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Abstract 

Despite the existing gender stereotypes associated with science and masculini-
ty, there are some women teachers in secondary co-education schools 
in Bangladesh who are going against the grain by taking up a profession 
in the science field. This research is an attempt to make visible the lived 
gendered experiences of women science teachers both in urban and 
semi-urban areas of Bangladesh. In addition attempts, to shed new 
light on the debate of masculinity of science and the strategies women 
teachers‟ use to deal with the embedded gender ideologies to become 
role models. By using a feminist standpoint approach, this research un-
veils married and unmarried women science teachers‟ struggle with 
gender structures in schools, families and communities. The findings of 
this empirical study revealed that, in a classic patriarchal society, it is 
much difficult for women science teachers to be role models because 
of their socially prescribed gender-roles, symbolic representation, gen-
der-specific norms and constraints in their institutions. Despite these 
constraints the teachers have the potential to be role models and they 
are coping by making different strategic choices to sustain their interest 
in the science. This study contributes perspectives on how to overcome 
the fabricated myth of girls‟ intrinsic incompatibility with science.  

Relevance to Development Studies 

The following study is relevant to development studies particularly women and 
gender studies as it investigates in particular women science teachers‟ 
day to day gendered experiences and place as role models in a patriar-
chal society. Furthermore, since science education and teachers are 
both important parts in the development process of a state, this paper 
highlights the debate around „masculinity‟, „science‟ and the position of 
woman teachers in the societal structure. In a broader sense, this paper 
contributes to women‟s struggle in the service sector of Bangladesh 
through the lived experiences of women science teachers.  

 

Keywords 

Women science teachers, masculinity, gender stereotypes, role model, gendered 
experience 
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Chapter 1  
Introduction: Setting the Research Stage 

„Gender tends to be seen in dualistic and oppositional terms with the result 
that there are just two gendered positions available – the masculine and the 
feminine – within which men‟s and women‟s experience can be located, thus 
limiting the opportunities for more complex and contradictory gendered-
positions to be noticed, let alone explored‟ (Henwood and Miller 
2001:238) 

 

1.1. Background: contextualizing WSTs in Bangladesh 
Bangladesh is a densely populated South-Asian country where women consti-
tute nearly half of the population1 (UNESCO Institute of Statistics 2014a). Ac-
cording to Central Intelligence Agency (2013), the rate of literacy is 56.8% and 
education expenditure is 2.2% of GDP. Though Bangladesh is one of the least 
developed countries in the world, it has achieved notable progress in the edu-
cation sector in the last two decades. The gender-gap which was much wider a 
decade ago, favoring boys, has transformed a lot in primary and secondary lev-
el (BANBEIS 2013). Now, the percentage of girls‟ enrolment at both levels of 
education is higher than boys (UNESCO Institute of Statistics 2014b)2. Op-
portunities and physical facilities for girls in primary and secondary level are 
also increasing leading to a reduction of drop-out rates (Mahtab 2007). Gender 
parity has been achieved in progression and completion rate3 at both levels 
(UNESCO Institute of Statistics 2014b). Additionally, considerable progress 
has been made in the success rate of girls in SSC and HSC examinations 
(BANBEIS 2013). However, such success related to subject selection varies 
between girls and boys. In science technology engineering and mathematics 
(STEM) education in Bangladesh, girls have been found to be less interested 
than boys and as a result they do not pursue careers in STEM (Mahtab 2007). 
It is worth mentioning that, according to the formal education system in Bang-
ladesh, if students did not select the science stream at secondary4 stage, they are 
not allowed to pursue higher studies in science, and research shows that about 
75% students from a population of five million choose non-science stream i.e. 
humanities, business at that level (BANBEIS 2013). At higher school certifi-
cate level (HSC) more girls are likely to select humanities or social-sciences and 
at the tertiary level, less than 17% students (overall in public universities) 
choose a STEM field (Choudhury 2013).  

In Bangladesh, the number of women (42%) receiving higher educa-
tion is increasing tremendously but relatively few are pursuing a career in re-

                                                 
1 See Appendix I for more demographic background.  
2 See Appendix II for detailed information. 
3 See Appendix III for relevant data on progression and completion rate. 
4 The education system of Bangladesh consists of three major levels; Primary, Second-
ary and Higher education. In the secondary level, there are three different sub-stages, 
Junior Secondary (grade VI-VIII), Secondary (grade IX-X) and Higher Secondary 
(grade XI-XII) (BANBEIS 2013).  
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search (UNESCO Institute of Statistics 2014b). About 14% and 15% of wom-
en are working in government and academic sector respectively. Gender-
stereotypes for women are a major barrier to their career selection and pro-
gression (UNESCO Institute of Statistics 2014b). Less than 15% women are 
working as teaching staff in tertiary level, whereas 22% and 25% women teach-
ers are working in HSC and SSC level respectively. That means, the higher the 
education level, the less the percentage of women‟s engagement (Choudhury 
2013). Women‟s contribution to the country‟s economy has been increasing 
since mid-1980s and they are working in several sectors like the STEM field, 
but gender parity still remains in the job sector in Bangladesh especially at ter-
tiary levels5 (Choudhury 2013; Mahtab 2007). According to 2003 statistics on 
the gender division in science6 , women are more engaged in the so called soft-
er „biological sciences‟ than the harder „physical sciences‟ (Mahtab 2007). Over-
all, less than 15% of women in Bangladesh are pursuing a science career 
(UNESCO 2007). A high number of women are sacrificing their desired pro-
fession to adhere to cultural norms like being a „good woman‟ and devoting 
themselves only to the family (Mahtab 2007).  

Women teachers outnumber men in the primary education sector in 
Bangladesh and the number of women teachers at secondary level is also in-
creasing (BANBEIS 2013)7 but because of the male-dominated science field, it 
is still hard to find WSTs at secondary level, especially in co-education schools 
(Amin et al. 2006; Hill et al. 2010; Mahtab 2007; UNESCO 1997). In co-
education schools, gender discrimination among teachers and students is more 
visible than in girls/boys only schools (Tapan 2010, Ullah 2008). The tendency 
to gender a subject often put barriers for women teachers to become role 
models for STEM education in patriarchal contexts (Huang and Fraser 2009; 
Kahle and Meece 1994; Kelly 1985). Kelly (1985) notes that, the masculinity of 
science at secondary level can best be understood by looking at four different 
factors: a) number of male teachers, male students and recognized scientists all 
over the world, b) application of science in real life, c) interaction and behavior 
in science classroom while using different elements which has the tendency to 
define masculine and feminine activity and d) socially constructed image of 
„science‟ which looks at power and the changing world. Kelly added that, „sci-
ence was associated with factors such as difficulty, hard rather than soft, things 
rather than people, and thinking rather than feeling, all of which are part of the 
cultural stereotype of masculinity…the image of the scientist is similarly not 
only male but also masculine in the sense of being cold, unemotional and logi-
cal‟ (1985:135).  

In Bangladesh, the male-dominated science field presents WSTs as mi-
norities in co-education schools. When people „argue that science does not suit 
women because it promotes presumably masculine qualities of rationality, ag-
gression, and competition, they reinforce the notion that such qualities do not 
belong to females, culturally developed or not‟ (Tolley 2003:222). Such sup-
posed „naturalness‟ enhances the possibility of devaluing women‟s work in pa-

                                                 
5 See Appendix V for percentage of women in Science of Dhaka University.  
6 The gender division of science has been examined among Dhaka University faculty 
members in 2003, where the ratio of male and female is: physical science 7:2 and bio-
logical science 3:1 (Mahtab 2007).  
7 See Appendix VI for detailed information. 
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triarchal societies. In addition, the masculine organizational culture creates a 
barrier with regard to participation in decision-making and role modeling in 
schools for WSTs (Mahtab 2007). As a work place for teachers, school is a 
regulator of gendered identities which practices the „normative‟ notions of 
„masculinities‟ and „femininities‟ (Dunne 2007). Moreover, in Bangladesh, sub-
ordination and subjugation of women are part and parcel of patriarchal values 
that make it difficult for women to continue to pursue their own professional 
career without the family, organization and government support. Mahtab 
(2007) states that traditional society does not encourage women to pursue ca-
reers which require much effort and dedication, assuming careers will affect 
their commitment to family affairs.  
 
1.2. Framing the research issue 
Despite the gendered cultural norms and practices in Bangladesh, there are 
some women teachers who are going against the grain by practicing their pro-
fession in the field of science. These underrepresented WSTs in secondary co-
education8 schools need to negotiate the embedded gender relations at multiple 
levels: within the organization, in relation to students and their own families to 
challenge the stereotypes of gender-roles and masculinity of science. Despite 
living in patriarchal societies, women‟s presence and performance in male-
dominated domains like the sciences is providing alternative views and possi-
bilities. Their example shows something has changed partly and that these 
women can lead the process by challenging the gender stereotypes in the exist-
ing structures in societies. The experiences of these women in the field of sci-
ence needs to be documented and analyzed those through a gender lens, par-
ticularly in their local context of Bangladesh. 

1.3. Relevance and justification  
The gendered norms of science in relation to lower proportional representa-
tion of WSTs in secondary co-educational schools reinforce the stereotypical 
message that boys are more suitable than girls for science careers. In addition, 
having fewer female representatives in the sciences can have implications for 
both boys and girls especially how they view the subject. The current lack of 
representation of WSTs can discourage the next generation of girls who hope 
to build their career in STEM. Studies indicate male science teachers‟ negative 
perception that female science students are less active and this in turn makes 
them less likely to be interested in science classes compared to male students 
(Huang and Fraser 2009). Furthermore, stereotypical belief about girls‟ under-
performance in science career affects their own interest in the sciences; if peo-
ple see any successful women in science; this is seen as an exceptional rather 
than the norm (Hill et al. 2010). If the girls can see enough women science role 
models in schools, they will be encouraged to take up career in science and this 
will lead to more women scientists at top level decision-making roles not only 
in academia but also in government sectors. WSTs show their own agency by 
going against the gender norms about science and this might encourage girls to 
understand the importance of science in everyday life. Apart from that, this 

                                                 
8 In this study, I will focus on teachers at junior secondary and secondary level be-
cause teacher recruitment process and qualification is different for higher secondary 
level (MoE 2015).  
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change in the mindset about women in science might help boys to perceive 
women differently when it comes to the STEM field.  

Existing literature on the gendered nature of secondary schooling have 
focused on gendered identity of schools, gendering subjects, sexual harassment 
in workplace, gender bias among students and teachers, gendered authority as 
well as under-representation of women in science. (Aikman 2011; Dunne 2007; 
Duffy 2001; Griffiths 2006; Hargreaves 2001; Hill et al. 2010; Kahle and Meece 
1994; Kelly 1985; Robinson 2010). There are very few gender-based studies on 
the nature and practice of secondary schooling including the male-dominated 
science field in the Bangladesh context. This research paper seeks to fill this 
gap by addressing WSTs‟ experience including how they deal with the mascu-
linized organizational culture while teaching a subject which is dominated 
mainly by men.  

The selection of the topic is also related to my personal motivation. 
During my studies at Dhaka University, while working as an intern science 
teacher at an orphanage co-education school I often experienced the different 
interactions between male and female science students. Additionally, I trained 
secondary science teachers in Dhaka as a staff researcher at BRAC Institute of 
Educational Development, BRAC University in 2014. During that time I ob-
served the gendered nature of schooling and realized how important it was to 
understand the gendered experiences of science teachers to promote gender 
awareness in school contexts. In a patriarchal society like Bangladesh, women 
are often lower in the hierarchies of power, making it necessary WSTs, who are 
the minority, to work even harder if they want their presence felt. 

