a way, in societies that were based on male succession, for women to gain
a part of an inheritance from their parents. Anderson (2000) stresses that, historically,
this has been gift-giving from parents to a daughter, but that it has now become the
modern practice of, essentially, 6buying a g
assets to the groom and his family, bypassing the rights of the bride to any share, and
thus not truly a.Andensom etdtes that dolwrg giving is both elass-
and culturally- constructed, with increasing blurring between traditional Pakistani and
Indian practices. Similarly, Rozario (2009) notes that the practice in rural Bangladesh
has changed from the groomdés family giving b
She stresses that this change is about male honour, and linked with socio-economic
changes that have occurred. Anderson (2000) argues that whilst Pakistani daughters
are legally able to inherit, this is usually packaged as the dowry, which amounts to less
than what she is due.
Globally this practice has evolved, and in line with other patriarchally bound practices,
women have fared least favourably, particularly in light of the escalation in dowry-
related violence (Niaz, 2004). Bradley (2009) argues that dowry is the result of a
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system built on the domi nanteieodns oafn dw odneesni érse sl oi
Moreover, Niaz (2004) suggests that persecution, brutality, and physical and emotional

abuse have increased in correlation with the increase in dowry demand. Additionally,

Jehan (2009) makes clear that

Aidowry cont ientuthesocial and ecenpmicedependence of women,
their increased vulnerability to gender-based violence, a debt i trap for low and middle
income families, and a possible catalystforson-pr ef er ence practices. 0

Bhopal (2016) suggests that education is seen by BIP heritage parents as an

6invest ment 6; however, I demonstrate that ed
is only sanctioned in the cases of some of these women because it is a necessary part

of the dowry. Moreover, | argue that dowry is a complex phenomenon that is

inextricably linked to the izzat lens through which BIP heritage women are viewed.

c. lzzat and Education

There is an irrefutable relationship between education and izzat, which feeds into the
way in which education is viewed by the wider BIP community. As long as the family
izzat is not compromised, compulsory education is, generally, viewed positively. As
Raheena highlights:

Therebs certain things you cagathare.Budb, it "' s
when it comes to your education Asian families love education, as long as
you've got your heads down, you're doing well in school, they will love you - they
will let you do whatever you want to do. But you can't just go and mess around.

The6certaindé things t hahangingko unto twiatlhRaleeagds 6i.n c |
recognises the importance of Oplaying the ga
than constantly policed. She says:

Education was the way to get out of it, because it wasn't going to be
financially, it wasn't going to be because of my extended family members, it
wasn't, most certainly wasn't going to be my dad. You know, in terms of
improving our life, our dad was the person, should have been the person who
improved our life, and encouraged us to, but he wasn't around so we had to do
this. And we had a choice, well | most certainly felt like | had a choice, | could try
and work my arse off and make something of my life because | do have that
choice, | have that freedom, or | can give in to what everyone else wanted, which
is not the family, what the extended community wanted, and worry what other
people said, and do what all the other Bengali girls were doing, Asian girls were
doing; and | was like do you know what? I- I, that would have been like
committing suicide. Especially given the the aspirations, you know things like
going on holidays, you know once in a blue moon if you go to Bangladesh you
should be grateful. | don't think so, the whole world is out there, | want to see the
world. | wanted to you know taste food from around the world. | wanted to go
and, | wanted to go an communicate with people at all level you know? Um, so |
just got my head down.
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Raheena recognised the power of education to transform herandhery ounger si st e
lives on many levels, including a route out of a confined space that was bound by izzat
and the expectations of the baradari. Furthermore, she felt education (and particularly
higher education) would enable her to have more choice and more autonomy than
other women in her community.
Undeniably, izzat played a significant part in how far the women were allowed to be
educated. For some of the women who had gone onto higher education, izzat was
applied in a covert way, to show off to the baradari. This point is very clearly narrated
by Megh:
He [herfatherjldi d have an expectation of 61" m | e
you betterdowell-because then | can tell peopl ebd. Bu

you married we can get you a suitable match, somebody who's earning a lot of
money and who who's done well for himself.

This is the threefold impact of izzat. Firstly, Megh is being told the choice to go to
university is not hers to make but that she
being allowed to go because her father can utilise that for his izzat because he can

then tell peopl e. Finally, there wildl be rew
financial marriage match that the baradari can acknowledge, and, therefore, accredit

her father with.

I. Secondary Education and the lzzat Lens

Abbas (2002a) found that for some parents, attending a school where their children

would have friends of a similar ethnicity wa
where a cultural community was clustered. However, what Abbas does not make clear

is which of the three things is the main priority for these parents; is it being with friends,

staying local, or being with the same ethnicity as themselves? Furthermore, Abbas

(2007) stresses that sending children to their most local secondary school was more

important to working class South Asian parents, especially if the child had been to the

local primary schools, because schools such as those which selected pupils were
Afconsidered t o nexsioscti aflorc laa scserotfa peopl ed and
considered unattainabled (p82). However, the
local preference is also a cultural or izzat related issue. For the majority of the women,

secondary schools, particularly, were chosen by fathers for of a number of reasons. For

the majority of Pakistani and Bangladeshi heritage women, the two main factors that

were considered were location, as in proximity to the home, and whether it was a single

or mixed sex school. The school did not necessarily need to be a religious, but it did

need to be single sex, thus indicating that it was not religion itself that influenced these

fathers, but more the need to distance the girls from boys and, therefore, associations

or behaviour that could cause shame to the honour of the family. This was also true for
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three of the Indian heritage women. For others there were other factors, such as
racism, that impacted.
Shah and Igbal (2011) state that many Muslims are unhappy with allowing their
daughters to travel any distance to get to school because of a perceived threat to their
daughterdés purity from possible sexual attac
educational opportunities. Furthermore, they stress that out of a sample of 222
Pakistani parents in one town, 187 said single-sex schools for their girls were
important. This preference is a way to protect the family izzat, as the girls will be less
likely to be corrupted through perceived bad influences (Shah and Igbal, 2011). Inaya
was sent out of catchment to a secondary school and, despite her Muslim heritage, she
was sent to a Catholic school because it was a single sex school. Firoja also
experiencedlwetteo asad-gner | § comp, um, which was
choi ce 0.
For a number of the Indian heritage women, izzat played out in a different way, in that
the emphasis was on getting good grades, as Jeevan explains:

They force you to get the good grades and
therebs gaoairmgbt @. b&foudre going to get told o
whods white British her parents was fine abo

used to be like, as long as you do your best. Whereas if you got a b my dad
would be |i ke 6nenpoulgat 6yonmonegdodn AO.

Better grades ensure a more positive impact on the family izzat. This then filters into
chances of better jobs, which in turn opens up suitable marriages, because within the
dowry would be a good higher level qualification that would enhance earning potential.
This is further examined later within this chapter.

[I.  Choice of University, Subject and the lzzat Lens

Agency and choice in relation to university and subjects played out in different ways for

the women. Firoja explains her understanding of the way most BIP heritage parents

view university:i1 The expectation is still, don't <care
youhave-y ou must go to university, you must get
This was certainly true for the Indian heritage women. Without exception, all the

younger Indian women stated that going onto HE was not really a choice but part of the
expected path for them, particularly because
the family. | argue that this links directly to dowry, because in addition to status, a good

education is ultimately a strong part of the dowry package, as it ensures the bride is

positioned to have good earning potential in the future.

