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Several authors we have considered criticized the way that psychology has 
traditionally conceptualized culture, and they offered several alternative 
conceptions. Summarize the traditional psychological conception of culture 
and at least one alternative conception. Provide an example of how the 
alternative you describe was put into practice by at least one author. (12%). 



Identify three of the following concepts and explain why/how they are 
important in the study of cultural psychology. Use specific examples from the 
readings in your response: (9% each, 27% in Total)

• Culturally-relevant teaching
• Acculturation strategies
• Material and emotional interdependencies in family 
• Helen Markus’ concept of a “culture cycle”



This week’s readings discuss particular meaning systems in different 
cultures:

1. Beliefs about women in China (Chen & Cheung, 2011)

2. Beliefs about families in Europe & India (Mayer et al., 2012)

3. Beliefs about experiences of  health & illness in Africa (Adams & Salter, 
2007)



§ Focuses on gender issues

§ Emphasizes importance of  including both women and men as participants 
in psychology 

§ Emphasizes the importance of  studying women’s daily lives. 

§ Studying gender inequalities in women’s daily life domains.  

Chinese Feminist Psychology

Chen & Cheung (2011) introduce development of  and status of  feminist 
psychology in China



Chen & Cheung (2011) discuss 5 important gender issues: 

1. Gender Stereotypes

2. Work-Family conflict

3. Women home alone

4. Domestic violence

5. One-child policy







Adams and Salter (2007) discuss shared belief  systems that inform experiences 
of  health and illness in African settings.

1) experiences of  health and illness are socio-culturally grounded

2) The accounts of  Western mainstream (psychological) health sciences are 
culturally grounded



Refer to beliefs, cultural models, and social representations that offer or promote 
particular habits of  mind (psychological processes) regarding experience of  self  and 
social reality





1) Promoting experience of  connection vs. insulation

2) Promoting holistic experience (integration of  mind & body) vs. privileging 
mind over body

3) Locating the foundation of  health and illness experience in social relations vs. 
internal properties of  separated individuals





1) Individualistic: Ignoring SES & political contexts that play central role 
health-promoting (or health-threatening) environments

2) Atomistic: Ignoring the cultural grounding of  health and illness



1) Pathological Interpretation: 
Experiences of  personal enemies, epidemic outbreaks of  genital-shrinking, and 
fears of  vaccination are due to ignorance, superstition, and lack of  education of  
individuals in African settings. 

2) Cultural Interpretation 
links these concerns to experiences of  embeddedness associated with local 
selfways

Locates these concerns in broader construction of  reality with positive and 
negative aspects



Pathological Explanation:
Experiences of  personal enemies are due to superstition and ignorance

Cultural Explanation: 
• Research data reveals that concern with personal enemies is a collective representation
• Everyday life in African settings promote an experience in which enemies like any other 

relationship are inevitable fact of  social existence
• Selfways in Euro-American cultures are no more irrational or pathological than in 

African culture

Selfways that promote ontological experience of  connection vs. insulation:
Positive: Assurance of  membership & Support
Negative: Concern with personal enemies

Selfways that promote ontological experience of  insulation vs. connection:
Positive: Freedom from personal enemies
Negative: Isolation



Pathological Explanation:
These experiences are due to superstition, ignorance, reasons for gang activity

Cultural Explanation: 
• Outbreaks of  GSP reflect the process of  grounding the experience of  health and 

particular constructions of  reality 
• Constructions of  reality construct African selfways as interdependent

Interdependent selfways promote:

1. Openness (hence more vulnerability) to interpersonal forces 

2. Promote holistic perceptual habits

3. Somatization: Tendency to experience negative affect in bodily (genital shrinking) rather 

than psychological forms (anxiety)

Anxious arousal in physical vs. psychological symptoms



Pathological Explanation:
These experiences are due to superstition, ignorance, lack of  education

Cultural Explanation: 
Alternative construction of  resistance
Resistance and suspicions are founded in collective memory about past 
incidents of  racism in domain of  public health (i.e. Tuskegee syphilis study)
Mistrust of  west dominated international agenda
Mainstream reactions reflect equally irrational tendencies to deny Western 
scientific racism toward African individuals 



Sponsored by the US government

From 1932-1972 (40 years!)