Finally, I hope this study will highlight the challenges WSTs face in try-
ing to be role models. This paper will also focus on the ways of negotiating 
those gendered challenges in a patriarchal society. If the different aspects and 
meanings of such practices can be incorporated in the pre- and post-service 
training sessions for the secondary school teachers, this would be a step in en-
suring gender awareness in the school environment. This may lead to more 
WSTs in secondary schools and more girls will be encouraged to take up the 
sciences for their future career. Most important of all, people will overcome 
the myth that girls are intrinsically incompatible to the science subject. 

1.4. Research objective and question 
In this study, I seek to contribute to existing literature on the gendered nature 
of science and schooling, specifically by zooming on the gendered experiences 
of WSTs. The study will shed new light on the debate on masculinity of science 
and women teachers‟ role by investigating the strategies that they use to nego-
tiate embedded gender-relations and ideologies and how this affects their ca-
pacity to be role models.  

To achieve this objective the main research question and related sub-
questions are: 

Do women science teachers provide role models by challenging the gender ste-
reotypes of science and masculinity?  

1) What challenges do women science teachers face within the school, 
community and the family? 
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2) What strategies do they develop to deal with traditional gender ideolo-
gies? 

 
1.5. Organization of the paper 

I have organized this paper into six major chapters; this introductory chapter 
includes the background of the research problem, the research issue, offers the 
relevance and justification for embarking on this study and poses the research 
questions and objectives. In chapter two, I try to expound on the concepts of 
gender, agency and intersectionality as the framework for analysing the empiri-
cal data. This is followed by an overview of the feminist methodological ap-
proach and data collection processes including ethical challenges and limitation 
of the research. I dedicate the fourth and fifth chapters to analyse what gen-
dered challenges WSTs are facing in trying to be role models and how they are 
dealing with the gendered ideologies using a conceptual framework within a 
feminist standpoint lens. Finally, I conclude this paper by synthesising the en-
tire study and give an overall reflection of the research questions that may pro-
vide suggestions for further research on the basis of findings.  
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Chapter 2: Framework for Analysis 

In this chapter, I develop the framework for analyzing the research findings. 
The concept of gender is the main analytical tool; intersectionality and agency 
have been used within this broad theoretical concept.  

2.1. Gender  
Gender is one of concepts which have been used continuously in different 
global discourse on women and development studies. During 70s, Oakley dif-
ferentiated sex and gender for the first time. Sex is termed more as a biological 
concept where gender refers to a socio-cultural and psychological term. Gen-
der has been argued as both a process and a state having political significance 
which initiates separation into gender-roles and responsibilities (Wick-
ramasinghe 2010). According to Scott (1986:1067), „…gender is a constitutive 
element of social relationships based on perceived differences between the 
sexes, and…a primary way of signifying relationships of power.‟ These ele-
ments are: a) “culturally available symbols,” b) “normative concepts that set 
forth interpretations of the meanings of the symbols,” c) “social institutions 
and organizations,” and d) “subjective identity” (Scott 1986:1067-1068). These 
reveal analytical questions about:  

„…how and under what conditions different roles and functions have been 
defined for each sex; how the very meanings of the categories “man” and 
“woman” varied according to time, context, and place; how regulatory 
norms of sexual deportment were created and enforced; how issues of power 
and rights played into definitions of masculinity and femininity; how sym-
bolic structures affected the lives and practices of ordinary people; how sex-
ual identities were forged within and against social prescriptions‟ (Scott 
2010:9). 

These elements mentioned by Scott will facilitate analysis of findings in a sys-
tematic way by integrating the discussion of gender-roles and relations that the 
WSTs face within their societies.  

The concept „gender‟ also refers to distinct category of femininity and mas-
culinity which consider the normative way of looking into different activities, 
interactions and personalities. Such distinctions create different gender identi-
ties (Connell 1999). While talking about gender debate, it is important to con-
sider the aspect of „hegemonic masculinities‟ defined by Connell (1999) which 
combines the notion of „hegemony‟ and „masculinity‟ and is considered as a 
strategy for subordinating women. Gender is „distinguished from other mascu-
linities, especially subordinated masculinities‟ and accepted as „honored way of 
being a man‟ (Connell and Messerschmidt 2005:832). Gender-roles not only 
„ideologically legitimate the global subordination of women to men‟ (ibid 833) 
but also defines gender power relation. According to Connell (1995:77), hege-
monic masculinity is „the configuration of the legitimacy of patriarchy which 
guarantees (or it‟s taken to guarantee) the dominant position of men and the 
subordination of women‟. Thus, masculinity cannot stand alone without con-
sidering femininity (Connell 1999). Here the concepts of Connell in discussing 
gender will allow an understanding of the dynamics of social relations in patri-
archal society where the WSTs also belong.  

Additionally, gender when „conceptualized in relation to the accumulation, 
deprivation and negotiation of power between and among the sexes becomes a 
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powerful ontology in the demand for change by feminists, across a spectrum 
of ideological and political interests‟ (Wickramasinghe 2010:99). Overall, in this 
study, gender is the crucial concept to analyze the experiences WSTs face in 
the continuing challenges within the school, community and family in associa-
tion with masculinity of science. 

 
2.2. Agency 
Kabeer (1999:438) has defined the concept of agency as the „ability to define 
one‟s goals and act towards it‟. There is an ongoing debate on the notion of 
agency and its relation to „silence‟ within the realm of gender and development. 
Kabeer views this silence as the strategic choices by women, for example 
„withholding information on what they earned, hiding their savings with neigh-
bors, opening hidden bank accounts, as well as walking out on abusive hus-
bands or refusing to cook their food‟ (2010:17). Kabeer states that agency 
could assist in coping with inaudible resistance by reproducing the „inequality‟ 
and „oppression of others‟ (2010:17). In contrast, Parpart claims, „silence and 
secrecy can protect women from disempowering contexts where their voices 
have no institutional or collective power‟ (2010:9). Thus, Kabeer‟s idea of 
agency which is rooted in taking action challenges Parpart‟s ideas that are 
about silent resistance (Kabeer 2010).  

To exercise the agency, Kabeer emphasizes “voices” which she counts 
as women‟s weapon whereas Parpart views “silence and secrecy” as a weapon 
for women (Kabeer 2010). Kabeer defines silence „as the absence of protest in 
the face of injustice‟ where „strategic silence born out of a calculation, often 
based in fear, of what the costs of protest might be‟ but „judicious silence may 
indeed be the only feasible survival strategy in a dangerous and brutal world‟ 
(2010:18-19).  

In the patriarchal context, Kabeer argues agency as the „operationaliza-
tion of choice. Just as all forms of choice are not empowering, so too there is 
nothing inherently empowering about the exercise of agency. Agency is rele-
vant to empowerment in so far as it represents the operationalization of strate-
gic choices‟ (2010:17). Agency can sometimes be passive in a sense that an in-
dividual can exercise his/her agency through action by not having any other 
choice (Kabeer 2010). Agency has both positive and negative forms. It is posi-
tive when the individual can go against the obstruction to achieve his/her goal 
and it can be negative when an individual conducts themselves in such a way as 
to be dominated by others (Kabeer 1999). Apart from the individuals‟ own ac-
tion, agency also refers to the motivations and hidden meaning that an individ-
ual pursues to conduct an action (Agarwal 1997).  

Through this paper, I aim to add to the debate on the coping strategy 
which WSTs use to deal with the gendered ideologies and as a means to exer-
cise their agency. Kabeer (1999) also added bargaining as a form of agency 
which women exercise in resisting power in patriarchal contexts. An important 
contribution has been made by Kandiyoti in this aspect where she has provid-
ed a lens through which „women‟s strategies play out in the context of patriar-
chal bargains that act as implicit scripts that define, limit, and inflect their mar-
ket and domestic options‟ (1988:285).   

Furthermore, in the patriarchal context of Bangladesh, women have 
the tendency to normalize gender-roles and patriarchal bargain which can be 
found in Bourdieu‟s “doxa” and his notion of cultural reproduction where the 
traditional ideologies are accepted as something so naturalized that they count 
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beyond argumentation (Bourdieu 1977). Bourdieu has also talked about “habi-
tus” to „capture this socially-structured aspect of subjectivity in social practice‟ 
(Kabeer 2000:43). „The possibility of social change is brought into Bourdieu‟s 
analysis through a distinction between different levels of adherence to the es-
tablished order‟ (Kabeer 2000:45). Above and beyond, Mahmood (2004) noted 
that women can choose to be subordinated in patriarchal authority by repro-
ducing social inequalities. Joseph‟s (1999) work has also elaborated on the no-
tion of agency where she talked about the relationship structures vis-a-viz 
women‟s actions. 

Additionally, Honwana has talked about two different ways to exercise 
agency: strategies and tactics. Strategy is considered as a manipulation of forced 
relationship where the actor has the autonomy to generate that relationship 
within a physical or social space whereas tactics are taken up by someone who 
lacks autonomy and acts in a physical or social space which belongs to some-
one else‟s. Thus, tactical agency is used not in terms of changing rather exercis-
ing within the given context but often with the advantage of individual oppor-
tunities (Honwana 2008). Therefore, the nuances in the concept of agency 
provides a lens to view how the WSTs negotiate and confront the challenges to 
deal with the gender stereotype of science and masculinity and understand the 
actions taken by those women to take up the sciences and to survive in a patri-
archal context. 
 
2.3. Intersectionality 
„Intersectionality‟ is a concept coined by Crenshaw around the late 1980s, and 
it „underscores the “multidimensionality” of “marginalized” subjects‟ lived ex-
periences (Crenshaw 1989:139, cited by Nash 2008:2). Davis (2008) clarifies 
the concept of intersectionality by saying that multiple factors like age, status, 
class, geographical background, religion, ethnicity, political influence all inter-
sect in subordinated groups. It has been considered as a tool for „analysis, ad-
vocacy, and policy development that addresses multiple discrimination and 
helps to understand how different sets of identities impact on access to rights 
and opportunities‟ and „how these intersections contribute to unique experi-
ences of oppression and privilege‟ (AWID 2004:1). According to Bartolomei 
and Pittaway, „to understand the concept of intersectionality we need to con-
ceptualize both the “road map” and the woman with her multiple identities. 
This includes an understanding that at different times, different aspects of our 
identity are brought to the fore and do not react uniformly with different 
forms of discrimination and oppression‟ (2003:90). Thus gender practices and 
agentic actions of WSTs can be intersected in different ways. By bringing in 
intersectional analysis, this research focuses on intersection of marital status, 
age and geographical background to define experiences of WSTs within the 
traditional gender ideologies by considering their struggles and that they should 
not be homogenized as one single category.  
 
 Therefore, the three concepts discussed above, gender, agency and in-
tersectionality will work together as a framework in answering the research 
questions. Whereas the concept of gender will be analyzed as understanding 
the WSTs‟ experiences in the patriarchal context, agency will be an important 
concept to bring out the nuances in how they deal with the gendered struc-
tures. The differences among WSTs‟ lived experiences will be highlighted by 
using the concept of intersectionality.  
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Chapter 3: Methodological Journey  

In this chapter I present the methodology for this research. I selected qualita-
tive methods to understand the lived reality of the participants rather focusing 
on „methodological universalism‟ (Mohanty 1988:74) which emphasizes on 
numerical realities. I also provide ethical issues and limitations of this study.  

3.1. Feminist standpoint theory: adjusting my lens 
This study makes extensive use of primary data and narratives which focuses 
on the voices of the WSTs and is anchored within a feminist standpoint theo-
retical perspective. Harding argued that the feminist theory has credited „wom-
en‟s experience‟ in particular and emphasized on generating knowledge from 
the perspective of marginalized groups. The theory prepares the ground for an 
analysis of women‟s own lives by bringing visibility to issues that are hardly 
spoken about and provides causal accounts to elucidate the effects of different 
variables around their issues (Harding 2005:220).  