The older Indian heritage women also stressed the importance of their education to

their parents, but did not say that university was seen as a natural progression.

However, this was certainly the case for me (also one of the older women), but at that
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ti me, in the |l ate 19706s and early 19806s,
exceptions to the rule. My experience was similar to the younger Indian and

Bangladeshi heritage women, such as Taani:

Wi thin our cul ture, education is really i
an environment where everyone dmalgnogo ont o u
thought about not going to uni as | was growing up.

and Tarsem:

I wasnb6ét given a choice, it was compul sol
going to be. First OA6 | evels, and then do

Both Karjol and Jeevan confirm that it was pre-decided, to the point that they did not

consider alternatives:

| never really thought about it really. It was just what was going to happen
and everyone [in my familylk new i t . I knew | would do my G
and then do universistpit(Karijplat 6s all there wa

With my sister and me it was...mainly because it was what we had to do
(Jeevan).

Thus, going to university is the natural progression after college for the younger Indian
and Bangladeshi heritage women, because it fits within the expectation placed upon
them because of izzat. Jaanki summarised this attitude towards education in these

t e r nker:all South Asian groups, after their first degree is like the beginning of
'their' life [the point at which they can step away from an automatic educational

progression path]o .

The location of the university was an issue that frequently emerged. Nargis talked
about how she answered criticisms from the baradari about letting her daughters go
away to university, rather than attending a local one. Despite pressure from the
baradari, Nargis respected her daughtersdé de
secondary school within this country, she had some knowledge of the educational
system, and realised that the best university for the subject might not be the local one.
Furthermore, she says that the girls should be given the same opportunities as boys:

People said why are you letting your girls go away to university; | said they

need to be the same as boys. They are good girls, | have instructed them in our
culture.

However, she stild]l refers to the fact that h
aware of their oOcul t ur-ieférmed Sidgnal:she girs knamthee mp hat i
boundary of and will behave accordingly. This was also the case for Asha. She talks

about what people said to her father and al s

do the r:iight thingo
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And, actwually, some of myé friends of my p.
O0Are you sure you want to seknow,dgapdarda,daaught er
da, you know. And, erm, | knew my, my dad trusted me, | knew | was going to do
the right thing, and, you know, and | went a

Ultimately, the experiences of the women did differ with regards to whether they were

allowed to move away to university or not. For a number of the Indian heritage women,

attending a university gave them a legitimate reason to leave home and have a bit

more O6freedomé, particularly if they had an ¢
highlights how she witnhessed the hold of izzat on the movements of her sister and how

her sister then chose a university that she would have to move away to. She stresses:

I think my older sister went to University to get away [from home] because
she wasnoét allowed to go out much, but with
for more freedomé

For Tarsem and her sisters, moving away by going to university was a legitimate way
to gain slightly more autonomy without evoking the negative influence of izzat. This
was also true for Ganga, who said:

| suppose when | was younger there was that thing whereby you can
move away from home legitimately, as | got older | never really thought about it,
it was just going to be.
Ganga clearly knew that by working hard she would be able to go to university and that
this would not only give her a degree, but it would also mean the same as the outcome
for Tarsem, in that she could have some freedom, and she would be far enough away
from the community gaze to minimise the impact of izzat. However Inaya was not

allowed to make that decision:

When | first did apply for medicine, | applied [to] you know, **xx ki kx|
kind of branched out, | was looking for places [away from where | lived]; | really
wanted to get away from home.

Whilst she wanted to leave home and had actually applied to do a degree that would
be seen in a positive light and so would give her more ammunition to make a strong
case, it still did not bring the outcome she had desired. She stresses that she thad a

tal k withé mulmyatmedsaysa d o .

I really take my dad aocountlbacaonsé © bahdnestc e i nt
I've done things in the past and when they haven't agreed with that, something
bad, something bad has always happened. | don't know if that's a coincidence or
anything, when | follow their advice, something- I-I feel like after | follow their
advice they were right and I'm actually happy.

Inaya had to reframe her choice because of something that is a primary consideration

for a number of the Bangladeshi and Pakistani heritage parents. Just as with
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secondary school, university was acceptable if it was local or commutable. This in turn
meant that parents could ensure that the women operated within the expected

boundaries, and that they could be contained if need be. Interestingly, Inaya still frames

it in a positive way. Althoughshe 6s not going to | eave home,

because it was the advice they gave her, and she believes that they have her best
interests at heart. She then expands by
framed positively:

And | had a talk with my dad, my dad originally he wanted me to go to
ek [local university, he s | i ke Aj us-he's@lways wantedntetoo .
stay at home, he's like, I'm his like little Daddy's girl...

Inaya then contextualises her comments by sayingt hat it dés not | ust

actually a generic occurrence not just for her but also for others like her:

He-h e @lsvays um, | think that is um, with Asian parents actually is they
do want you to stay at home, they're very protective of their children. And so |
applied to ****,

By foregrounding this as a shared and conflict-free experience, Inaya makes the izzat
effect more palatable.

d. lzzat and Marriage

Both class and current age (as in whether they were above 30) determined whether
many of the Pakistani heritage women, and some of the Bangladeshi heritage women,
women such as Radwa, Selma, Noor, and Nargis, were allowed to access further or
higher education by parents. |zzat dictates that the natural progressfora 6 go o d 6
woman is to get married. This lack of choice denies agency. For Radwa marriage
happened after a year of college, whilst for Selma, Noor and Nargis, even college was
not an option. Equally, a number of the women, across all heritage groups, indicated

that getting married was the expected norm after you had completed your education,

as Sabira explains:

ltds just expected that a young Asi an
education as much as possible and then just get married.

Byusingtheadverb 6j ust &6 Sabira i mplies that she
Bhopal (2011) states that the fAarranged
economic, social and political st abiHbmet y

Office (2000) states that the difference between forced and arranged marriage is quite

clear. An arranged marriage is one in whi

to potential partners selected by the family, and a forced marriage has no such leeway.
However, Siddiqui (2003) argues there is a very thin line between forced and arranged

marriages because often women will be coerced into marriage rather than defy their
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parents. Gangoli, Chantler, Hester, and Singleton (2011) posit that applying a cultural

lens means that women are not seen as victims in this, but are simply fulfilling

expected norms.Ani t ha and Gi | | (2011) advocate that
6cul tural acté that is illegal detracts from
against women. Furthermore, this confers passivity onto the women by assuming they

are unable to fAichange patriarchvailt lgppdabct i ces
also argue that when arranged marriage filters through an eurocentric, educationalist

lens it reinforces the image of the passive victim, which is then used in a reductionist

narrative for BIP heritage women.

The language used by the women highlights words such as forced and choice. For

example Prem informs: Al &dm happy t o havebecusethere anged
wi || be some el ement of choice there, Il wono
wantd0 The word O6somed6 indicates tWithmnthet he choi
Bangl adeshi and Pakistani heritage womends n
6 orcedd, 6against wishesd and &otbefmgaded. For
sisters had arranged marriages against their wishes, and that was really tough. 0

Whilst Raheena uses the terms @rranged marriage6 and 6éagainst their
conflates arranged marriage with forced marriage.