https://www.youtube.com/watch?v=Sswitl8_-w4

The image part with relationship ID rId3 was not found in the file.

https://www.youtube.com/watch?v=Sswitl8_-w4




1) Imposed etic

Construction of  intimate relationship as a supportive space and being blind to African 
construction of  intimate relationship as a source of  malice and hate

2) Contributing to suffering of  individuals in African settings:

• Implicit racism: Representing African individuals as backward and ignorant

• Ignoring geo-political contexts that contribute to health crisis in African settings (i.e. 
ignoring the role Western countries [high-consumption, science-exporting cultures] 
play in African health crisis or denying racism in health sciences)

• Ignoring cultural contexts in experiences of  health and illness (i.e.  Understanding 
self  as separated from context, not paying attention to the role of  beliefs or context in 
constructing experiences of  health and illness)





Mayer et al. (2012) aim to identify and compare patterns of  family-related value 
orientations related to family change theory across 3 cultures & 2 generations.

3 clusters of  family models were identified: 
1. Independence 
2. Interdependence 
3. Emotional interdependence

The article argues that in economically developing countries with collectivistic 
backgrounds a family model of  emotional interdependence emerges from a family 
model of  complete interdependence.  





§Aims to differentiate worldviews of  healing traditions between East & 
West

§Discusses meaning of  culture & psychotherapy from post-modern 
anthropological approach

§Compares value systems lying behind therapeutic methods of  East & 
West (i.e. mind, body, self, mental health & etc.)

§Argues that the difference between East & West worldviews determines 
different goals & processes for psychotherapy 



dominated by the conflict between the super-ego and the id. With the rise of behaviorism, it is
thought that by following a fixed set of functional analyses, human behavior can be brought
under the control of one’s thinking. The emergence of cognitive therapy further expanded the
belief that “the mind determines everything” and the value system that goes with it. The body is
thought of as only a layer of skin, and its level and function is inferior to psychological
responses. In spite of the fact that contemporary methods in psychotherapy have begun to
pay attention to the physical body, such as using relaxation techniques as a way to improve
psychological health, the majority of psychotherapists are still focusing on the psychic level of
their patients. Any mention of physical discomforts by the patient will be deemed by the
traditional Western psychologist as a form of somatization resulting from psychological
suppression, instead of being a language of pain that needs to be communicated directly.

Views on the self

After Hofstede (1994), a Dutch sociologist who studied international organizations,
published his classic work Cultures and Organizations: Intercultural Cooperation and its
Importance for Survival, the terminology of “individualism” versus “collectivism” gained
popularity in the field of cross-cultural business management. Interestingly, cross-cultural

Table 1 An overview of the value systems pertaining to the Eastern and Western way of psychotherapy

Eastern culture Western culture

View on body and mind Body and mind as a unity Dualism of body and mind

Views on Self Developed from an individual
to a family system (multiple selves)

Differentiate from a family to
an individual (coherent self)

Views on helping behaviors Benevolence and righteousness;
moral obligation

Ranging from altruism to
professionalism, humanism
and religious sentiments

Views on interpersonal
relations

Human relationships, blood
ties, relations pertaining to
face, obedience to and trust
in authority

Boundaries, individualism,
belief in democracy

Views on community Belief in the family, bound by shared
geographical closeness (e.g., birth place),
and valuing a common identity over
differences

An intangible support system
that transcends geographical
location and blood ties and
values individual uniqueness
over commonality

Views on psychological
illness

Seen as an illness of the “heart”,
which is caused by extreme
expression of emotions, lack
of qi (energy), imbalance of
yin-yang, or societal repression

Attributed to the interaction
among the following three
factors: physical, psychological
and social

Views on healing Illnesses caused by emotions should
be healed by emotions; self-cultivation;
attuning the person to natural laws (feng
shui or geomancy); and maintaining
harmonious human relationships (taking
advantage of the opportunity, the space
and people)

Treatments need to have
biomedical explanation,
with emphasis on transparency
and pragmatic scientific methods

Views on spirituality Unity of heaven and the person, nurturing
of body and mind/spirit, the bond with
ancestors, karma/blessings

Defined by religions and
theism; influenced by the
New Age Movement
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Ting says, “Chinese theories of psychological health are built 
on the idea that prevention is better than cure” (p. 772/3). 