Harding has conceptualized „women‟s standpoints‟ by considering 
them as „feminist concerns with subjectivity, identity politics and personal ex-
perience that privilege women‟s ways of knowing‟ (Wickramasinghe 2010:133). 
Using a feminist standpoint helped this study to go deeper into women‟s expe-
rience in dealing with patriarchal ideologies at an epistemological level 
(Hartsock 2003). I listened to the WSTs and gave highest priority to their “sub-
jective experiences”. By using this theory I aimed to explore the unknown 
knowledge of the lived experiences of WSTs in the context of secondary co-
education schools in an attempt to unveil gendered issues.  

Harding also argued that, „standpoint approaches require strong objec-
tivity that can take the subject as well as the object of knowledge to be a neces-
sary object of critical, causal-scientific – social explanations‟ (2005:230). She 
emphasized on men‟s lives and their relation to women‟s experiences to create 
the ground for feminist research (Harding 2005). Here my study participants 
were not only WSTs, but also men as principals, male students and science ed-
ucationist.  

Haraway (1988) claimed this feminist theory as knowledge production 
where one needs to be in the presence of „what belongs‟ by exercising the 
agency that the „object owns‟. She added that, „situated knowledge requires that 
the object of knowledge be pictured as an actor and agent, not as a screen or a 
ground or a resource, never finally as a slave to the master that closes off the 
dialect in [her] unique agency and [her] authorship of „objective‟ knowledge‟ 
(1988:592). This paper reflects on this knowledge by not attempting to univer-
salize WSTs‟ experiences and it also understands that such knowledge should 
be regarded with partiality (Haraway 1988). Haraway (1988:585) has also ar-
gued for „practice of objectivity that privileges contestation, deconstruction, 
passionate construction…and hope for transformation‟. Here I concentrate on 
how the gendered experiences of these WSTs are deconstructed as a pragmatic 
way to comprehend resistance.  

The standpoint theory has been criticized for the issues of location and 
hypothesis that can make the research racist in some way (Haraway 1988). This 
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paper‟s approach is located within the argument of “knowledge production” as 
Harding (2004) depicted about marginalized groups in a specific context as well 
as the situated knowledge, which compliments the study by not fully claiming 
“objectivity”, rather taking a “conscious partiality”. Therefore, this study is an 
attempt at producing knowledge through the lived lives of underrepresented 
WSTs from secondary co-education schools in Bangladesh. 

3.2. Sampling technique and data collection procedure 
The field work took place from 9th July to 23rd August, 2015 in secondary co-
education schools in Bangladesh. An intersectional approach was used to pur-
posively select WSTs study participants from urban and semi-urban areas of 
two districts in Dhaka and Narshingdi, of the broader Dhaka division as 
shown in Table 3.1. Marital status is another significant difference to explore. 
It is worth mentioning that, unmarried WSTs can hardly be found in secondary 
schools because of cultural norms like getting married early. I found two un-
married WSTs from the two different districts and tried to analyze their experi-
ences to avoid just having married WSTs‟ experiences in the findings. Such a 
sample size also represents the context where marriage is given greater im-
portance. Five WSTs from Dhaka and three from Narshingdi were selected for 
qualitative “intensive interview”9 which helped to „resemble guided conversa-
tions rather than structured queries‟ (Yin 2014:110). This allowed me to map 
out these participants‟ life stories focusing on the long-term reflections of their 
societies. Since the sample size of the main participants was small, I do not 
claim to generalize WSTs as a “category”. I worked within the rich context of 
few WSTs‟ experiences. The reason behind having fewer WSTs from 
Narshingdi is that, the number of women teachers in semi-urban secondary 
schools is very low10 and WSTs from co-education schools hardly exist there. 
In this case, the convenience sampling technique was used to select teachers 
who were available and „willing to participate in the research study‟ (Johnson 
and Christensen 2008:238).  

Table 3.1: Intersectional approach in selecting participants 

WSTs from 
Dhaka Divi-
sion, Bangla-

desh 

Urban: Dhaka Semi-urban: Narshingdi  

Married 
 

Unmarried Married Unmarried 

4 
 

1 2 1 

Total urban WSTs = 5 
 

Total semi-urban WSTs = 3 

Total WSTs = 8 
 

 

On average, six students (three girls and three boys) from grade VII-
VIII were selected from each school using snowball sampling technique based 
on their voluntary participation in focus group discussions (FGDs) (Vaus 

                                                 
9 See Appendix VII for the interview guideline.  
10 There are about 220 secondary schools (both Junior and High) in this district where 
the number of female teachers is 673 out of 2633 teachers (BANBEIS 2008). 
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2001). The FGDs helped to have „rich discussion to draw out depth of opinion 
that might not arise from direct questioning‟ (O‟Leary, 2010:196). FGD was a 
crucial tool to understand the provocative issue about whether WSTs can be 
role models or not according to the students by raising the question about 
what are their ideas about an „ideal‟ science teacher. The students drew pictures 
on perceptions and these images supplemented the discussion.  

I interviewed the principals of each school to understand the organiza-
tional context and different perspectives of the data given by the WSTs. I „ap-
peared genuinely naïve about the topic and allowed the interviewee to provide 
a fresh commentary about‟ the issue (Yin 2014:111).  

Field work was conducted in non-government co-education schools 
because the numbers are much higher than in the government schools in 
Bangladesh and that the administrative system largely varies in such schools 
(BANBEIS 2008). Choosing non-government schools allowed me to find par-
ticipants in a relatively short period of time and provided for more interesting 
data from the different school contexts. Tapan (2010) noted that the gendered 
differences are highly visible in co-education schools and that is why I selected 
such schools to better understand WSTs‟ gendered experiences in relation to 
both male and female students.  

I also conducted a semi-structured interview with a science educationist 
from Bangladesh using purposive sampling technique to select the participant. 
The aim of this interview was to understand the broader picture of the gen-
dered nature of science education in the country in relation to the WSTs‟ expe-
riences. In some cases, the WSTs were interviewed again after collecting data 
from principals and students for more clarification.  

Finally, I triangulated data to understand different points of view on 
the specific phenomenon which allowed me to reflect on the meanings which 
were similar or contradictory to ensure the validity of the findings (Laws, Har-
per and Marcus 2003). In the Table 3.2 below, I provide all the different sam-
ples used in the study including sampling technique and data collection strategy 
to quickly understand the data collection process. 
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Table 3.2: Sample, sampling technique and data collection strategy 

Sample Total number of 
samples 

Sampling tech-
nique 

Data collection 
strategy 

Research sites: 
urban and semi-
urban areas 

2 district  Purposive sam-
pling 

 

WSTs in second-
ary co-education 
schools 

8 Convenience 
sampling 

Intensive inter-
view 

Principals of 
those schools 

8 Purposive sam-
pling 

Semi-structured 
interview 

Students from 
grade VII-VIII 

Girls Boys Snowball sam-
pling based on 
voluntary partici-
pation 

FGD 

3 3 

On average, 6 
from each 
schools. Total 
sample of stu-
dents, 6*8 = 48 

Science educa-
tionist  

1 Purposive sam-
pling 

Semi-structured 
interview 

 
3.3. Ethical issues and challenges 

General ethical issues were considered in every phase of this study. I started 
interviews after getting proper permission and ensuring willingness on the part 
of the participants. I proceeded with tape-recording only after getting consent 
from the participants and permission to transcribe the data. The participants 
had the right to withdraw from the study at any point. Permission was also 
sought from both principals and students to use the students‟ drawings in the 
analysis. I used pseudo names11 for the teachers because WSTs in co-education 
secondary schools are very few in number and therefore can easily be identi-
fied. 

I had some experience with working WSTs beforehand and therefore 
tried to ensure any biases emanating from my personal experience were kept in 
check. During the interview session, I tried to remain neutral and avoided to 
ask direct questions. Since I brought up at Dhaka, I had the advantage of 
knowing this urban city well enough. To better understand the context of 
semi-urban areas, I spent several days at a relative‟s place in Narshingdi before 
collecting the data. However, it was not easy going for me at the schools in 
Dhaka because the WSTs and principals found it difficult to avail time for an 
interview owing to their busy schedules. I had an inkling that perhaps the 
teachers were getting tired of my persistent phone calls so I made an effort to 
try and build rapport with them before the interviews began. 

Some challenges were anticipated with male participants taking into 
consideration that patriarchal context normalizes gender differences and that 

                                                 
11 See Appendix VIII for WSTs‟ profiles and pseudo names. 
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some of them may not be willing to open up to a woman interviewer. This was 
a challenge not only with male participants but also with some WSTs. At times 
I found that „asking informants to reveal their “secrets” and “silences”‟ was 
„both difficult and ethically challenging‟ (Parpart 2010:8). In moments like the-
se, I was more conscientious about building the trust of the informants. 

The principals were the “adult gatekeepers” to reach the students for 
the FGDs (Vaus 2001) and the venue for conducting those discussions re-
mained the prerogative of the principals. For the interviews with WSTs, the 
venue and time was entirely up to them. Here I draw on the idea of Holland et 
al. (2010) on what to do to avoid the power asymmetries between myself and 
the participants depending on the socio-cultural context.  

The teachers happened to be on their Eid vacation throughout the 
month of July, so I was careful about asking if they were willing to participate 
in this study during this time. Two of them actually agreed to participate during 
the vacation and were interviewed at their homes while the other six interview-
ees were keen on being interviewed at the school premises, during school 
hours. Another challenge that I faced during some of those interviews was that 
despite setting up designated areas for conducting the interviews, there was 
constant interruption either from the headmaster at school or the husbands of 
WSTs at home who were keen on knowing exactly what was happening inside 
that room. In those situations, the WSTs‟ confidence did not seem to waver 
perhaps because of the presence of a „third person‟. It is only later that I real-
ized that the interviewees were not comfortable answer some of my questions 
because of this constant interference. In such cases, I interviewed them again 
at later date.  

3.4. Limitations of the research 

Considering the small sample, this paper cannot claim to represent the whole 
range of voices of Bangladeshi WSTs from all the non-government co-
education schools. I did not find more than two unmarried WSTs in the select-
ed districts because of the culture of getting married immediately after gradua-
tion. This means there could be a sample bias in this study represented by the 
dominance of married WSTs‟ experiences. The issues that have been raised in 
this study can be investigated further using a larger sample and by considering 
more intersectional difference of WSTs. 
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Chapter 4: Gendered Challenges of  Women 
Science Teachers 

In this chapter I present the multidimensional challenges of WSTs which are 
often inextricably intertwined in their workplace, families and communities. By 
quoting the narratives of the interviewees, I attempt to create a forum for them 
to articulate their experiences and ideas using several themes by drawing on 
Scott‟s (1986) gender analysis along with other literature.  

4.1. Coping with the workload and time conflict in teaching science 

The workload for teaching science is more than other subjects at secondary 
school level because the abstract subject-matter requires concrete teaching-aids 
and logical explanations with real life-based examples. Science is changing rap-
idly and the science experiments require much reading and preparation as not-
ed by one of the WSTs: 

„With all due respect to all the subject teachers, I would say that a science 
teacher has to work harder than other subject teachers. For example, if you 
see the Bangla grammar syllabus, it hardly changes over time. But science is 
changing constantly. So a science teacher needs to keep updated with these 
changes and should prepare in such a way that is keeping with the stu-
dents‟ demands‟. (Monoara, Dhaka). 