Equally Aadhya tells of her older sister:

My second sister was quite rebellious, she got away and didn't get
married until 18 | think it was, but again you know she didn't want to get married;
she had a boyfriend here she didn't want to go to get married, but she was kind
of like forced into it.

Aadhya continues by exploring the similar experiences of her other sisters and herself.

She uses the word oO6forced® i rmermumi foofr ctehde nien s
to go [to Bangladeshjwhen | was 16 a week after | finis
For Aadhya, who enjoyed learning and school so much, this was a truly catastrophic

effect of izzat. She extends her narrative by saying:

Um my husband made sure | was staying for three months, he didn't want me
to come back, because they had this thing about British girls going there getting
married coming back and divorcing, so they wanted me to be pregnhant, made
sure | stayed for three months to make sure | was past the abortion time, yeah
so... And then | came back obviously, | got really ill, | got pregnant and got really
ill, I couldn't keep anything down so got really ill so, they let me come back. But
it was after three months.

By ensuring that Aadhya was more than three months pregnant, her husband asserted
his control over her body. By having his baby, she is bound twofold. Firstly, he is able
to ensure that she will not be able to change her mind about the marriage once she

returnstothe UKbecause of theadaway tvhewélawvorced wom
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with children particularly. Secondly, with a child to look after, she is going to need his
support. By impregnating her, the husband and his family have utilised insider
knowledge from within the community: historical cases where British BIP heritage
women who have been forced into a marriage abroad but then on returning to the UK
immediately file for an annulment or divorce. For Aadhya, the impact of izzat did not
stop there. Once her husband migrated to the UK, and she had given birth to the baby,

she tried to go back to education. However, she explains:

| went back to college, so | was studying for two years, but he was very
abusive and very insecure and very possessive and all that stuff. In the end | had
to stop.

Despite staying in the marriage, Aadhya found that her wish to finish her education to
the level she wanted was ignored. The patriarchal control of her life now was passed to
her husband, and he had the right to stop her from continuing, which he does,
indirectly, with behaviours that become so intolerable that Aadhya chose to stop.

Both social class and parental qualifications influence the process of how a marriage is

6arranged®é6. Many of the Indian and Bangl ades
wasaki n to an unofficial O0dating agency6, whe
matches. Suitability was filtered through an
|l istd of qualities that would enable the dev

qualities should be a decent level of education. For the younger Bangladeshi heritage

women who were married or who had arranged marriages, the more modern norm

seemed to involve arrangements outside of Ba
h o m€lldis was also the case for the Indian heritage women, through a mixture of

introductions, curriculum vitae (CV), and online dating sites. CVs are discussed later

within this chapter. One other interesting phenomenon to emerge from the narratives

wasthatof 61l oved marriages. These were acceptab
was similar, regarding characteristics such as religion and caste. Amongst the

narrators, two Bangladeshi heritage women had chosen to marry non-Bengali men. In

both cases, the men had been expected by the mothers of the women to convert to

Islam, because of what the baradari would say (if they did not); thus, their taxonomic

status could be brought closer to the daught

(including myself) are married to white men. Whilst none of the men have converted (or

vice versa), all four have experienced policing by the community gaze. This has

manifested in a number of ways, such as not being invited to events that they would

have normally been invitedt o , because, at | east in part, o
from their wives6 families

For a number of the Pakistani heritage women, the impact of izzat was also very

evident, particularly for those from a working class background, and specifically
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through marriage to first cousins. All of the women who were married were married to

their first cousins from 6homeo6, and they ha
ceremony to take place. Once married, the women returned to the UK and then applied

for permission for that spouse migrate to Britain. Charsley (2013) suggests this system

of marrying first cousins is rooted in protecting the women within the family, namely

that if they marry a family member, there is a greater chance of the marriage

succeeding. Moreover, daughters with British passports can be used as an economic

advantage for overseas family (Shaw & Charsley, 2006). This marriage to relatives, |

argue through an izzat lens, is for the ease of the family. If the family izzat is contained

withint he family, there is less |likelihood of t

an intersectional lens, it is noticeable that this perpetuates the cycle of disadvantage.

The women themselves might be able to advance academically, but once married, they

wi || have a working class husband from their
bring with him an expectation that is based around working class ideals more at home

in a village in Pakistan. As Casey (2016) states, this practice means, essentially, that

the people practising it are stuck perpetually in a cycle of being first generation: every

new generation will have a parent not born in the UK. Thus, for working class Pakistani

heritage women, the hold of izzat is particularly visible in a very overt way. Radwa is

the person who most clearly exemplifies this point. Radwa is a third generation British

citizen, but has married her cousin from Pakistan. Here she talks about her thoughts on

izzat, relationships and education:

I dondét wantingrbgyfriernds. 4 wamtahem to get married, have

a husband or a wife and have children, you Kk
been to school, | 6ve seen coll ege and | 06ve s
Il i ves. Iltés not anifmportameapart &howoagri rl
ruined their |lives because theybébve decided,
and running around after him and just ruined it. What for? To have skeletons in

your closet which you are ashamed of opening. You know? I dondét want |
living in shame.

Al though she talks about her O0Okidsd, she act
of the narration as evidenced by the usage of boyfriends, and then girls who have

ruined their lives. Equally interesting is that as an insider, that is someone who has

been to school and to college in Britain, she believes that she has insider knowledge

about how young people behave within those settings. Radwa has a particular

viewpoint with regards to how relationships should be formed and carried out. Laying

the blame for sexual relationship formation at the door of educational establishments is
clearly going to impact on how far she wil!/l
Mor eover, by tal ki ng aseuvoling the power of gzati amd hove h a me 0

her children, and therefore she, will be judged by the baradari.
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I.  Education as Izzat Currency
Izzat is played out through extravagant lavish weddings that can see the guest list in

excess of 1000, atnadd & hteo balild,e ejreveelnl ed and
heavily embodied or designer outfits. Wilson (2006) notes that these displays are about
projecting an image to show prosperity and r
expressedé.through wewehderglbot(p®§ ) amertkAs Kar
were so many randoms at my wedding but if we
have said my parents didn&®&Bnohamsy, meooKarpob
people who were relatives of relatives, and the baradari, rather than close family and

friends. Thus the family had to be seen to be doing the right thing for the sake of the

gaze of the baradari.

| argue, based on the narratives, that educational qualifications have become an

integral part of a dowry. This is very evident in the way this practice has evolved within

the UK, particularly within the Indian and Bangladeshi heritage communities. A degree

as a bargaining tool for better marriage prospects was explicitly evident in the

narratives. Taani explains:

Adegree does help your marriage prospects
Bengali culture. | actually find it a bit annoying actually because they look for a
stable person with a degree.

This is done through the creation of CVs that contain all vital information: i You wr i t e
everything about yourself and then it gets passed on. It is a bit weird but it

wor ks. o

Megh explains:

For us [when looking for suitable spouses] you have your CV's. So my sister
has her CV of what her achievements are, thenthegroo mét h at i's how bri
groom searching happens now. So you do an exchange of CVs and photos and
then so, so when when we did eventually find the guy, and again it was - ok so
studied to this level then we need to find someone at the same level so there's
uh, there's similarities- they have something in common on an intellectual level.
And so we invited the family down and they got to get together, they had a chat,
left them alone for a couple of hours they were talking. And it's based on that
meeting, because the thing is it takes years to get to know a person, so we can't
give them years, because Islamically also you can't really um let them have a
relationship of any sort unless you agree. So on both sides everyone was happy
so it was ok so um but they wanted to do was because it's the younger
generation they like to talk, so my sister said | want to get to know him more. So
we said ok so we've said yes now, if we didn't say yes, we couldn't allow you talk
because Islamically that's wrong because if they really get close together and
then it falls apart then you've got the reputation and all of that. You have to
protect them.