Based on Ting’s comments in this section, how do you imagine 
the activity of a psychologist in China who wished to work 
directly with individuals would be different from that of a 
psychotherapist working in North America?



Concisely stated, Wang and Zheng (2004) concluded the following principles in main-
taining psychological health for Chinese:

1. Starting health enrichment as early as possible
2. Cultivating the virtues to maintain good health
3. Restraining one’s passions and curbing one’s selfish desires
4. Nourishing one’s temperament
5. Maintaining the body and regulating the spirit by qigong
6. Maintaining the body and regulating the spirit by doing exercises, such as Five Animal

Game (animating the animals’ movements) and Eight Silk Passage (increasing the
flexibility of body muscles).

7. Regulating the spirit in accordance with the four seasons

To conclude, the Chinese view on psychotherapy holds that “one should address
problems of the heart by going back to the heart”8–taking care of both the body and
spirit and working towards a harmonious relationship between humans and nature as
well as among people. This is evident in one of Mencius’s famous sayings: “Heaven’s
favorable weather is less important than Earth’s advantageous terrain, and Earth’s advantageous
terrain is less important than human” (Mencius 2008, p. 79), which could be interpreted in
modern language as “the right timing is not as important as the advantages of right environment,
and the right environment is not as important as human relationships.”

Views on spirituality

It would be a great error if we omit the aspect of spirituality in both the Eastern and Western
healing traditions. Before the establishment of Western psychotherapy, people had been
relying on other forms of spiritual support to cope with psychological problems. Religious
beliefs and practices have been present since the dawn of human civilization, and it has had a
much deeper and far longer impact on humankind than psychotherapy. In spite of the fact
that the founding of the United States of America was deeply influenced by its Christian
background, and a recent Gallup survey (Newport 2011) found that 90% of the masses
believe in the existence of “God,” the clinical members of the American Psychological
Association that practice religious faith is far less than this percentage (Delaney et al. 2007;
Bergin and Jensen 1990). It was not until the rise of pluralism and multiculturalism that
religious psychotherapy has had an opportunity to make its presence felt in mainstream
academia. In the past, therapists were strictly forbidden to discuss religious topics with their
patients in the course of therapy, on the ground that it could be a form of value imposition.
Furthermore, Sigmund Freud believed that religion was a related to an overly strict superego
in the psyche and that it would suppress the development of the id and contribute to
psychological conflicts. He also stated: “Religion is comparable to a childhood neurosis”
(1927, p. 53). For the majority of American therapists, “religion” was a taboo in the therapy
room. However, with the rising interest in spirituality as brought about by the New Age
Movement, more and more therapists have begun to use metaphysics as a therapeutic
method. This includes Carl Jung, the creator of analytical psychology, who applied the
Book of Changes (or Yi Ching), a Chinese classic, to explain the mystery of humanity. In
1962, Jung wrote the book Psychology of Religion to specifically postulate his thinking on
religious symbols and mystical experiences. Coming from a religious household, Jung
(1962) had seen spirituality as an innate experience in everyday life, including

8 A Chinese idiom

774 Pastoral Psychol (2012) 61:759–782



• Expressing emotions
• Obedience & trust of  authority
• Friendship relationships



8BUUFST�&��	����
��$SB[Z�-JLF�6T��5IF�(MPCBMJ[BUJPO�
PG�UIF�"NFSJDBO�1TZDIF��/FX�:PSL��'SFF�1SFTT��
	$IBQUFS����5IF�8BWF�UIBU�#SPVHIU�154%�UP�4SJ�
-BOLB








Watters (2010), P. 96

American assumed that mental distress experienced by survivors come from 
damage to the psyche that makes it difficult for those individuals to help others 

For Sri-Lankans sense of  well-being emanates from connection to social 
network. 
Mental health for them is embodied in the act of  fulfilling one’s own role and 
helping people 





Watters, 2010, pp. 107-108





Markus & Conner  (2013), P. 16







• Westerners should take a chance on Asian leaders

• Organizations should also accommodate work styles of  eastern 
members (i.e. giving employees a chance to contribute ideas in 
writing)

• Change in daily interactions between east & west

• East can also alter their culture cycles to adopt more independent 
interactions (i.e. schools can get students to talk more in class: 
“warm-call”)



How culture is operationalized in cultural neuroscience? 