Another teacher Sharmin also gave a similar example this time comparing the 
history class to science classes. Studies on educational techniques showed that, 
all individual subjects have their own techniques and strategies (Russell and 
Martin 2007) but the education system of Bangladesh automatically gives much 
importance to teaching technical subjects like science. Students usually have 
the ability to rote recall without necessarily understanding the concepts but 
understanding is an aspect that has been emphasized with the use of teaching-
aids much more in science than other subjects (Tapan 2010). Most schools, 
both in urban and semi-urban areas do not have enough scientific teaching-
aids and laboratories. The head teachers and students in most of these schools 
said that sometimes their science teachers have to bring in their own equip-
ment. The idea that the sciences are more demanding is supported by the „edu-
cationist‟ in this study who says expectations are much higher for the science 
teacher. The „educationist‟ stated that, „a science teacher should be a true investigator 
and observer. They should think logically and they should have the scientific literacy‟. Data 
shows that science has been considered as a “difficult” subject where the 
teachers need more time to comprehend the subject-matters; as a consequence 
they need to devote more time to the sciences either through further studies or 
by facilitating science projects/fairs at the school.  

There are the general challenges that both men and women face as sci-
ence teachers and these include the amount of time teaching science consumes, 
the heavy workload including being logical investigators, are all consistent with 
Kelly‟s (1985) argument that such traits associated with the sciences are related 
to the stereotyped image of masculinity. The WSTs in this study are burdened 
because they have to juggle between responsibilities at work and home. Majori-
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ty of them cannot cope with the demands of the „masculine traits‟ that come 
with teaching the sciences. A WST Shohag stated that:  

„I think the workload for a female teacher is much heavier than that of a 
male teacher because she has more domestic responsibilities which in turn 
affect her school performance. The main responsibility of our male col-
leagues is teaching, even in his home or community he will be treated as a 
respected teacher. It is much harder for a woman because she cannot act as 
a teacher in her family or community as her main responsibility is main-
taining the home‟.  

Also, because of family responsibilities, some of the WSTs are pressed for time 
to prepare for class. Mahbuba, another WST said that, „in our school we have orga-
nized training on preparing low cost teaching-aids for science but we cannot get enough time at 
home to practice or prepare those for students‟. The WSTs feel that it is very important 
to share the latest news on science innovation with students in classroom and 
an ideal science teacher should practice new knowledge to motivate students 
towards science but they are constrained by their time at home. They feel the 
students are disadvantaged by these limitations. This was also echoed by some 
of the principals. Data from the interview with the „educationist‟ also support-
ed these intersecting and burdensome responsibilities that WSTs face when he 
stated that:  

„It does not matter if she is teaching or handling any other profession, at the 
end of the day an assessment of the WST will be based on her performance 
in the family; more specifically rearing children, serving her husband, pre-
paring food, attending to guests or pleasing the in-laws. If she is good at all 
these activities then society may say “okay you can invest some time in your 
profession”‟.  

Two of the married WSTs from Dhaka expressed that they are inter-
ested in pursuing higher studies but they think that doing so in the sciences 
means spending long hours reading or in the laboratory. The burden of the 
responsibilities towards family has already killed any enthusiasm for further 
studies in science. Teacher Mahbuba states that: „I want to proceed for a master‟s pro-
gramme but I think I will not able to manage the time for both family and my studies if I 
take the sciences‟. Research on “nature of science” has also shown that this sub-
ject requires constant dedication at higher levels if one is to grasp its actual es-
sence (Lederman et al. 2002). However, Monoara (another one of the interview-
ees) had also shown interest in taking any other subject than science at a higher 
level which may allow her to devote more time to her family. On the contrary, 
married WSTs from Narshingdi do not have any interest in further studies be-
cause they do not have enough time to do anything else except looking after 
their family. All this is an indication that stereotyped gender-roles in families is 
more common in semi-urban areas where women are tasked with the nurturing 
role. This is consistent with Davis (2008) who talked about variations in the 
lived experiences of women because of geographical factors. 

Married WSTs‟ contribution to science projects is constrained unlike 
their male counterparts as stated by Cahusac and Kanji (2014:65) because of 
“time conflict”. Lack of time is a major source of strain between work and 
home responsibilities‟. Time pressure creates tension in the lives of WSTs to 
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the point that they become „trapped‟ in the power relations of the patriarchal 
society. These women have to choose family responsibilities over their career 
which is consistent with Mahtab (2007). By drawing on Scott‟s (1986:1067) no-
tion of „perceived differences‟ between men and women, the data indicates that 
because of the distinct gender-roles, it is more difficult for  women to present 
themselves as ideal teachers because their identity is tied more to domestic 
work. The masculine image of science as a technical subject puts much pres-
sure on women as Kelly (1985) stated. This study depicts this notion as shown 
by the responsibilities WSTs have in the home that is given more credence 
over teaching science. This in turn hinders the prospects of one advancing 
their careers as a WST because of this extra burden of work within the home. 

4.2. Gender division in science content: the influence of social construc-
tion of knowledge 

WSTs‟ involvement in the biological sciences and males in physical sciences 
can be viewed as influenced by the social construction of knowledge. Here the 
gender division of labor is associated with the gender-roles, hierarchies in sci-
ence content and resources available for individuals‟ socialization process.  

The demography of the WSTs reveals that, five out of eight teachers 
are from the biology field, with two from physics and one from chemistry. The 
teachers all are assigned the general science classes for grade VI-VIII where 
they teach all aspects of science i.e. physics, chemistry and biology. Interesting-
ly, while the WSTs with a biology background are taking biology classes in 
grade IX-X. Those with a non-biology background do not get to teach physics 
or chemistry. In all the schools, the male teachers are more involved in teach-
ing physics and chemistry to upper secondary classes.  

Apart from the visible hierarchies seen in the sciences‟ contents, all the 
WSTs in this study including some of the principals noted that women have a 
leaning towards biology while the men‟s interest was physics and chemistry. 
Rebeka, one of WSTs stated that: „I used to have a fear of the reactions and symbols of 
chemistry and calculation of physics. I think biology is more suitable for me‟. The teachers 
found biology more interesting and easier than physics and chemistry which 
they felt was more suitable for men as some of them perceived men‟s technical 
ability to be superior to that of the women. The WSTs observed that in their 
classes, the male students were more likely to prefer physical sciences rather 
than the biological sciences whereas girls were more interested in biology. 
When asking about the reason for boys‟ interest in physical science, another 
WST Mahbuba affirmed that the boys get all the freedom and time to nurture 
their scientific interests by collecting different equipment like old radios, bro-
ken toys and cables with their friends and then making something new out of 
it. Girls do not do these activities but instead spend most of their time helping 
their mother with the household chores. Girls are rarely allowed to go outside 
and so they spend time reading inside their rooms. This is consistent with 
Wickramasinghe (2010) who noted gender as part of the socialization process 
which distinguishes the gender-roles.  

The „educationist‟ expounded on the point of gender division of labor 
in science by saying: „I have visited so many schools in semi urban and rural areas. Most 
of the time I saw male teachers teach mathematics, physics and sometimes chemistry as well. 
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Subjects like biology and home economics are taught by female teachers‟. This was echoed 
by a principal from Narshingdi who said that,  

„The perception when it comes to women is that they are more in sync with 
their nurturing ability and that they are made to reproduce. That is why 
mothers can relate more easily with biological sciences. Physical science is 
actually not for women because it is not always possible for them to be very 
logical when it comes to handling chemicals, architectural and electronic 
stuff‟. 

Such data showed the social constructed notion within patriarchy is similar to 
Gherardi‟s (1995:10) argument on „social construction of knowledge‟. There-
fore the social construction of knowledge has created the gendered differences 
within the sciences. Here the presupposed understanding about women‟s abil-
ity in science has a connection with their socially prescribed gender-roles which 
in turn can influence those girls who may have an interest in „hard sciences‟ 
against them.  

The three WSTs who have had their educational background in „hard 
sciences‟ have only just come to the realization that the sciences are not any 
more suited for boys than they are for girls. I come to the realization that the 
choices teachers have made may have been influenced by their own role mod-
els. For example, Sharmin, one of the WSTs said that since she did not get the 
chance to learn the more about experiments in physics during her school years, 
she is not comfortable with the subject. She loved chemistry because her 
chemistry teacher was so enthusiastic about the subject. 

Weinburgh (1995) noted that girls who have more interest in physics 
than biology have a more positive attitude towards sciences. This reinforces 
the notion of masculinity of science content where physics is considered as 
more masculine and biology as least masculine (Nasr and Soltani 2011). By 
drawing on Scott‟s (2010:9) notion of „symbolic structures‟, this study shows 
such hierarchies in science content and symbolic gendered structure can put 
pressure on those WSTs who are from a biology background. Such ideals may 
make women feel insecure and lessen their desire in teaching science at sec-
ondary level. In addition, these anxieties may make the females feel inept 
against their male colleagues who are mostly from physics and chemistry back-
grounds.  

4.3. Representation of science teachers and its cultural influence on edu-
cational practice 

The shortage of women in science during the schooling and training period 
made it more difficult for WSTs themselves to become role model. The ability 
of WST to motivate girls to take up science is often negatively influenced by 
their parent‟s cultural and stereotypical beliefs. Such symbolic representations 
define the societal culture and practice of male dominated subjects.  

The WSTs mainly encountered male science teachers during their own 
school lives and as well as their training sessions. They also experienced the 
same at the higher level which had fewer women in science field, which is con-
sistent with Choudhury‟s (2013) view. Luna, a WST from Narshingdi said, „In 
my university we were just two girls in our section. The rest were boys‟. She also expressed 
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how such limited representation of girls in the classroom setting made it un-
comfortable to ask questions in front of boys. Hasina and Mahbuba from Dha-
ka have also talked about such problem during their educational life. When the 
WSTs were students they did not see enough WSTs as their role models and it 
was hard to find girls doing the sciences. When they had any WSTs during 
school life, they were perceived differently. Another WST Shohag expressed 
that:  

„When I was a student of secondary school, I thought that madams are not 
much capable of teaching difficult subjects like science and mathematics. 
We all thought that if a madam is teaching such subjects, she must be 
someone very aggressive or angry‟.  

Thus such symbolic representations can lead the students to expect or visualize 
the „masculinity of science‟ in the behavior of their WSTs. Data from FGDs 
with a total of 33 (12 girls and 21 boys) out of 48 students (gender equal) re-
vealed that, the students prefer male teachers in science classes. Some of the 
data is illustrated in Figure 4.1. The reason for such a response may be linked 
to the masculinized image of science which is consistent with Kelly‟s (1985) 
views. The numerical data from the FGDs revealed the symbolic gendered 
structures and perceptions in the patriarchal context. 

Figure 4.1 Students‟ perception: “ideal” science teachers 

 

During the FGD, I asked specifically about biology teachers; all the 
boys preferred men and all the girls including the 12 who had drawn the image 
of the “ideal science teacher” as male preferred WSTs because they felt shy to 
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discuss aspects like the human body or reproductive system in front of oppo-
site sex. In interviews, WST Hasina stated: 

„I was in a mixed school. In our class, the majority were boys. The girls 
never asked questions on sensitive topics during biology class because they 
were shy. It was so uncomfortable when the male teachers described the 
functions of human body and other related topics‟.  

These sentiments were echoed by the „educationist‟ who stated that: „In the con-
text of Bangladesh, students usually respect their teachers and like to keep a distance from 
them unless the teachers go out of their way to create a conducive environment for the students 
to interact freely with them‟. These feeling of insecurity among the students may 
have something to do with their socialization where talking about intimate 
matters is considered taboo. Scott (2010) stated that the „culturally available 
symbols‟ around us put pressure on people in general to think within the pre-
scribed gendered box. This view is shown in the effect on students‟ choices 
and their views about role models in the sciences. Having male science teach-
ers in secondary co-education schools is seen as the norm and over the years 
society has gradually normalized the masculine attributes.  