There are many interesting phenomena highlighted in what Megh says. She stresses
that the f ami |l y,hec @lbiyalitedctive\amploach is flirthen stressed

whenshesays:6we i nvited t handdganmuhdnghe dagswvors@®@, on bot h
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si des ever yon eThisisakey bbcauseityhighlights that the marriage is

seen almost as the joining of two families, and two lots of izzat, rather than simply two

individuals. Equally, it emphasizes the importance of making the marriage work. All

reasonable steps have to be taken to ensure the longevity of the marriage, so having

6somet hd mmmaom on an i ntieMitdlyeinporiard.lThidiesoe | 6

important that it cannot be left to chance, which is why the CVs are scrutinised, in order

to G&Gfoimedne at t h eéntesnes ofdowlfaethey hade 6 st u dMeghd 6 .

also talks about the difference between the generations in terms of approach. The
6arrangeddé part i s notheygungesdeneoationtheylikeud becau
t a | as ldng as her sister said yes to the match, and both families said yes, then she

and her intended husband could have conversations on the phone or via the Internet. It

is at that point that Megh stresses the importance of izzat within this scenario. She

poi nt s ibthey realllh get clode together and then it falls apart then you've

got the reputation and all of that. You havetop r ot e c t Reputagom,.orchow

the rest of the community see her sister, is important, because if this arrangement falls
through, then her O6reputationé, as someone Ww
may prevent her from finding another suitable match. Prem acknowledges that she

knew from an early age that an arranged marriage was something that happened, as

her siblings were experiencing it:

At the age of 16/17 it was part of my mind, but it was knowing that my
older siblings, when they were having match-making whatever going on, the
criteriawould be religion, background, height, age and then it would be their
education.

Religion and background, meaning, specifical
having a desirable level of education. Bhopal (2009; 2010) suggests that getting a

degree allows Asian women to redress the gender balance within their cultural

confines; they can also to use degrees as a
their choosing. Therefore, education, and particularly degree attainment, plays an

important role in the types of matches available. Tarsem explains that in terms of
bargaining power in the O6marriage stakesd, i

Having an Education [that is a degree] means that you can pick who you
want to marry within an arranged marriage. It gives you more bargaining power.

To some extent, this seems to be inherently contradictory as Tarsem seems to suggest

picking from a selection that she has not made. However, what she is saying is that

greater choice is created within the parameters of izzat created systems. Bhopal (2011)
emphasizes that having a degree not only elevates choice with regards to potential

marriage matches, and the ability to exertinflu e n c e, it also, in turn,

capital. She found that her respondents did
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English peopled (p34) but women who are stil
levels. Firstly, the implication is that by becoming educated, BIP heritage women

somehow | ose their cultural heritage and bec
Secondly, that being Asian and being a woman
educated, or you will be an outsider.

Inside the narratives of some of the women, there arose the concept of equal matches.

I ndi an parents think that if theydre goin
whods earning | oads, and with a really good
to want someone hwehyofdrse engqautalgoi nfg t o want s om
dropped out of secondary school (Tarsem).

As Tarsem says, finding a match who d6dearns w
someone who has the potential to earn well. This potential to earn more is based on

holding a degree, and can ultimately have detrimental consequences, as was

expressed b Wyrmphew l&kedm:girl &nd she liked him but the match

was not accepted by her family blTaisovarrglieg he di
of choices made by the young people by family is about status and earning capacity.

The status is directly linked to izzat. The baradari would measure the family as lacking

if a daughter was married to someone less educated than her. Hafsa says, about a

friend of hers:

Somebody | know who she, she studied medicine, and she- she's
obviously a doctor she's, | think she's a registrar now. But um, it was quite hard
to find her a partner because she is so educated and then, equally one of her
really good friends who's also | think she's a consultant in London, she couldn't
find a partner either because she was so educated, so in the end they've had to
go below. Which | don't they're... not really been ideal.

Hafsa highlights that her friend aantdd her fri
themselves, and so are unlikely to find similarly-educated males, which in turn means
settling for someone who is O6belowé. Hafsa c

having to be in an equally or superior position. She goes onto say:

that's one of the things | can remember my mum saying to me too, is that
you don't want to be so much educated that then how are you going to get
someone at that level. You see what | mean, better to be more grounded and be
more... not... well, 'cause | mean she's for example she's a consultant and she's
now married to someone who, I don't- | think he just, nowhere near where she is.

The fact that Hafsa uses words | i ke d6grounde
that there is a ceiling that women should not go beyond, otherwise they will struggle to

find a man. She goes onto say:

And I don't know | just think... ... he needs to be of the same, do you know
what | mean, of a similar amount, and he's not so she's kind of crushed him.
That's the problem.
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Being more educated than her husband has meant that she has emasculated and so

0 c r u s h eTdhié assuinption that a man is emasculated if his wife is more educated

is directly related to izzat.

Afshar, Aitken, and Franks (2005) suggest that, particularly for Muslim women, higher
qualifications make them undesirable with regards to the choice of husband, since

similary-e ducat ed men would send for a wife from
Muslim women would o6find t he nhsfertheirgightsonfall nec e s
frontsdo (p278). The implication here is that
therefore are no longer operating within the realm set out for them within the izzat

boundaries (Bhopal, 1997). Furthermore, having higher level qualifications can mean

that the woman has priced herself out of the market, whereby she is seen to be too

westernised, and, therefore, unsuitable to marry. Firoja expresses this element of being

6t oo we svery elaguestig d 6

My appearance is seen to be quite unusual, you know I've got short hair, I've
got tattoos, | have a piercing- you know those sorts of things kind of confuse
Asian people, but also it confuses non-Asian people you know, they don't- they
don't get it.

This is interesting, both because it brings attention to how non-BIP people stereotype

BIP women, but also in the way it positions her as an outsider by other members of her

community. Equally, she is still viewing herself through an izzat lens, because she

positions herself as someone who not only pushes the baradari boundaries but also

those set by the eurocentric lens for women of her heritage. She then goes onto say:
Because, | think yeah, they do see it [having a degree] as adding, as

commodi fying, you know kaymsd Un,bytit'ycquiderare | wo ul

for me, at my age, and as a Bangladeshi, British born Bangladeshi, to be

unmarried actually.

So as she sees it, although having a degree is commodified, there are other facts, such

as an individual 0 sonsequéntappeaance,lespecilly if thahis and ¢

outside of the realms of izzat endorsed behaviour, that then impact on marriage

prospects.

e. lzzat and Employment

Bhopal (2011) claims that for many BIP women, educational qualifications are

essenti al lsyt ofnset[esgpitmg gr eater soci al mobi | it
and therefore, a Apositive factor in their |
There is greater choice with regards to suitable marriage matches, as Jeevan narrates:

Ithinki t s because of my nan and grandadds ¢
dondét get good grades you wonét get married,
with arranged marri ages, ités harder because
at your degree, your A levels,what j ob you do. Cos i f youdre
good job then itbés going to impact on your p
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ébut qualifications are also emphatically fo
most clearly demonstrated by the preference for some professions over others.