Is the research paradigm of  cultural neuroscience culturally valid?

How problems of  cultural validity hinder applicability of  findings to 
research on health disparities?

Proposing an alternative framework for conceptualizing culture and 
exploring how it can contribute to cultural neuroscience research  





Culture is reduced to factors that modulate cognition, overlooking complexities of  
culture
Culture is modeled through group difference (reflecting ethnic categories), East/West 
comparisons stand for culture: Danger of  Essentialization that all members of  a group 
uniformly possess certain characteristics

Problem: East/West don’t represent homogenous groups
Culture is conceptualized as a narrow term (Reduction of  

complexity_
Only certain facets of  culture is singled out (assuming to be shared by 

all group members): constructing East as the “other”. Pathologization (dissociative 
experiences in Brazil are pathologized)

Overreliance on East/West Rubric: no research on other ethnicities or 
nationalities such as Moroccans, Egyptians.

Seligman proposes instead of  focusing on East/West let’s focus on self-construal





In mainstream cultural neuroscience research, culture is 
conceptualized as:

1. Existing within individuals
2. Similar across all individuals
3. Fixed and impervious to context



Alternative conceptualizations:

Culture is more dynamic and interactive (not fixed)

Bi-directional relation between individual and culture or “looping effect”:
Culture is responsive to and constituted by the ways individuals act and behave. 
Actions of  Individuals influence culture. Culture influences individuals. 

Conceptualizing brain and cultural constructs as fundamentally “situated”: 
Cultural constructs are determined, embodied, and enacted in ways that involve 
not only individuals but also larger social groups and systems





Culturally Relevant Pedagogy



Today’s Agenda

Ladson-Billings, G. (1995). But that’s just good teaching! The case of 
culturally relevant pedagogy. Theory into Practice, 34 (3), 159-165.

Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of 
African American children. San Fransisco: Jossey-Bass Publishers. 
(Chapter 4: We are Family)



Summarize what ladsen-billings sees as the primary 
characteristics of “culturally-relevant” teaching. 

What does culture refer to in this phrase? Why call this form of 
teaching “culturally relevant”?

She contrasts it with assimilationist teaching. What do you think 
is her reason for using the term “assimilationist” for this 
approach?

Does the term have the same meaning for her as it does for berry 
in talking about acculturation strategies? 



Do you take an issue with the way Mrs. Cook 
has responded to Matthew? Explain.

If you were the teacher in this class, would you 
have responded differently to this situation? 

How would you have responded? Why?



What is Culturally-Relevant Pedagogy?

Culturally relevant pedagogy is a pedagogy of opposition specifically committed to 
collective, not merely individual empowerment.

Culturally relevant pedagogy rests on three criteria:
a) Students must experience academic success

b) Students must develop and/or maintain cultural competence

c) Students must develop a critical consciousness through which they challenge 

the status quo of the current social order



1. Academic Success

Video

• Teachers adopting culturally relevant pedagogy highly value 
academic competency, by ensuring that all students develop 
literacy, numeracy and other academic skills. 

• Teachers believe in students’ capabilities for academic success.

Example: 

Encouraging African American boys who have strong social skills & 
power to demonstrate academic success through teachers’ positive 
attention.

https://www.youtube.com/watch?v=A2yqIm58ULo


2. Cultural Competence

Video

Culturally relevant pedagogy requires students to develop and/or maintain cultural 
competence while developing academic competence. 

Utilizing students’ cultures as a vehicle for learning.

“Acting white “: African American students fear of being ostracized for 
demonstrating academic interest.

Examples: Involving parents and students’ relatives in classrooms as opposed to 
importing role model with whom students don’t have firsthand experience with.

https://gomovies.pet/film/the-class-4087/watching.html?ep=784494


Should teachers develop cultural competence in students? If so, what 
are some of the ways in which the can do so?

Have you ever had a teacher who was successful at cultivating cultural 
competence? What strategies did he/she utilize?



3. Critical Consciousness

Teachers adopting culturally relevant pedagogy aim at developing students’ critical 
consciousness through which they can challenge the status quo.

Example:
A class of African-American middle-school students in Dallas identified the problem of 
their school as being surrounded by liquor stores. 