During the training sessions for the sciences, some of the WSTs have 
also experienced uneasiness emanating from the stares from their male col-
leagues because these women are the minority. In training sessions, they often 
found it difficult to build rapport with their male colleagues who are the major-
ity. As noted by Luna, another interviewee:  

„I attended a training session last year in Comilla for 14 days. We were 
29 teachers and I was the only woman among men who were unknown to 
me. I felt too shy to open up, even to ask questions! Though we all had 
separate rooms, I still felt uncomfortable with the whole setting because I 
was the only woman there.‟  

Numerical data in the form of the narratives like the one in this study is signifi-
cant. Cirlot (1985:33) has written that, „the quantitative is transformed into the 
qualitative at certain essential points which constitute the significance of quan-
tity‟ (cited in Gherardi 1995:33). Thus such data reveals the symbolic structures 
of society. Similarly, WST Hasina also talked about the experience of hands-on 
scientific activities during their training sessions where they felt like male col-
leagues were looking and treating them differently, as if they are not suited to 
be at there. Situations like these are a challenge for the WSTs in Bangladesh 
who are not used dealing with male-networks. Over time, male dominated 
fields automatically establish a culture where women feel uncomfortable be-
cause they are the minority.  

WSTs continue their struggle in trying to motivate girls to do the sci-
ences even though they are the minority. The WSTs said that the girls‟ parents 
just want them to complete SSC level (especially in semi-urban areas) and that 
is why according to the parents, it is waste of time for the girls to study a tech-
nical subject. The sciences require one to go for private tuition to make the 
subject comprehensible, making it more costly than other subjects. The guardi-
ans in semi-urban areas are not at all interested in spending extra cash on girls‟ 
education even though they are financially able to. Majority of the teachers 
claim that the guardians in semi-urban areas are not conscious about students‟ 
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performance and career choice. Instead the guardians are keen on students tak-
ing the easy way out by taking non-science subjects at SSC level which they can 
pass easily unlike science which is a more difficult subject. Shohag stated that:  

„I personally went to several girls‟ home to encourage their parents because 
their girls are really talented and want to take up a career in science but 
the guardians felt that science was a difficult subject and therefore their 
daughters will not be able to study it‟.  

Such a situation is not very common among the guardians from urban areas. 
The study showed the WSTs from semi-urban areas are not able to convince 
the guardians that their daughters can do well in the sciences because most of 
the guardians are not from privileged backgrounds. It is clear one‟s physical 
background is an indication of the multidimensional experiences of women, an 
aspect depicted by Nash (2008). In the case where the parents have stereotypi-
cal beliefs about gendered-roles this limits the chances of their daughters taking 
up the sciences. Such a situation has proven a challenge for WSTs in their at-
tempts to be role models or an „ideal teacher‟, motivating girls to take up the 
sciences in the patriarchal context at school. This study agrees with Scott‟s 
(1986) argument on “symbols”, when it shows that the presence of fewer 
WSTs and the symbolic acceptance of science teachers as men influence the 
educational practice because the WSTs do not have much of a voice. 

4.4. Norms that constrain WSTs 

Socially established norms within the patriarchal context of Bangladesh are 
making it difficult for WSTs to become role models. This study highlighted 
some of the norms and behavioral patterns that demoralize enthusiastic WSTs 
within school, family and community. Some of the norms include: attending to 
guests at home, nurturing children, getting married off at an early age and re-
strictions on their movements 

Within school and family 

Some societal norms exercised in school and/or family play a negative 
role in WSTs‟ professional life. The WSTs expressed that male teachers are not 
bound to take leave when guests come into their home because it is the wom-
an‟s responsibility to take care of them. Married WST Geeta stated that: 

„If a guest comes to your home, it is the woman who should take leave, not 
the husband. In that case, women teachers are constantly taking leave while 
the male teachers are not obliged to do so because their wives will take up 
responsibility for any guests coming to the home‟. 

The teacher got very upset while expressing this, because the fact that a woman 
is bound to gendered-roles like hosting guests. Taking too much time off as 
compared to her male colleagues has a direct bearing on the teacher‟s career 
progression. 

In addition, because of the norms guiding day to day life in a patriar-
chal society, during the maternity period for WSTs, the patriarchal institutes try 
to influence them to leave their jobs. It is as if quitting your job should be a 
“natural” path to follow once you have a baby. Some of the WSTs‟ experience 
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was that during their maternity period (9 months of pregnancy and/or 6 
months after giving birth) they had been asked by their families and school au-
thority to leave their jobs. Another WST Luna from Narshingdi was ap-
proached by the school administration on a number of occasions to quit her 
job because she reported to duty late owing complications early in her preg-
nancy. At the time, Luna‟s husband was not financially capable, that so this 
forced her to resume work within a month after giving birth for fear of losing 
her job. 

When I asked about maternity leave for WSTs, the head teachers of 
those schools said that the school cannot afford long term leave for WSTs yet 
there are written agreements for maternity leave. This matter about leave be-
comes more complicated when it is related to the subjects like science because 
there are few teachers who can cover for them especially at secondary level. 
That is why the authority keeps pressuring the WSTs to quit their job once 
they get pregnant so that their positions can be quickly filled by someone else. 
Mahbuba from Dhaka experienced such pressure from her family when her son 
was 5-6 months old. She stated that: „My husband has asked me several times to leave 
my job because it was very difficult for me to maintain my job and at the same time take care 
of my son‟. It was clear from these women‟s tone that there was pressure on 
them to quit their jobs and that doing so was the „norm‟ in their patriarchal 
society. Miller (2007) exemplifies the situation WSTs find themselves in when 
she states that, „maternity is a time when the dominant group disempowers 
women by endorsing their exit as a natural, almost inevitable consequence, of 
the incompatibility of the roles of mother and professional worker. These prac-
tices build on powerful societal ideologies of what constitutes good mothering, 
and to which middle-class mothers are particularly receptive‟ (cited in Cahusac 
and Kanji 2014:58). Therefore, by drawing on Connell‟s (1995:77) argument on 
„legitimacy of patriarchy‟, this study revealed that the dominant masculine con-
text exercises its power over the minorities, in this case by putting some stand-
ards in the organizational system in such a way that an „exit‟ can be considered 
as something natural for women during maternity period since one of their 
main gender-roles is to give birth.  

The issues around nurturing children have seen some of the school au-
thorities‟ preference to recruit unmarried WSTs. This is supported by AWID 
(2004) who showed how the different sets of identity can effect ones opportu-
nities. An unmarried WST Rebeka revealed that the authority at her school does 
not want to recruit married women teachers for the sciences assuming that 
they will demand for more leave and the school cannot afford leave especially 
for science and math teachers. She added that:  

„The school authority prefers male teachers or unmarried women teachers 
for sciences. It is because, married women have multiple responsibilities. 
They frequently ask for leave due to their children‟s sickness and they rare-
ly agree to work during vacations or for extra hours‟.  

This is consistent with Cahusac and Kanji (2014:58) who noted that, „many 
professional women believe that women are perceived as less committed to the 
organization after having a child‟. In this study, I found that the student‟s 
guardians also put pressure on the school‟s managing committee to recruit 
teachers in science who can give extra hours after school for students because 
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the guardians are not able to help their kids at home when it comes to such 
technical subjects. This whole situation, coupled with a complex chain of rela-
tions among different actors in school „push‟ married WST out of the school 
while family obligations „pulls‟ them into the home 

Within community 

While talking about the community-norms, the unmarried WSTs‟ life is 
constrained by different societal issues, especially getting married off. The un-
married WST like Shohag face different problems from the neighbors and rela-
tives. She states that: „My neighbors and relatives often come to my parents saying that 
your daughter is growing old, you should get her married off. Educating girls is unnecessary; 
they are not going to feed you when you grow old‟. These community members who 
form part of the patriarchal society are still influenced by stereotypical gender-
roles. The community expects a girl to be married off as early as possible and 
have this preconceived notion that girls stop taking care of their parents once 
they get married.  

Pressures from the communities also has an influence on the life of 
married WSTs. Sharmin, a married WST said that she faced negative comments 
from the relatives if she came home after sunset. Hasina faced such negative 
comments from the local people when she visited a chemical industry in the 
country side in the company of her students. A woman was not expected by 
the society to visit a big industry in the country side unaccompanied. This was 
supported by the „educationist‟ who noted that:  

„Science teachers may need to carry out project-based field work. In Bang-
ladesh, male teachers do this with ease. They can easily move out into the 
field with their students whereas this is a challenge for female teachers be-
cause of the cultural barriers that exist.  

Another WST Mahbuba has been criticized several times by the neighbors be-
cause her husband helps her out with the domestic chores. Dated community 
norms place restrictions on the lives of WSTs.  

Many dimensions of day to day life are socially constructed and legiti-
mize the dominance of masculinities and this is common in patriarchal socie-
ties where people assume women are bound by certain gender-roles. Ultimately 
these gender-specific limitations have an effect on the lives of the WSTs. This 
is consistent with Connell (1995:69) who notes that,  

„If we spoke only of differences between men as a bloc and 
women as a bloc, we would not need the terms “masculine” 
and “feminine” at all. We would just speak of “men‟s” and 
“women‟s”, or “male” or “female”. The terms “masculine and 
feminine” go beyond categorical sex difference in the ways men 
differ among themselves, and women differ among themselves 
in matters of gender.‟ 

That means, the socially prescribed gender-roles and norms that society ex-
pects from WSTs reinforce their subordinate roles in the community and in 
turn limit opportunities for them. 
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4.5. School and family politics constraining career advancement  

The masculine culture present in social institutions like school and family is 
politically structured in such way that it hinders career advancement and affects 
the general performance of WSTs. According to Scott (1986), the nature of 
such institutional settings has been considered as one of the elements of the 
social construction of gender.  

Data from the study reveals that, the promotion of WSTs does not al-
ways depend on the experience of teachers but rather on the personal relation-
ship with the authority at the school. Gender differences are manifested in the 
uncomfortable relationships between the WSTs and their male colleagues. 
WST Mahbuba stated that:  

„It is not possible for me to stay for long hours after school and to have 
small talk with the headmaster because my son is waiting for me at home. 
The teachers are not bound to report on what they do every day in school 
because the attendance sheet and the work routine are supervised by the 
school authority. Some of the male teachers have informal conversations 
with the authorities after school hours and this puts them at an advantage 
over us. During salary increment or promotion, the headmaster addresses 
those teachers first. Besides, the headmaster assumes those teachers who do 
not have these chit chats after school hours are not necessarily working 
well.‟ 

Just like Mahubaba, other WSTs have said that they often try to avoid this con-
versation after school hours because of other household responsibilities or 
simply because of diffidence. Cahusac and Kanji (2014:63) have also revealed 
that, „women found the socializing aspects of their work particularly difficult‟. 
All the WSTs in this study are the sole female science teachers in their respec-
tive schools and therefore they have no choice but to consult their male col-
leagues when they face any difficulties. In addition, six out of eight head teach-
ers in this study are male, making it difficult for the WSTs to open up to them 
owing to cultural barriers.  Drawing on Connell‟s (1995:77) concept of „hege-
monic masculinities‟ which „guarantees dominant position of men‟, such afore-
said situations often works as a positive point for the dominating group who 
like to socialize after the school hours and masculine nature in itself allows for 
this. This increases their chances of a promotion.  

In such organizational culture, even the type of dominance may vary 
based on the personal relationship of the WSTs and the authority. Hasina has 
talked about her experience on this and confessed that during her recruitment 
she got preferential treatment because the headmaster was her relative. The 
data did not reveal any gendered pattern in such recruitment. However, Hasina 
feels somewhat „trapped‟ because she is constantly thinking about her relation-
ship with her in-laws‟ who got her this job. She is too scared to ask for a leave 
and other privileges because she „owes‟ it to her relatives. She said,  

„I got better job offers after joining this school, but because the headmaster 
is my relative, I feel guilty to leave the job. Even when I talked to him 
about getting a better job; he was not keen on me doing so‟.  
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This situation is in keeping with Gherardi who affirms that, „it may be super-
fluous to insist yet again that organizations are not distinct from society, and 
that internally, they reflect the patriarchal system of their environment‟ 
(1995:16). Thus the experience of Hasina shows how trapped she is, destined 
to work according to the whims of the organizational head who also happens 
to be a relative. The complexity of school and family culture reveals that wom-
en have to constantly think about their relationship with their in-laws even 
when addressing personal matters such as career progression.  