Randeep further unpicks this point by saying that only particular professions were seen

to be good enough:

So the cliché of doctor/lawyer/accountant was very much my upbringing.
So if you weren't one of those you weren't good enough.

6Goondoueghé refers to the enhancement of the ¢
preference for particular professions means that there is a perceived disparity in the
value attached to subjects, and also the universities that BIP students apply to.
Ghuman (2001) suggests that alongside being keen for their daughters to enter HE,
some Asian parents also dictate subjects, such as sciences and maths, and also
eventual career pathways, such as teaching and medical professions. Bagguley and
Hussain (2007b) indicate that women from South Asian heritages tend to apply more
for certain subject areas when compared with their white counterparts; these were:
dentistry, medicine (and subjects related to medicine), law, business (and subjects
related to business), computer sciences and mathematical studies. This is supported
by The Higher Education Funding Council for England (HEFCE) (2014) data, which
indicates only minor fluctuations in the numbers that since 2006 show particularly low
numbers of BME heritage students applying to degree courses in the arts, humanities,
and social sciences. This was certainly true for the women | listened to who had gone
onto higher education. However, an interesting difference in my data, in comparison to
Ghuman, was that teaching was not seen as a desirable subject by some of the
younger Indian and Pakistani heritage women in this study (but was acceptable to

some of the Bangladeshi heritage women). For example, Karjol says:

Teachers arendédt seen in the same | ight as
money thing. If | had said to my family that | wanted to beateac her , t hey 6d h
said why dondét you be something else. Teachi
thing.

Karjol 6s point was echoed by Radwa:
You can't be adinner lady, or a canteen person or running a restaurant. You
know you, you either be self-employ... Asian people prefer, you either be self-
employed, a doctor, an engineer, an accountant, a lawyer. Anything else is
meni al . I mean, ok you can be a teacher if y
alright. But it's noté it 'stjom¥oucaabegmorse, j ob.

but really, if you're going to be a nurse you might as well be a doctor. Do you
understand? It is that sort of aspect of um, our mentality, the way we're brought
upé
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Applying the izzat lens to what Radwa says regarding employment hierarchies, it is
evident that the result of the educational trajectory that is employment is a career that
is not only well paid, but which also has more prestige. For Radwa, the connection
between education and material outcomes is very clear:

We are brainwashed to believe that we need to be educated and be the
best. And not just be educated and be below, we need to be high achievers
because we like the flashy life. We like the good houses, we like to have good
cars, we like to be, we're a bit of the Zainab's, you know snobby.

Although Radwa suggests that education allows for individuals to fulfil their desires for
6fl ashy thingsé, what is also implicit withi
presenting to the wider community that your family is successful, as the Zainab (a
television character who wants better things so she could present herself in a particular
way to the community) reference illustrates. This links directly back to the notion of
izzat. Social standing is significantly improved with the evidencing of wealth, and
accumulation of wealth correlates directly to education and dowry.
This desire to present a successful front is also evidenced by Hafsa talks about a
family friend who studied hard to be a dentist:
There's a girl as well, another girl that we know, she's a dentist, but

bizarrely she's not actually going to work. So she spent 5 years studying this
qualification she's now a dentist, but she's not gonna work.

Hence, because the fact that a woman is qualified and has earning potential does not
mean she will work. Thus, there is a contradiction, in that izzat is enhanced through
education, but equally, izzat may also prevent her from working. The career is not
necessarily about working but is firstly, to attract the right kind of marriage proposals
and secondly, as a safety net in case the marriage does not work or in case of
economic need (ljaz and Abbas, 2010). It is a high-status career in potentia, rather
than, necessarily, a career actualized; it is in some ways symbolic. This may go some
way to explaining what Palmer (2011) states, which is that according to the Labour
Force Survey in England and Wales (2007), approximately 80% of Pakistani and
Bangladeshi women aged 25 and over, compared to under 40% of Indian women in the
same bracket, were not in paid work. More recent data (2016) in a press release from
the Department for Works and Pensions suggests figures of almost 55% for
Bangladeshi/ Pakistani women in 2015. Unfortunately both sets of the data have been
conflated to include both Bangladeshi and Pakistani heritage. Previous discussions
within this chapter would indicate that this figure is counterproductive and misleading.

These figures need to be separated out into the two heritages to gain a clearer picture.
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An aspect to the Indian heritage parentsd pe
ensure that their children went into professions that did not demand the long hours that
they themselves had to put in. Prem exemplifies this point:

My parents had to work quite a great deal, and as a result we always knew
that we wanted to have the educational background so that we weren't doing the
hours that perhaps they were doing. 06Cause |
up they did factory work, they did 12 hour shifts, 15 hour shifts, um and then
they got the shop which is a lot of effort as well. | think they encouraged us to go
to uni, have an education, because they didn't want us to do those hours.
However, what they've now realised is that the 9-5 that perhaps existed in the
70's/80's doesn't exist, so when they see us do the hours that we do, they're like
oh we educated you to do this? You know to work your weekends? To work in
the evenings? So that's kind of a little eye opener as well for them.

Lack of parental knowledge meant inaccurate assumptions about qualifications, the

types of employment available and modern realities about working hours.

f. Empowerment, Control, and Independence

For a number of the Bangladeshi Heritage women, agency was developed through a

number of means. For Rodela, working and earning an income was the point at which

she gained independence and so was out of pa
also the point at which her mother realised that she (Rodela) had autonomy:

I think | got my independence when | star
| started getting my independence. | started pay, to pay my own way and my
mum realised, fino, actually, no, shedés not i

coul dndt r eal Ithyngglikaweaniag what shaek wvanted me to wear.

Financial independence allows Rodela to exercise freedom, have a degree of
autonomy,and not b e BgmakingtsuctodhdicesdRodela is operating

outside of the acceptable framework constructed by the enforcement of izzat. However,

this seemed, for the women in this study, to happen only when the father or husband

died or became incapable of being the head of the household. This was true for

Roseen, for example. Her husband, similarly to other Bangladeshi heritage women in

this thesis, was much older than her, and when he was incapable of managing the
financi al bur den fadt e fbamiolmehecatsesshavds vie O

fia mum, you know, and | 6m able to manage
know, be, become the breadwinner. You know, | was the one who was earning,
he was, he wasnét earning as much as | was d
changed (inflection) itself. 0

This was a major turning point for Roseen in terms of self-belief and ultimately the
development of her agency. It was at this point that she was able to reflect on what she
had not been allowed to be:

il could identify my own feelings, my owr
the sake of living, basically 1 for my parents, formyf ami 'y, for my chil
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Roseen had, as is the expectation within an izzat structure, put her own life behind the

needs of everyone else.

For some of the women, agency was used as a means of empowerment. Those who
were mothers, similarly to other parents, were able to reflect on their own experiences,
and so wanted to ensure that their daughters

Megh argues:

Al think people are seeing that shoving o
realised the potential - and it's just that potential that even, you know, if they can
become a success, not just for becoming suitable marriage material but also um,
that they can earn for themselves: they don
think girls are trying to make a stand for themselves now, thinking we're not just
supposed to go get married and be a housewife. And | think that was a thing of
the past. So | think there's a two pronged thing of yes, you know, so then we can
get you something suitable, someone suitable for when you marry, but also um,
wherethey can beself-suf fi ci ent for themselveso.