The students identified that schools serving white, upper middle class students were 
located in “dry” areas whereas schools in poor communities were in “wet” areas. 

Students assisted by the teacher planned a strategy for exposing this inequity by using 
math, literacy, social and political skills to prove their points.



Do you find the educational curriculums you have so far encountered 
successful at cultivating critical consciousness? 

What skills or qualities should teachers have to effectively cultivate students 
critical consciousness?



Ladson-Billings (1994)
We are Family



Fluid and Humanely Equitable Relations

In culturally relevant pedagogy, teacher-student relationship is fluid (rather than fixed) 
and humanely equitable (rather than hierarchical)

Teacher becomes a student and a student becomes a teacher

Patricia Hilliard’s concept of classroom as an “extended family”:
Students forming extended family groups to help each other and monitor each other’s 
progress



Cultivation of Relationships Beyond the 
Boundaries of Classrooms

Teachers adopting culturally relevant pedagogy aim to extend relationships beyond the 
classroom and into the community.

Examples:
• Cultivating relationships with students outside of classroom by adopting an active 

roles in the community
• Inviting students to join teachers for dinner or lunch
• Organizing classroom activities that include meals to learn about customs and 

traditions of a particular culture



Do you think that cultivating teacher-student relationships beyond 
classroom settings is feasible in today’s social climate?

If so, how should educators go about doing so without violating schools’ 
regulations? 



Demonstrating Connectedness with each 
of the Students

Video

Teachers endorsing culturally relevant pedagogy aim at demonstrating 
connectedness with all students.

They consciously work to develop commonalities among students

Example:  

Case of Margret Rossi, a ‘White’ female teacher who was a former nun, teaching 
African American students.

Video 2

https://www.youtube.com/watch?v=eYYf-mUmPqI
https://www.youtube.com/watch?v=vEj9ZwIzk44


Developing a Community of Learners

Teachers endorsing culturally relevant pedagogy care not only about individual 
achievements but also about group achievements

Developing a classroom into an extended family
Developing sense of cooperation and interdependence in a classroom (i.e. through 
taking camping trips)





Encouraging Collaborative Learning 

Techers endorsing critically relevant pedagogy encourage collaborative 
learning, teaching each other and taking responsibility for each other

Advocating a view that success is achieved through getting help from others 
and being helpful to others  

Examples:

Developing a system of study buddies 



What are some other ways in which educators can encourage collaboration in 
classrooms?

Should educators develop in students a sense of caring and responsibility for one 
another? Why?

Do you think viewing your classmates as extended family makes a difference in 
terms of sense of community and quality of social interactions in classrooms?



Conceptions of Self & Others

• Believed that all the students were capable of academic success
• Saw their pedagogy as art-unpredictable, always in the process of becoming
• Saw themselves as members of the community
• Saw teaching as a way of giving back to the community

Ladson-Billings (1995)



Social Relations

• Maintain fluid student-teacher relationships
• Demonstrate a connectedness with all of the students 
• Develop a community of learners
• Encourage students to learn collaboratively and be responsible for another

Ladson-Billings (1995)



Conceptions of Knowledge

• Knowledge is not static; it is shared, recycled, and constructed
• Knowledge must be viewed critically
• Teachers must be passionate about knowledge and learning
• Assessment must be multifaceted, incorporating multiple forms of excellence

Ladson-Billings (1995)



As a teacher adopting 
culturally relevant 
pedagogy how would you 
respond to Lamar’s 
situation? 



§ What does it mean to say that culture is an “embodiment of a culture’s way of life” 
(Bruner p. 13)? Provide some examples of  ways in which Canadian education embodies 
Canadian culture, or ways in which Chinese education embodies Chinese culture.

§ 2. Bruner speaks of  education providing a toolkit or set of  cultural tools. What are these 
tools that he is referring to? Are these the same tools that Rogoff  is talking about in her 
article when she refers to cultural tools? Provide some examples to show the similarity or 
the difference.

Language & Math



§ 3. What does Bruner mean by a “mutual” “community of learners” (pages 21 and 38)? 

Does he see such communities as a standard feature of  Western culture that arise naturally 

in schools, or are they something contrary to Western culture which he thinks should be 

brought into schools? Why are such communities desirable?