Another angle to this discussion is where family members choose 
school-teaching as a career for WSTs who did not otherwise want to be teach-
ers in secondary schools. Some of the married WSTs who have chosen the 
teaching profession were prevailed upon to do so by their in-laws who believe 
it is most suitable because it allows them to devote more time to the family. 
Mahbuba was interested in becoming an independent science researcher but 
could not do so. She said: „I was forced to apply to teach in school because it allowed me 
to spend more time with my family and at the same time I could get some income doing it‟. 
Different research have also shown that women are somewhat influenced by 
the state or family obligations to enter into the teaching profession because the 
work calendar is in sync with school going children at home (Griffiths 2006). 
Ultimately, such decisions are of no help to women who are interested exclu-
sively in a career in science and not necessarily teaching. WSTs feel kind of 
trapped in the very limited practice in sciences within the school setting and at 
the same time they cannot fully commit to these teaching responsibilities. It is 
clear that, „the interactions among individuals in the multiplicity of forms enact 
dominance and subordination and creates alliances and exclusions‟ in women‟s 
career advancement (Gherardi 1995:18). This is an indication of gender dis-
crimination and segregation within institutions and organizations.  

4.6. Gender power dynamics: where are the WSTs? 

In the patriarchal context, WSTs‟ everyday life is characterized by the struggles 
emanating from the existing power relations and gendered hierarchical struc-
tures.  

4.6.1. Men‟s control over physical-spaces 

The WSTs do not have the control over physical-spaces in school and family 
because of the dominance by their male co-workers and their husbands respec-
tively. Over time, such a setting can deprive WSTs from opportunities to nur-
ture their potential to become the “ideal teacher”.  

The WSTs in this study have to work with male colleagues mainly be-
cause the nature of sciences is such that attracts mainly men. In addition, the 
number of women teachers in secondary schools is lower than that of male 
teachers and this limits the physical-spaces available for the women. Rebekat 
talked about the challenges of space for women teachers‟ including the staff-
room:  

„In our school, the majority of teachers are men. That is why the main 
teachers‟ room is for them. The five women teachers at the school sit in a 
corner of the store room. Clearly this is not a conducive environment within 
which to work‟.  
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During the field study, I found the room for the female teachers had mosqui-
toes, was dirty and was used as a store. The WSTs also experienced such de-
prived conditions during their training sessions. This inequality in the use of 
space between males and females automatically leads to unequal power rela-
tions among the male and female workers.  

 Male domination in the control and use of spaces is also found in the 
home. The married WSTs do not get enough physical-space to study or pre-
pare for lessons because of their husband‟s control over all the rooms in the 
house. This might have something to do with „patrilocal residence‟, where the 
women try to resettle in a place which is already demarcated by the men (Ka-
beer 2000:269). Thus, by drawing on Scott‟s (2010) gender analysis, this paper 
argues that the very meaning of being “women” is established in certain con-
texts and physical-spaces in school and at home.  

4.6.2. Decision-making in school: men as gatekeepers 

The male teachers are gatekeepers in the decision-making process for the 
WSTs due to the competitive structured work context. 

When the WSTs start to handle any official responsibilities, the male 
teachers feel threatened and say that women are not capable of dealing with 
„complex‟ official tasks. Some WSTs claim that the male science teachers‟ have 
negative ideas about the women teachers‟ ability. As a result, the authority of-
ten gets influenced by male dominance and this keeps women teachers from 
making several important decisions at the school. Drawing on Connell‟s (1995) 
idea, these situations can be viewed as a process that legitimizes patriarchy in 
the school context. When asked about this issue, one of the headmasters said 
that: 

„When it needs to go outside the school like to the ministry office or some-
where else, I do not send women teachers because of lack of transport facili-
ties and there are also more at risk‟.  

But WSTs are keen on taking up other official tasks at the school and they 
have the potential to do so. The men at the school pretend to be “caring” by 
considering the „activities of each sex as normative-complementary in charac-
ter‟ where „the strength of the man is complementary to the frailty of the wom-
an‟ (Gherardi 1995:134). Clearly, male teachers put in place barriers that limit 
women‟s involvement in decision-making process because of power they yield 
from their privileged positions at school. This is also a way to regulate “gen-
dered identities” in school according to Dunne (2007).  

Issues around of decision-making has been highlighted by WST Shohag, 
aged 25 who said that the senior male teachers never gave her the opportunity 
to teach physics class for grade 10 although she had her Bachelor‟s degree in 
Physics. She has instead relegated to teach General Science to grade 6-7. She is 
not happy about this because during her recruitment she was asked to teach 
physics and not general science. This is an indication of the misogynistic nature 
of the senior male teachers who do not want to „lose their control‟ over their 
specialized classes at higher grades. Thus, unequal gender-relations are forming 
within the organizational structure (Gherardi 1995). The „educationist‟ also 
stated that: „In Bangladesh, most of the science teachers are male who are making all the 
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decisions in the department on behalf of the schools‟. Gherardi (1995:103) noted that, in 
masculine organizational culture „gender relations‟ are formed „based on a 
normative order which reproduced femaleness and maleness through socializa-
tion‟. Ultimately the organization forms the gender power hierarchies by cate-
gorizing the meanings of “men” and “women” within the school (Scott 2010).  

4.6.3. Feminine traits normalizes subordination 

Having feminine attributes often „normalizes‟ the subordination of WSTs‟ 
within the masculine organizational culture and this is manifested by the pres-
ence of power hierarchies among senior and junior teachers.  

Some of the WSTs are very sensitive, caring and polite in the way they 
conduct themselves towards their senior co-workers because of the culture that 
demands respect for the elders. Unfortunately, such „attributes of femininity 
are ingrained in the subordination relationship‟ even among the women co-
workers „because of a political and organizational social dynamic‟ (Gherardi 
1995:15). An unmarried junior teacher Shohag stated that: „I am always been subju-
gated by my senior female co-workers, but this does not necessarily mean that we have bad 
rapport…sometimes they tease me because I am unmarried‟. Such „dominance‟ occurs 
despite having good relationship with the senior women teachers. Over time 
some of these senior women teachers adopt the masculine organizational cul-
ture and that is why „when a woman achieves high status, it becomes legitimate 
to suspect that she has lost out on femininity‟ (Gherardi 1995:135). In such 
cases, the senior women teachers normalize their dominance over the junior 
women teachers who come across as „more feminine‟ by virtue of their status 
which is tied to their young age. A senior WST Monoara said that, the good 
rapport among the women teachers allows her to demand more work especial-
ly from the junior women teachers. It is not actually the lack of women‟s soli-
darity since „in the name of solidarity, similarity has been exalted above differ-
ence. This threatens the cohesion of a group of women because it lays bare the 
problems of power and leadership‟ (Gherardi 1995:90). In this case the „status‟ 
of the female teachers works as important factor which allows them to have 
different lived experiences even among the subordinated groups which is con-
sistent with the views of Davis (2008). A headmaster has also touched on this 
aspect of feminine traits among junior WSTs like „politeness‟ which makes it 
easier for the school authority to work with them. By drawing on Connell‟s 
(1999) argument on “women‟s subordination”, it is clear that the relationship 
between powerlessness and femininity leads to a process of subordination 
which tends to be normalized in everyday life. 

4.6.4. Sexual harassment: taking shape in a context of gender hierarchy 

In the patriarchal society, the physical strength and dominance of men over 
women often leads sexual harassment in all spheres – school, home or com-
munity of the life of WSTs.  

This study revealed that the problem of sexual harassment within or 
outside the school campus is more common in semi-urban areas than urban 
areas. WST Shohag said that, when she was a student she loved to organize sci-
ence fairs and volunteered to do so every month at the school. This meant she 
had to work until late at school. In the evenings, on her way home, she was 
accosted several times by the local boys. She stated that:  
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„They used to tease when I went back home in the evenings; I never said 
anything to them…but I felt vulnerable. It affected my studies. Sometimes 
I felt guilty for not working in science fairs…I started to change my route 
from school to home; it took almost 1hr to get back to home…‟  

The aforementioned WST has expressed her challenges during her school days. 
Such harassment affected her ability to effectively organize science fairs. 
Mahbuba another interviewee talked about sexual harassment from the male 
students inside the classroom. She said, „Sometimes I heard some of the boys passing 
comments about what I wore or my figure. This embarrassed me a lot‟. This situation 
highlights the hierarchies and power relations in sexual identities which empha-
sized the dominant position and controlling nature of men over women‟s bodi-
ly expressions like the way they walk or dress. Thus the legitimacy of nurturing 
the power of “being men” depicted by Connell and Messerschmidt (2005:832), 
can lead to such sexual harassment of even grown women by young men.  

4.6.5. Lack of financial strength and politics of time and money 
Despite having the potential to earn the same as men in the society, the mar-
ried WSTs are controlled by a societal structure where they earn less than male 
science teachers. Such a state is further complicated by normative ideologies 
about the inferior value of house work. The lack of financial muscle has put 
the WSTs in the lower echelons of power in comparison to their male science 
teachers and their position within the family.  

WSTs like their counterparts in the other non-government secondary 
schools are paid between, 5000 to 16000 Bangladeshi Taka. The minimum 
wage for this profession is about the same as a garment worker but much less 
than that of government employees (Devnath 2013). Male science teachers 
bring in more money than the WSTs because they have more time on their 
hands to do private tuitions which is not easy for a WST owing to obligations 
within the home. WST Luna stated that: „I want to help my husband to manage the 
family expenses but I cannot do tuitions or extra coaching like my male colleagues because I 
have to look after my kids after school‟. There is a sense of dissatisfaction around the 
politics of time and money where for example WSTs are not encouraged to 
earn the same or more than their husbands. Another teacher Mahbuba said, „I 
have the potential to earn the same as my husband but I have other duties at home‟. Kabeer 
(2000:286) also found the politics of time and money were „reported most fre-
quently by married women‟ and the fact that they cannot get their husbands to 
do their fair share of works around the house. Existing power relation in a 
family often normalizes women‟s lower earning power than that of men and 
legitimizes men‟s masculinity by maintaining the bread-winner identity (Cha 
and Thebaud 2009). Therefore, such societal structures exercise the power rela-
tions in both school and family where men are found in the upper hierarchies, 
earning more money than the woman.  

4.7. Chapter summary 

In this chapter, I have analyzed the gendered challenges that WSTs experi-
enced not only in their professional life but also in family and community. The 
analysis has shown how their life-struggle is controlled by several actors in the 
society that include their own students, family members, neighbors, supervi-
sors or the co-workers. The gender stereotypes associated with science and 
masculinity have also been portrayed under the thematic analysis anchored in 
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the key concepts. The findings revealed that, it is overall more challenging for a 
woman to be a role model in science teaching compared to a male teacher be-
cause of the socio-cultural constraints and normative practices in patriarchal 
structures.   
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Chapter 5: Negotiating or Accepting Gendered 
Ideologies? 

In this chapter I present how WSTs are dealing with the gendered ideologies in 
their everyday lives. The concept of agency is used here mainly with the sup-
port of the concepts mentioned in the framework for analysis, to tease out the 
meanings of different actions taken by the WSTs in their lives using a feminist 
lens.  

5.1. Weapons to survive: strategies adopted by WSTs 

The WSTs are adopting several strategies to survive against the socio-cultural 
constraints during the different phases and situations of their lives.  

5.1.1. Exercising agentic actions: moving out of joint-family settings 

Because of the workload presented by teaching science, some of the WSTs are 
thinking about moving out of their current joint-family setting as a strategy that 
will help them concentrate more on careers but with the risks of trouble in 
family relationships.   