Megh is unmistakably suggesting that change is happening. Furthermore, there will be
a generational shift, and likewise an acknowledgement that women can be self-

sufficient, and do not need to be looked after or confined within the patriarchal hold of
izzat. For Megh, success comes through being able to earn for herself, and not just to

have to be a housewife.

g. _Summary
This chapter explored the relationship between education, marriage and employment. |
established clearly the influence of izzat on the choices made by the women with
regards t o [Fuhhersnoré Largued thay somedparents, fathers in particular,
made decisions regarding their dtalugrtdépwbrse é.d
This happened through attendance at single sex schools, or going to a local HEI. and
living in the parental home The use of education as an integral part of dowry was
demonstrated as being a key facet in how far and what subjects could be studied.
Moreover, education, particularly higher education for the Indian heritage women,
brought positive honour on the family, espec
become too westernised as part of the process. This was the best way of retaining and
building izzat. The next chapter examines how izzat in conjunction with eurocentrism

lens shapes educational experience.
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7 _Chapter Seven: Izzat and the Shaping of Educational Experience

Il n this chapter, | unpack my term Oprescribe
given a story, or identity, that they had not selected. This is a collectivist identity given

by power structures, such as educational establishments, and the media. Moreover, |

show how being given this narrative impacts on or reproduces izzat structures, agency

and sense of self. Historically the eurocentric lens with which BIP heritage families and

family life have been viewed often suggested a mismatch between generational

aspiration, belief set and value systems (Crozier & Davies, 2008; Abbas, 2010;

Khambhaita, 2014). | argue that barriers and disadvantage are sustained just as much

by educational institutions as they are by the four pillars. This is often constructed

within a reductionist frame that feeds into the wider societal rhetoric and labelling of

majority and minority populations. Gillborn (2008) suggests that it is through these
mechani sms that fAminoriti si ndddergopand Tagor cur s.
(2006), institutions often match the cultural assumptions of the majority group, meaning

the practices of that group are seen to be the norm, to which other cultural practices

should conform. | address a dichotomy between a need for more ethnic minority

teachers and the view, widespread amongst BIP heritages, that teaching is a low status
profession that lacks izzat-building potential. Archer (2011) notes that BIP heritage

parents fAfeel |l ess comfortable in tksohoor i nt e
is fha predominantly white establishmento tha
soci al net workso (p462). I suggest that this

practices such as streaming and setting. Finally, | demonstrate how there is

transference of knowledge taking place for some of the women.

a. Prescribed Narratives

Brah and Minhas (1985) draw on their experience working as female, BIP heritage
teachers/researchers in schools to address t
heritage young women in the schooling system. They argue that Asian young women

are given particular | abels or tags such as
marriages, and housewiveso (pl1l9). Further mor
twinnot i ons of &écul t ugreanle rcaltaisohnba |a ncdo néfilnitcetr6 t o
problems that these young women may encounter as they pass through the education
systemo (pl16). Thus, the narrative for BIP w
(Ahmad, 2003b), someone who is oppressed (Jahan, 2011), or not politically active
(Rashid, 2014). Moreover,Cr ozi er and Davies (2008) stress
by teachers as figuieter and cal mer than t he

under thecont r o | of, their familyo (p295) and whos
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important, because they would only end up being married off. This framing of BIP
heritage children in a particular way, and consequently holding lower expectations of
them, has been extensively highlighted in the research (Wright, 1987; Mirza, 1992;
Brah, 1994; Sewell, 1995; Shain 2003; Gillborn, 2005; Basit 2012; Miah 2015). More
recently, Indian heritage pupils (particularly girls) have been seen to be high achievers
and capable of integrating, whilst Muslim women are badged with notions of family
oppression, low aspiration and imminent forced/arranged marriages (Ghuman, 2001,
Miah, 2015).
Gill born (2005, p15) suggests that through t
are complicit in the creation of racial stereotypes, and so, inequality. For Karjol, this
was evidenced in the way she was spoken to by her headteacher after she had been
di sruptive in class. T h e wHat wodild yoorlfathehh er of f
say?lknow you | ot haviasjol cits viaeiurg 060t her edd
patriarchal box. Keddie (2011) stresses that eurocentric ideals of agency and
empower ment for women tend to valwue Aindivid
(p142) which is in direct opposition to collectivist notions of being. This is a viewpoint
whi ch Kar jlodlm vhoaipcpeyd :b efic au s e férpakents are dlwagst t h e
interested in my best benefit. 6 Hence, far from being a Avi
need of being saved or liberated from her plighto ( Keddi e, 2011, p1l137),
parents to do the best for her. For Raheena, discussions about her identity were too
limiting:
I'm me, I'm British, I'd probably say that more than | am Bengali. But, |
think 1 don't want to define myself as English or Bengali or anything like that,
because as soon as you do that, as soon as you label yourself and put yourself
in a box you subconsciously, you have lots of things that define you. Those kind

of cultural things, um but if | had to then | will say I'm a British Asian because
that then, then that doesn't put me in any particular box.

Although she regards the labels of Bengali and English as constraining and thus
defining who she is, she does not really see
Toher , this | abel is broad enough to not hem
is really interesting in light of what she says next about an education context:
And that's really interesting, because in the arts, in the, within the
education system or participation/engagement, there's lots of opportunities
where you can have money to be part of schemes and projects and that kind
stuff. And | did that a few years back and | had such uh trouble trying to put
myself because | had to define myself as a being me person with disabilities in

order to get this bursary, and I've really struggled to put myself, because | didn't
see myself as that.

By having to comply with a label that was already chosen for her created a lot of
anxiety for Raheena. She did not see herself as someone with a disability, and in order

to access funding, she had to cimagé.orm to a |
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Because as soon as | did that it came up with lots of issues, and you saw
yourself as that person, you saw yourself as a disadvantaged person, as
somebody it's almost like if you're of BME there's almost something wrong with
you. And | said no there isn't something wrong with me but | want to do this so |
can have this opportunity. Um so, this is why | don't like to put myself as English
or Bengali. I'm British Asian, I'm an artist, and that gives me scoop, scope, to be
who | am. And then | can change myself, | can evolve myself, so who knows you
know, if we ever met again, | might be a different person again.

Raheena feels that it identifies her as someone who is lesser or as she puts it someone
wh o dii ss ad v a n FoaRpleednd, .being forced to accept a label takes away her
power to self-determine who she is or who she can be. Also interesting that she raise a
temporal dimension, identifying that her identity evolves all the time.