Brunner (1996), pp. 21-22







reproducing social inequalities by positioning those not already familiar with the dis-
course as ‘other’ (Burn and Finnigan 2003; Clark and Ivanic 1997; Ivanic 1998; Lea
1998, 2005; Lea and Stierer 2000; Leathwood and O’Connell 2003; Lillis 2001; Read,
Francis, and Robson 2001; Satterthwaite 2003; Street 1984). Clark and Ivanic (1997)
claim that it is possible to reject sociocultural conventions and expectations and to
challenge the dominant discourse in order to give value to ‘other’ ways of writing.
However, in their argument for challenge and change, they acknowledge the tension
between critiquing the dominant forms and giving students access to them so that
they can be successful. Lillis agrees that there is a tension between ‘pedagogy which
seeks to provide students access to the privileged symbolic resources of HE…whilst
at the same time problematising such resources’ (2001, 166). This pedagogic conflict
is a consequence of the relativist epistemological position of academic literacies
research which presents such powerful knowledge as contributing to the reproduction
of inequality through denying the voice of the ‘other’. To develop a pedagogic
response, a social realist perspective, which separates ‘knowledge of the powerful’
from ‘powerful knowledge’, is helpful for understanding that ‘[t]he sociology of edu-
cation cannot productively engage with current debates about knowledge in education
solely in terms of negative “critical” deconstruction… it requires a positive account of
powerful knowledge for all’ (Moore 2013, 350). If participation in academic literacy
practices conveys privilege and power, those who already possess that privilege and
power cannot decide for others that they do not need it and I take Graff ’s view that
there is an obligation on tutors to give students access to privileged forms of literacy
and the associated cultural capital:

We ought not to pretend to give people access to this [academic] power by admitting them
to college and then prevent them from really attaining it by not admitting them into the
academic discourse community… teachers who fail to teach academic discourse are with-
holding a form of power that they themselves take for granted. (Graff 2003, 248)

Furthermore, writing is not simply the representation of thought, it is part of the
thinking process and a way to construct knowledge (Bloxham and West 2007;
Britton 1980; Clark and Ivanic 1997; Kamler and Thomson 2004; Richardson
1998; Somerville and Creme 2005; Wingate 2006). Students should practise academic
literacies not simply because they must; they should practise them because, in learning
to write in an acceptable way, students are also learning the ways of thinking associ-
ated with that academic context which ultimately give access to the powerful knowl-
edge of the academic community. Research into communities of practice offers an
analytical perspective on student participation in academic practice, associated
power relations (including the regulation of access to powerful knowledge) and stu-
dents’ positioning in the academic community.

Students in the academic community of practice
Lave andWenger’s (1991) conceptualisation of ‘Communities of Practice’ sees learning
as a process of increasing participation in the practices of the community. Through
participation in community practices, learners move from ‘legitimate peripheral par-
ticipation’ to fuller participation, initially participating in a limited way, on the periph-
ery, and gradually participating in more complex practices or more independently,
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taking on more responsibility, learning to use the cultural tools of the community and
constructing an identity as a member of the community of practice.

Researchers into HE draw frequently on the discourse of communities of prac-
tice and it is used as an analytical tool to investigate the undergraduate and post-
graduate experience (Fejes, Johansson, and Dahlgren 2005; Lindberg-Sand and
Olsson 2008; O’Donnell and Tobbell 2007; O’Donnell et al. 2009). Ashwin (2009)
argues that students and tutors cannot be positioned as members of the same com-
munity of practice since to do so relies on mistaken assumptions that the purpose of
HE is about preparing the next generation of academics. However, students and
tutors can be positioned as part of a community of learners: the tutors as ‘expert
learners’ and students as ‘novice learners’ (McLean and Barker, 2004, 410) within
a culture of ideas and arguments. From this perspective, what students need to do
in study can be conceptualised as peripheral participation in those practices in
which tutors participate, and communities of practice can be seen as a valid analyti-
cal tool for understanding ‘a social model of learning as participation in practice’
(Lea, 2005, 183).

Practices define a community: without the power to determine what is or is not
appropriate, the community has no meaning. In the academy, the power to deter-
mine acceptable practice is necessary if there is to be any distinctive ‘academic prac-
tice’ and indeed any ‘academic community’. Students must learn to practice in
acceptable ways and their positioning in the academy, stranded at the periphery or
moving on an inward trajectory, can be understood through examining the relation-
ship between how communities participate in practices and their reifications of those
practices.