Some of the married WSTs have talked about the difficulties of coming 
to terms with negative attitudes from family members about the position of 
women. The teachers have tried to ignore these sentiments as they forge ahead 
in trying to meet family and professional obligations. Though some of teachers 
think that moving out of joint-family set up might help focus on their careers, 
they would rather keep mum about it at least for now rather than face the 
wrath of their in-laws. Such „silences‟ may not change the overall condition of 
restriction as Parpart (2010) affirmed, and these teachers may have to continue 
staying  with their  in-laws in the joint-families arrangement.  

Sharmin gave up staying with her in-laws because of such negative 
comments she received about working outside home. She states that:  

„My marriage is an arranged marriage and I had to stay with my in-laws 
in a joint-family where my brother in-laws and sister in-laws were also liv-
ing under the same roof. It was difficult to understand their mentality; I 
used to feel so stressed‟.  

By drawing on Kabeer‟s (1999) notion of agency it is clear how Sharmin has 
operationalized this strategic choice as positive agency to empower her by 
helping her concentrate more on career. Through her action and “voice” (Ka-
beer 2010) Shamin has facilitated some changes in her life, initially she did not 
want to move out of the joint-family arrangement but at the same time she was 
resentful. This living arrangement forced Sharmin to make the choice to move 
despite the risk of being called a “bad woman” by her in-laws. Parpart (2010:2) 
argues that sometimes “personal survival” becomes more important than any-
thing else in life. Agency helps women to make choices about whether to 
“move out” or “not to move out” of course influenced by a complex “web of 
relationships” that are context specific. These circumstances are highlighted by 



 30 

Joseph (1999:17) who goes on to say that „individualism and relationality often 
co-reside in the same societies, families and persons‟.  

5.1.2. Teaching dilemmas: tackling gendered behavior of students  

The WSTs often face dilemmas when teaching because of the gendered nature 
of behavior exhibited by the students, especially the adolescent boys. The 
teachers say that, boys become very naughty in their classes yet they do not 
conduct themselves in the same way when a male science teacher is in class.  

WSTs have adopted interesting strategies to cope especially during bi-
ology lessons when discussing sensitive topics. Some of them try to avoid eye-
contact and at times ask the students to read those topics at home so that they 
do not have to deal with uncomfortable situations during class time. Rebeka 
stated that:  

„I always ask the students to go through such sensitive topics at home, oth-
erwise they get cheeky during class and it becomes very difficult for me to 
control them‟. 

Honwana‟s (2008) notion of „tactical agency‟ related to advantage of 
“opportunities” is illustrated in the aforementioned context. The data revealed 
that such „calculated‟ and „isolated‟ actions gave WSTs the confidence to con-
tinue teaching and to “complete” the syllabus without distraction. Monoara, an-
other interviewee thinks that the boys‟ behavior needs to be „controlled‟ using 
stern warnings and a firm voice; otherwise they will continue to be naughty. 
Monoara went on to say that:  

„The boys flirt with and tease the girls while I am teaching. That is why I 
have forbidden talking during my class. Now they are afraid to talk during 
my lesson and this how I have controlled my class to date.‟  

Monoara was only too happy to explain her class control method. Although 
such an option could strain her relationship with her students who fear instead 
of respect her. Hackling (2004) affirmed that such dominating teaching ap-
proaches can negatively affect students. Drawing on Honwana‟s (2008) notion 
of tactics related to „physical or social spaces‟, being strict in class can be a tac-
tic employed by WST to have control over the school space. 

Strict control of the class is a tactic that can be counter-productive and 
affect learning because it creates long-lasting negative effects on the students. 
Here, again „we need to distinguish between the myriad of largely trivial and 
inconsequential choices we all make on a daily basis and choices that have im-
plications for our lives and relationships‟ (Kabeer 2010:17). By illustrating 
Scott‟s (2010) gender analysis, this strategy of not going in-depth of these top-
ics of a sensitive nature because of personal discomfort lies in how we are so-
cialized with our gender-roles and how we view our own body. 

5.1.3. Involving students in collecting teaching-aids 

Collecting and preparing teaching-aids for everyday science lessons is difficult 
for the WSTs so one of them has made a strategic move to involve the stu-
dents.  Monoara stated that, „It is really difficult for me to collect and prepare the day to 
day teaching aids for the students. That is why I ask my students to collect those materials on 
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my behalf and then I go on to explain and demonstrate in classes‟. This is her strategy to 
cope with challenges of handling scientific apparatus in a classroom setting. 
Hackling (2004) stated that it is crucial to demonstrate teaching-aids in science 
lessons. Drawing on Kabeer‟s (2010) notion of strategic actions, such strategy 
allows the WST to demonstrate and explain the scientific experiments within 
the constrained environment. 

5.1.4. Advancing career first and getting married second 

The unmarried WSTs felt somewhat „free‟ well at least for now but had misgiv-
ings about advancing their careers once they got married so they are keen on 
doing so while still single. Unmarried WST Shohag stated that:  

„I have so much pressure from my relatives and neighbors to get married be-
cause girls in semi-urban areas usually getting married off when they are 
20…If I were married, I would definitely have to concentrate on various 
aspects of family responsibilities‟.  

The unmarried WSTs know that after marriage, girls have to concentrate fully 
on the family responsibilities. The teachers are making the strategic choice by 
using their agency to come up with strong defined goals for their lives and to 
act upon them (Kabeer 1999). But when they encounter negative comments 
from communities, they remain silent. Parpart‟s (2010:23) argument on “si-
lences” states that, „respect for the power of silence, of control over voice is 
influenced by culture‟. These teachers are using this survival strategy of being 
“silent” when faced with negative sentiments from members of their patriar-
chal society. 

5.2. Bargaining with patriarchy and strengthening the notion of men‟s 
superiority 

The WSTs have found it easier to deal with the constraints of gender inequali-
ties by upholding the patriarchal norms and accepting gender-roles which ulti-
mately devalue their work. Such reinforcing notion of men‟s superiority is con-
ceptualized as “patriarchal bargain” by Kandiyoti (1988).  

Within school 

WSTs accept that male teachers should be engaged in decision-making 
processes at school. Shohag stated that: „it is okay to give the administrative and finan-
cial responsibilities to the male teachers, that is what we do in our school. The female teachers 
are usually involved in minor duties at the school‟. When Shohag was probed about 
what she meant by „minor duties‟, she gave an example and said, „…during cul-
tural programs, we usually decorate the stage or fill up the gas balloons. Such “minor duties” 
are not meant for the male teachers‟.  Such gender-roles inside the workplace can be 
„operationalized at the level of individuals through their shared understandings 
of what constitutes appropriate ways of “being and doing” for women and 
men‟ (Kabeer 2000:328).  

Because of the workload and family obligations, teachers like Sharmin 
have already accepted that as women they will not be able to become the „ideal 
science teacher‟. In her words: „A male teacher can commit 100% of his time if he 
wants to but women can hardly commit to 70% because of household responsibilities‟. Con-
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sequently by normalizing domestic-roles, a woman is reproducing her subordi-
nation in the society which is consistent with Mahmood‟s (2004) views. Wom-
en mainly apply the “lecture method” rather than focusing on “demonstration” 
or “inquiry methods” which are known as appropriate teaching techniques for 
science (Hackling 2004). That is why Kandiyoti (1988:280) affirms, „women in 
areas of classic patriarchy often adhere as far and as long as they possibly can 
to rules that result in the unfailing devaluation of their labor‟. Therefore these 
WSTs have assumed their „feminine position which is in keeping with what 
Gherardi (1995) found in several women working in male-dominated sectors. 
The „feminine position‟ makes women withdraw them from the competition at 
the workplace and in turn make them view their male co-workers as superior.  

Within community 

Some of the married WSTs accepted their main responsibilities are in 
the home yet should their husbands try to help, this reflects negatively on the 
women in the eyes of the community. This shows, communities play a major 
role in the lives of women because it dictates the gender-roles (Kabeer 2000).  

Luna insists that her husband should not help with house hold tasks 
because this will make her look bad in the eyes of her community members 
which is consistent with Kabeer‟s (2010:19) views about the influence of gen-
der-roles on day to day life. This example shows how a woman may be bound 
by the gender-roles in her community, yet her „preferences and priorities reflect 
[her] own unique histories and subjectivities, but also bear the imprint of the 
complex social relationships to which she belongs and which determine her 
place in society‟ (Kabeer 2000:327). In such cases, the WSTs are under pres-
sure to maintain community norms hereby strengthening the notion of men‟s 
superiority and according to Kabeer (2000:357), such anxiety may constrain 
„their behavior in various aspects of their lives, acting as a constant reminder of 
the need to conform to community norms as much as possible‟. 

This study revealed that some middle-aged teachers do not want to ne-
gotiate their community gender-roles because they are comfortable maintain 
the status quo. One of the woman head teachers, aged 57, said that: „it is the rule 
provided by Allah, no-one can change it. You have to be convinced that women are weaker 
than men, they never can do those things that are harder for men‟. Here, „gender is one of 
the most powerful of symbols; indeed, the very word “gender” encapsulates all 
the symbols that a culture elaborates to account for biological difference‟ 
(Gherardi 1995:31). Such narratives reproduce the naturalization tendency of 
patriarchal bargain where the traditional beliefs are so taken-for-granted that it 
is acknowledged without any dispute (Bourdieu 1977). I found such a mentality 
among other WSTs including Geeta, aged 45, who were trying to deal with all 
the challenges in their lives in a very positive way using their agency in already 
existing kinship structure among the community members, which is consistent 
with Joseph‟s (1999) view. The teachers believe that a woman who has excelled 
in teaching the sciences may be exceptional but not necessarily „an example‟ on 
how to live their lives, sentiments shared by Hill et al. (2010). Kandiyoti noted 
that, „patriarchal bargains do not merely inform women‟s rational choices but 
also shape the more unconscious aspects of their gendered subjectivity, since 
they permeate the context of their early socialization, as well as their adult mi-
lieu‟ (1988:285). Because of the life experiences shaped by the communities, 
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some of the middle-aged WSTs in this study have a „gendered mentality‟. Such 
perceptions can be varied according to different age group that share personal 
experiences but at the same time we need to avoid categorizing into distinc-
tions (Davis 2008).  

Within family 

Some of the WSTs have expressed their relief that their husbands are 
the main bread-winners of the family which made it easier for them to attend 
to their domestic-roles. Even though it is possible to do so, these teachers are 
not keen on earning more than their husbands and besides, their husbands 
would not prefer it that way. In such cases, it is difficult to work out whether 
the „choice‟ came first or the „constraint‟. Kabeer (2000:243) has explained such 
decisions „as “passive” on the grounds that they necessitated a qualitatively dif-
ferent form of choice to those made by women due to their child care obliga-
tions, their lack of proper qualifications or even their own subjective prefer-
ences‟. Geeta, an interviewee stated that: „women like me are not taking the full 
financial responsibility for the family; there is no extra pressure to earn more.‟ Another 
WST, Monoara also feels that she is at advantage because her husband is re-
sponsible for the income in the house. It is somewhat of a relief for these 
teachers that they are not answerable for the finances in the home. Finally, 
such an arrangement allows women‟s dependency on men‟s superiority where 
the women themselves often choose to be subordinated by reproducing ine-
qualities which is consistent with Mahmood (2004).  