Crozier and Davies (2008) suggest that after the London bombings of July 2005, BIP
heritage families and particularly young BIP heritage people were no longer seen as
Apassive but upstahfhdismgi mémlde (p289), but

at this point that the rhetoric began to

Vi e

c ha

there were O6model 6 BI P communities and O6trou

were divided along religious lines. The one commonality in all of the rhetoric is that the
6problemdé is positioned solely within BI
societal factors, such as lack of or silenced voice, which may play a role. This feeds
directly into some young Muslims feeling disenfranchised (Revell, 2012; Hoque, 2015;
Miah, 2015). Ultimately, this positioning also seeps into educational experiences and

journeys.

b. Access and Barriers: Dialoque of Dis/Advantage

Using the four pillars to view educational journeys, it is apparent that inclusion and
exclusion is often related to success, namely, who is considered an insider and who is
not. This is pertinent when considering barriers that prevent many BIP heritage women,
especially those with strong religious affiliations, from not just accessing but also fully
participating within an educational journey; in turn there are impacts on access to other
opportunities. A lack of access, through poor knowledge, agency, and sometimes
attitude, starts from birth and continues into higher education, despite an emphasis
within many higher education establishments on widening participation. For some of
the Bangladeshi heritage women this lack of access was very tied to contextual
knowledge. Firoja said:

I di dn o tivegity, | stayeduahhome because in my family it wasn't
kind of, um I wouldn't say, | mean now things have changed obviously but it
wasn't, ah, | don't want to say they- I don't think they did this maliciously- but,
they didn't make me aware that that option was available. Let's say that, they

didn't make me aware that that option was

available.
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Firojabés parents did not know who went to un
because nobody had given them access to potential pathways other than staying at

home. Ultimately, for Firoja, this lack of access was a result of many oppressing

intersections, such as coming from a poorer background, lack of parental agency,

being a girl, having parents who did not know people who went to university, or the

knowledge of how to enable their child to apply. For Firoja, university came much later,

after she gained employment.

A lack of knowl edge al so i mpe pateetddhaddimised 6 s acc
knowledge of the education system, and that this was true also for a number of her
peers, and that they were all

really just bumbling along, doing the best you could, we didn't really,
didn't really understand qualifications, | just knew you had to do well try your
hardest that was it. So it wasn't a really planned educational journey as such.

She then further clarifies that

for many of my peers it was also quite similar in that you didn't really
know what you were doing and um so if someone else from your community had
done something it was like a a cue perhaps you could do that- because we were
all finding our way. Um 'cause our parents hadn't gone through the system so
you know we had nowhere to sort of hook what we should do, we didn't have
that many English friends that you could actually look at to explain the system to
you.

Amal highlights that living within a community that is also lacking knowledge can be

problematic. The disadvantage is twofold: firstly, you are an outsider to the system, and

secondly, the accruement of knowledge is both patchy and incidental. Amal, like many

ot her women in this thesis, seems to confl at
also English, strictly speaking), and automatically having knowledge to access the

system.

As established, early learning readiness is a useful aid for enabling successful
navigation through the education system. If a child has not had the opportunity to
attend an effective pre-school setting, then learning at home becomes even more
important for success in navigating barriers. This has been recognised by both the
main British political parties; however The Social Mobility Commission (2017, p16)
stresses that as a result of cuts in funding, the availability of parenting support
programmes is no better than it was in 1997. Thus, despite some success in improving
outcomes, funding is not available or prioritised. Also, there are some families that are
hard to reach anyway, despite these programmes, which suggests that the cycle of
disadvantage is in some instances not being broken. Lack of access to preschool and
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poor attendance during compulsory schooling both lead to disadvantage. Figures from
the DFE (2017) for the school year 2015/16 illustrate school attendance rates for
different ethnicities. The data is broken down into figures for primary and secondary
schools and also identifies persistent absence, which term is used when a pupil misses
10 or more sessions (a session being defined as a morning or afternoon). Persistent
absence covers both authorised and unauthorised absence. For Bangladeshi heritage
children, the figures for persistent absence are 10.8% at primary and 9.4% at
secondary, and for Indian heritage the figures are 5.9% at primary and 6.1% at
secondary. The figures are alarming for Pakistani heritage children: 11.6% at primary
and 13% at secondary, especially when viewed in conjunction with a consideration of

the heritage of those children who have poor access to preschool provision.

Radwa highlights another issue that relates to all four pillars identified in this thesis:

I know plenty of Pakistani mums who donét
because of English speaking é English, they
talk to the teachers and that they candt t al

The mums she refers to have limited English, and because the bulk of the teaching
staff tend to be English speaking, a barrier to access is unintentionally created. This
means that those mums are having to (perhaps even, arguably, choosing to, because it
is challenging) operate outside of a system that was put into place to support them.

Another barrier experienced by some of the women happened because as children,
they were sometimes absent from school, or unable to be fully present for themselves,
because they were required to interpret, by their parents, and sometimes by teachers.
This is an example of how both families and the system prioritised their own needs

over those of the women to whom this had happened. Rodela says

From the age of, like, seven | had to be a translator for my mum, had to
miss a lot of school because was my dad was always poorly, erm, and he used to
be away all the time, as well. So, my mum a
it came to doct oijustGouting pppoimnients astwsll, and
everything, | always had to miss school, you know. There was no option about
it Youw knoweas eitheré you know, my mum di c
or I missed school, and the easy option was to miss school, and a lot of it. | had
to take my dad because he had bad asthma, erm, and he was quite old as well.
My dad was old, much older than my mum, so, you know, and he had a lot of
poor health problems.

Rodela is an example of how the impact of disadvantage can be doubly so. Firstly, her

absence, she says, was not questioned by the establishment, and secondly, despite

having an older brother, she had to do all the interpreting. Using an izzat lens suggests

that this happened because her educkEgualypn i s
it could bethatano | der , mal e child interpreting at t h

would have been seen to be inappropriate. Appointments were also an issue for Firoja.
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Firoja has a sister who is disjaditfo&kiddoAnd so s
reassure my dad you know in case he missed a n y t h iFinoja goes onto say that
no one chased it up because she thinks her father would explain to the school the
necessity for it. She continues:
So yeah again and that's why my school days were interrupted. But also |

was able to catch up so it was never a problem, you know | never felt behind or
anything like that, | just, | was able to catch up. Um, at that point | was.

Hence the more time Firoja was absent, the harder it became to keep up and that
certainly would have been the case with the curriculum gaining complexity. Thus the
barriers would have increased. Rodela said that the system let her down because
nobody questioned her absence, especially when she went with her mum to
Bangladesh for long periods of time. However, in college, her supposed absence was
noted, and a letter containing inaccurate attendance information was sent out without

consultation with her. The repercussions of that letter were astronomical for her:

é | was i swwithout faill batsoh no, | had a letter coming through
the post from college saying my attendance was 95%, which made me so cross,
6cos that was not the case. They had actuall
but how do I convince mthecesem t hat that wasno

The repercussions of the letter were that Rodela was pulled out of college by her mum

because her mum thought she had beeni me s si ng a b o u thecausetfits hkeoy s 0
was hear i nfgomthééommusity about other girls doing so. In order to protect

the family izzat, Rodel ads mum acted in the
Rodela from an environment where she could freely interact with boys. For Rodela, the

most upsetting thing was that no-one followed it through. No-one contacted her to ask

why she was no longer attending college:fil n t hat respect | felt ||
very, very, you know, i n a majRodelaway. That w
acknowledges that her mum was at fault too but she feels most let down by the system.