Participation and reification: a duality of meaning
Communities not only participate in those practices which define them, but find ways
to reify them. Reification can be defined as ‘the process of giving form to our experi-
ence by producing objects that congeal this experience into “thingness”’, including
‘abstractions, tools, symbols, stories, terms, and concepts’ (Wenger 1998, 58–59).
Terminology is used to reify aspects of academic practice: a single word represents
a complex practice (e.g. ‘analysis’ and ‘argument’), and the experience of writing an
assignment is reified into an assignment brief with assessment criteria and marking
grids. Although such reifications can provide enduring representations of practice,
reifications can never adequately represent the practices to which they refer. Wenger
conceptualises participation in practice and reification of practice as a ‘duality of
meaning’ since it is through their interplay that meaning is negotiated. If students
are to move on an inward trajectory, tutors must consider how to respond to this
duality of meaning in relation to academic literacy practices.

Lave andWenger (1991) are clear that Communities of Practice should not be seen
as a pedagogical model but as a heuristic for understanding learning, and as previously
noted, the relativist epistemological position of academic literacies research, whilst
helpful for examining student experience, provides no framework for creating and
evaluating pedagogic approaches. Bernstein’s work on the classification and framing
of knowledge offers a framework for examining how curricula can be developed
and evaluated from a social realist epistemological position and provides a new lens
for examining pedagogical approaches to academic literacies in HE.

714 J. Tapp
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conceptualisation of classification and framing as the mechanisms by which students
are positioned on the periphery of the academic community or are supported on an
inward trajectory through the acquisition of both recognition and realisation rules.

Firstly, there is a need for tutors themselves to problematise the classification of
academic literacies, acknowledging where boundaries are drawn between what is
and is not seen as legitimate in any given context and why, so that in their particular
context they can be more explicit about what might have hitherto been implicit. Other-
wise, students can have no clear idea of what they are expected to do.

Secondly, in seeking to communicate boundaries, framing must be considered in
terms of both recognition and realisation rules. Strong framing can communicate
expectations so that recognition rules can be acquired. However, framing which
relies on reifications, including written or spoken guidance, can never communicate
the tacit knowledge which is situated in participation in practice. Pedagogic arrange-
ments also need to frame a curriculum for participation, yet often this is overlooked in
the assumption that students will be able to act on explicit guidance. Students need to
know not only ‘What do you want me to do?’, but ‘What does it look like and feel like
to do the thing that you want me to do?’, and they can only know how it looks and
feels through participation. Such pedagogic arrangements are familiar in relation to
subject content; for example, science students have laboratory sessions, and dental stu-
dents carry out procedures. Reification of the practices that they must master is
accompanied by participation so that recognition and realisation rules can both be
acquired. Bringing the lens of social realism to academic literacies illuminates the
need to take the same pedagogic approach to student participation in academic
literacy practices.

Academic literacy practices may contribute to exclusion and alienation, but that is
no reason to reject them; rather it is a reason for those who are already members of the
academic community of practice to help students access those practices so that they
might also access powerful ways of making meaning. Relativism provides no clear
mandate for action, but social realism indicates that when tutors frame a curriculum
that supports the acquisition of both recognition and realisation rules, academic lit-
eracy practices can be positioned as bridges (rather than as barriers) to the academic
community, enabling students to move on a trajectory away from the periphery and
towards fuller membership of the academic community. Academic literacy practice
can then become a potential agent of empowerment and inclusion rather than
become an agent of alienation and exclusion.
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Decolonizing Culture: Euro-American 
psychology and the shaping of neo-liberal 

India
(Bhatia & Priya, 2018)

- Colonialism vs. Coloniality
- Neoliberal Governmentality (Governing through freedom)
- People as masters of their own choices and capabilities
- Changes in mental health (e.g. PTSD)
- Decolonizing psychology and corporate identity
- Cross-Cultural differences in Neoliberal Society



Adapting to Western Norms of Critical 
Argumentation and debate (Durkin, 2011)

- Critical thinking vs. Constructive thinking
- The impact of feminism
- Why Chinese students resist critical thinking?
- Individualist societies vs. collectivist societies
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