She articulates:

Youbve got to |l et things go, and | 6ve | et
now and | 6ve achieved what | needed to achie
So, | 6m proud of mysel f. But the fact is, y
yes,peopledo go on holidays and things |ike that
parents have taken her to Pakistan or Bangladesh to get her married, but they
need to really follow these things up and | did really feel that, in college, they
didnot . Theyordindarkéet tphheoneef f ort to say, you |
coll ege? She wasShdeo innegv esro hwaedl |aé Adhdinpobosly s i c k
foll owed it litprallg, mabody aaned.él mean, | really did and |
thought, you, youdre ngt mgl mumgwmenodt Obei pu
my family wasndét helping me, but they coul do
Rodel a compartmentalises it as being part of

the system views her. The fact that girls are often dakenéto be married without
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challenge, also relates to how BIP women are given a narrative that is not necessarily

the one they would like to own. The system hindered her access, impacted on her

agency and through this misguided eurocentric attitude created even greater barriers

for her. A better pastoral system that allowed for individual conversations with students

before sending out official letters, would have given Rodela a better chance at success.

Crozier and Davies (2008) suggest that BIP heritage youngsters are regularly

ostracized and sometimes intentionally excluded from being active members of their
school community. This can happenharasbmemugh me
by their white peers; insensitivity to cultural differences and in effect symbolic violence;

parental concerns about the safety of their children; and, to a limited extent, religious
demandso (p286). This is particularly true
Bangladeshi heritage women in this thesis, a point very clearly articulated by Palki, who

reflected on an incident at school:

I remember when | was um, we had a Rama and Sita play production that
we did at school and | was cast as the gazelle which | was very disappointed
about 'cause | wanted to have a more predominant role, but the day before the
actual production, after all the dress rehearsals our neighbour came and said to
my mum why are you letting Palki be part of this production, it's a Hindu thing
you know, are you a Hindu now? Really laying it on my mum quite thick, and |
remember my mum being confused about it, and um then she didn't let me go so
| felt really bad 'cause I'd really let everyone down from my, in my school and my
mum just wouldn't budge on it at all. And then | remember the next day | went to
school and | didn't get told off but my teacher asked me what happened, and |
said my neighbour said | couldn't do it because I'm a Muslim, and it's a Hindu
thing and I'm not a Hindu and | shouldn't do it. And I- | just remember being really
upset about it, and my teacher said don't get upset about it you know, I'm just
disappointed because you, you let us down, and then | said, | just remember
thinking I had no way of letting you know like that | couldn't do it.

This narrative demonstrates a number of points. Firstly, Palki was let down by the

teacher, because the teacher clearly did not know Palki very well or she would have
understood the powerlessness that Pal ki her s
everyone. Equally for Palki, the play went from being something she wanted to be an

even larger part of, to something that impacted on her sense of self and agency. The

choice not to perform the play was not Pal ki
within the baradari who were policing using izzat. This decision about what is

acceptable was then inflicted on Palki6 s mot her . I n order to maini
family, Palki had to be prevented from participating. Secondly, the teacher appears to

have made an assumption that the choice of play would be accepted by the community
simply becaus e oridns. haaksof consSide@teon di neligiocud difference,

implies that she was operating within a reductionist narrative, something that Troyna

(1992) coined as the three 6S6s (samosas, sa

diversity. This approach is both unhelpful and racist, albeit unwittingly so. By producing
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a play that she deemed to be 6diversed, and
rationale to, the large Muslim population in the school, the teacher played a part in not

only the alienation of Palki, but also her mother and the baradari.

This unwitting, unintentional cultural marginalisation experienced by Palki is played out

in schools across the country. A poor understanding of the needs of the cohort means

a lack of access or ability to participate fully, and thus results in the type of non-

participation experienced by Palki. As Crozier and Davies (2008) stress, blaming BIP

heritage children for not integrating and for choosing to exclude themselves from the

white majority is an act of racism. This is because the curriculum generally, is tied up to

either favour a white British viewpoint or if there is a foray into diversity, it is an

enforced perception of what that should be. The children/students are not fully
consulted and so havenoowner s hi p of the process. The only
gain control or agency was by keeping Palki away, and even that was an act that was
forced upon her by the community and the wat
her mother lacked tools or access to be able to engage with either the school or the

neighbour to discuss the choice of play. This is an example of how the intersections of

class and izzat worked against one of the women within this thesis. Palki is not a lone

example; many working class BIP heritage youngsters do not choose to be on the

outside, but are prevented or deterred from being in the mainframe.

I.  Hindering Access by Gatekeepers

Sometimes a journey needs a guide and in education, these are traditionally the
6gatekeepersd such as teachers, and other ed
officers. Kogan (1980) argues that when parents ar
classroom, there is increased confidence in the teacher, and also in the relationship

between them and school. As previously stated, schools need to develop partnerships

with the entire school community, not just those who already have access, which is

those communities that are actively engaging with professionals. In addition to the

issue of partnership, there is also the issue of accountability. The attitude and

knowledge of the professional can, as Jones (2006, p174) suggests, hold tremendous

power, as thay f@playia crdsadrersignificact noeamly to

educational outcomes but also to the journey itself. Equally, for those families that

function on the margins of society for reasons of socio-economic status or ethnicity, the

ways in which they experience interaction, and are empowered by a professional, can

influence success.

Not only are working class children, including those from a BIP heritage, hindered by a
restricted knowledge (their own and Isoheir pa

frequently, the impression the educators have of BIP women means that they are
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ridiculed for having either too little or too much aspiration. Crozier (2009) stresses that
the issue is not one of aspiration but of inadequate advice in order to fulfil these high
aspirations. The Social Mobility and Child Poverty Commission (2017) suggest that
poor access to careers advice and work experience over the last twenty years in
particular has had a significant and negative impact, especially for disadvantaged
students whose extended circle of friends and family may also lack knowledge of
systems. Furthermore, this has happened agai
organi sations for managi n gccessible suppartwadals¢ p54) .
articulated by a number of the BIP heritage women, such as Ganga:

I had a careers interview once at school. | remember that he was quite

surprised that someone from my school was going away to University, because
it was a bit of a rough school.

For Ganga, the careeroés interview was not em
professional to impact negatively on the aspirations of a young person. This careers

officer hindered accessby pi geonholing the young peopl e i
because it had been painted in a particular way. This hindering of access also

impacted, on Inaya who voices her concern at the absence of a careers interview,

when others did have one:

But... um, I was never approached [to have a careers interview], which I- |
actually find it kind of strange now, some of my friends were approached and
they had similar grades to mine, doing similar subjects and by our sixth form
head he um, he had interviews with them and yeah but he never approached
which | actually find a bit strange now.

Inaya went to a catholic, predominately white, all-girls secondary school. The fact that

she was not approached is as she says Ostran
inclusion, it did impact on her ability to decipher what she had access to, with regards

to future opportunities both academically and also for a career. For Prem, there was a

different sort of knowledge limitation, in that there was an assumption made by the

professionals that she knew, or had access to, someone in her family who knew which

universities to consider, and why. Prem expresses frustration at this:

I don't think my college helped me in choosing my universities. Because, |
felt |Iike I had no support, it wastijesd. kOkhd
my siblings had been to university but they were doing their own thing, | couldn't

turn to my folks going oO6what wuniversity do vy
know.

This lack of a knowledgeable other meant that Prem was unclear about the routes that

were accessible to her. She goes onto to say:

So | just kind of had a shot myself, and um everyone went, um banged on about
these Times league tables so | was looking at them, but what | really needed was
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