5.3. Tale of tactical agent: performing in controlled spaces 

Some of the WSTs who lack independence also try to take control of some 
actions in the restricted context of the school. For instance, some of the sec-
ondary schools prefer the teachers to work under the authority‟s supervision 
and the WSTs revealed that the school authority praises those teachers who 
devote extra time after school hours which is difficult for the WSTs. These 
teachers have no choice but to do so, otherwise they will not be acknowledged 
by the school authority. A WST, Monoara stated, „I never said “no” to our headmas-
ter and I try to work after school hours. That is why he respects me.‟  By drawing on 
Honwana‟s (2008) suggestion about „tactical agency‟ where she noted that the 
agents who lack autonomy take advantage of “opportunities”, the WSTs in this 
study use their agency to navigate the troublesome social and political circum-
stances in which they find themselves so as to get valued in their organizational 
context. Cahusac and Kanji (2014:59) found that, „working long hours has be-
come emblematic of a new kind of masculinity‟ and it is highly „associated with 
masculine practices in many organizations‟. There is a possibility that women 
who do work extra hours can be brought into the male fold and these actions 
can be perceived as “negative forms” according to Kabeer (1999) since they are 
conducting themselves by allowing domination. Furthermore, Monoara also 
tries to carefully manage her relations with the school authorities so that she 
earns some degree of respect. Her story provides insight into the complex 
choices that WSTs make as tactical agents who seek to navigate their profes-
sional life by using different strategies. In this way, the so called subordinated 
WSTs exercises tactical agency to maximize her chances of survival in a re-
stricted school environment in which they are forced to operate. 
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5.4. Perception contradicts passion for the sciences: breaking out of the 
traditional gender mould? 

Seven out of eight WSTs accepted gendered ideologies in science12 and that 
science is more applicable for boys in the Bangladesh context because of the 
„masculine image‟ of this subject. Interestingly, many of them have actually de-
veloped their passion for this subject despite all the gender-specific constraints 
they faced during their education life. Such passion had developed with the 
support from the family and coupled with interest and sheer hard-work.  

Family support was crucial in the lives of the teachers because this is 
where they exercised their agency to choose the sciences in the first place. Luna 
said, „When I used to face any difficulty in understanding any science topics during my school 
life, I would ask to my father. He was a teacher and used to help me out in any way‟. An-
other teacher, Monoara expressed how important it is particularly for a woman 
to have family support otherwise it was not possible for her to be succeeded. 
Some WSTs got the encouragement from the family when they were in the 
schools and treated equally with their brothers but when they become adult 
they had to involve in prescribed gender-roles like, helping mother in the 
kitchen, washing clothes of other male members of the family etc. which often 
broke their concentration for their passion for science. The way they gave time 
to the laboratories contradicted their feminine-roles which did not seem to be 
submitted to the male members like father or brother in the family. The pre-
dictable kinship structures in the family relationship are often considered as the 
„central to the reproduction of patriarchy‟ (Joseph 1999:139) which created 
much restriction to their life. The findings in this study are consistent with Bar-
tolomei and Pittaway (2003), where they say that the forms of women‟s dis-
crimination can change with time based on their multiple identities.  

As „active agents‟ these women have to stick it out and to try to stay 
the course once they select the sciences, rather than thinking about the „mascu-
linities of science.‟ This is similar to the argument made by Agarwal (1997) 
when she says how agency is exercised within the inner psyche of individuals. 
Thus with or without the resources and despite the discrimination they face, 
WSTs broke the gender mould in the first place when they opted to study chal-
lenging subjects like the sciences. 

 5.5. Aiming to be a „good mother‟ and aspiring for change 

The WSTs note that their main aim in life is to be a „good mother‟. This sub-
jective identity of WSTs shows how they perceived their socially prescribed 
gender-roles. When I asked Geeta about her aim in life, she said: „I want my chil-
dren to be educated and successful in their life. I want all three of them to be doctors‟. She 
also explained how as a science teacher, she encouraged her children to take up 
a career in the sciences. Here Geeta is not only conforming to the patriarchal 
demand on her gender but also providing an opportunity to pass on her pas-
sion for the sciences to the next generation. This is consistent with Kabeer 
(2000) who has talked about the aspirations of women. By drawing on 

                                                 
12 Unmarried WST Shohag is exceptional one who thinks that boys and girls are equal-
ly suitable for science in any context. 
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Agarwal‟s (1997) idea of having hidden meaning in agentic actions, the data in 
this study indicates that the agency for WSTs is about devoting one‟s life to be 
a “good mother” with the „hidden‟ meaning here being one of nourishing the 
interest in the science.  

WST Luna has also focused on her role as mother and said that,  

„When I came to school, I always tense about whether my daughter has 
gone back to home after school or not, if she had her meal or not. I want to 
focus on my profession but it is not that easy, I realize it is better for me if 
I focus mainly on my daughter‟.  

Teacher Hasina also wants to focus on the life of her only daughter rather 
thinking about her own career. She is 39 years old and thinks that it is not the 
right age to think about her own career and she has already decided to work 
fewer hours in school. According to Bourdieu, such “sense of lim-
it,…underpins their adherence to the social order by “naturalizing” some as-
pects of reality, placing the behavior associated with them in the realm of un-
questioned routine, habit and tradition, the realm of “doxa”‟ (Kabeer 2000:43-
44).  

The WSTs think prioritizing their children‟s life is something norma-
tive for a „mother‟ which shows their positive affirmation of motherhood 
where they want to see their dreams fulfilled through their children. They have 
also naturalized their motherhood where the culture of reproducing a „good 
mother‟ exists beyond argumentation in such patriarchal context which is con-
sistent with Bourdieu (1977). Such thoughts of WSTs give the „socially struc-
tured aspect of subjectivity in social practice‟ where they are generating the as-
pirations by reflecting „the objective range of possibilities available in given 
social contexts‟ (Kabeer 2000:43). Furthermore, my argument is similar to Jo-
seph (1999) where she talked about the kinship structures. It indicates, as active 
agents the WSTs do not want to subvert their children‟s success in their own 
accomplishment, thus they choose to be protective for their children‟s life by 
transferring their long-term aspirations to their children.   

5.6. Chapter summary 

In this chapter I analyzed ways in which WSTs are dealing with the gendered 
ideologies. The majority of them conform to these ideologies because of the 
presence of the patriarchal system that was part and parcel of their day to day 
life. Growing up, many had a passion for the sciences but when they got mar-
ried and started their professional life, the gender-norms impinged on their 
ability to progress in life. Their struggle to be ideal science teachers is often 
carried on by taking strategic actions and tactics but their silences in such con-
texts is also a way to survive even with these constraints. 
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Chapter 6: Conclusions  

In this chapter, I present a comprehensive discussion of the empirical findings 
by drawing a synthesis of the analysis. The main research question is revisited 
by highlighting the major findings. Finally, I conclude by reflecting on some of 
the issues that might be considered for further research.  

6.1. Revisiting gender stereotypes of science and masculinity: a synthesis 

This study set out to examine the main research question; do the women science 
teachers provide role models by challenging the gender stereotypes of science and masculinity? 
Here I adopted feminist standpoint as the major methodological approach and 
used the concepts of gender, agency and intersectionality to analyze the gen-
dered experiences of WSTs and their ways of dealing with the gendered ideo-
logies. Taking a broader view of WSTs‟ experience from secondary non-
government co-education schools, this research presents several critical points 
on the debate about masculinity of science in the secondary education sector 
of Bangladesh.  

Firstly, the number of WSTs in secondary co-education schools is few all 
over the country and even fewer in semi-urban areas compared to urban areas. 
Such limited representation in science makes life challenging for a WST and is 
more visible in semi-urban areas which is manifested through cultural norms 
guiding how they relate with their co-workers, students and their guardians. 
These norms and relations more often than not conform to the „masculiniza-
tion‟ of science. 

Secondly, WSTs in Bangladesh are found more likely to engage in biologi-
cal science which is stereotypically believed to have less masculine attributes 
and much suitable to the gender-roles of a woman. WSTs‟ interest in the sub-
ject, the teaching profession, their performance and success highly depends not 
only on the family members but also on the organizational culture in the 
school. Some of the gender-roles like, cooking and nurturing children are 
found more stereotypically embedded in the experiences of semi-urban WSTs‟ 
than those in the urban.  

Thirdly, the double burden for married WSTs in schools and at home has 
been revealed in several ways: how they have suffered because of perceived 
„masculine image‟ of science is directly relates to how women are viewed cul-
turally and socially. Women have often positioned themselves in the lower stra-
ta of gender power dynamics because of such gender-specific constraints. Un-
married WSTs have less pressure when it comes to domestic chores and 
therefore they have more time and space to pursue their interests in the scienc-
es. When talking about gender power dynamics, the geographical differences 
come to play especially in the realm of sexual harassment as experienced by 
WSTs where this problem is much more pronounced in semi-urban areas than 
the urban areas. 

Fourthly, despite being brought up in a patriarchal society, there are few 
WSTs who have taken agentic actions to break free from the existing gendered 
structure but majority of them have strategized their actions in a way that is 
acceptable to the gendered ideologies resulting from their own socialization. 
Additionally, the tendency of naturalizing the community gender-roles is more 
common among the middle-aged women. The WSTs reproduce culture and 
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traditional beliefs where their agency is often circumscribed by the contextual 
and relational aspirations and whether or not they can bring about change to 
the next generation.   

Overall, this study has provided a glimpse into the intersectional gendered 
experiences of WSTs within their schools, families and community and shows 
how they are challenging the gender-stereotypes of science and masculinity. 
The study revealed that, in the structure of classic patriarchal society it is diffi-
cult for WSTs to be role models due to their socially prescribed gender-roles, 
symbolic representation, gender-specific norms and constraints in institutions. 
However, despite these constrains, these women have the potential to be role 
models and are coping with their circumstances by making different strategic 
choices in the hope that they will pursue their interest in the sciences. Such as-
piration reinforces the notion that girls are not intrinsically incompatible to this 
subject. To ensure the credibility of the findings, this paper highlights several 
narratives about the WSTs; largely coming from middle-class families which 
acknowledge that this issue is multifaceted and diverse.  
 

6.2. Suggestions for further research  

Although the study has addressed the research questions, there are still some 
areas, which might benefit from the possibility of further research. The find-
ings on WSTs‟ experiences of workload show that, their counterparts who 
teach subjects like, Bangla Grammar, English Literature or even History had a 
lighter load which highlighted the masculine images of science. Therefore 
comparative studies across different subject may also provide an understanding 
of the gendered experiences of women teachers in relation to masculine sub-
jects like science. 

In addition, this study also highlighted WSTs‟ gendered perceptions 
about the sciences. Because this study did not aim at exploring the individuals‟ 
perception about the “nature of science” it could not tease out the intricacies 
underlying their gendered teaching practices. The “nature of science” also 
known as NOS research is considered as an important area for the science re-
search community (Lederman et al. 2002) and hence future studies can also 
focus on science teachers‟ NOS knowledge to examine the masculinity under-
lying this subject.  
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Appendix I: Socio-economic indicators of Bangladesh, 2013 
  

Total population (in thousands) 156 595 
Annual population growth (%) 1.2 
Population aged 14 years and younger (in thou-
sands) 

46 977 

Rural population (% of total population) 71 
Total fertility rate (births per woman) 2.2 
Infant mortality rate (per 1,000 live births) 33 
Life expectancy at birth (years) 70 
Prevalence of HIV (% of population aged 15-49 
years) 

0.1 

Poverty headcount ratio at 2 PPP$ a day (% of 
population) 

76.5 

GDP per capita - PPP$ 1851 
Annual GDP growth (%) 6.2 
Total debt service (% of GNI) 1.2 
GDP in billions - PPP$ 286 
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Appendix II: Enrolment in primary and secondary education by sex (%), 
2005-2011 

Primary 
Education 

2005 2006 2007 2008 2009 2010 2011 

Gross En-
rolment 
Ration (%) 

 

Total 98.5 99.7 99.3 97.6 101.2 104.5 114.2 

Female 101 102.7 103.1 100.8 103.9 108 117.8 

Male 96.2 96.8 95.7 94.5 98.6 101.1 110.8 

Net en-
rolment 
ratio (%) 

 

Total 91.8 92.9 _ 90.8 91.8 91.5 _ 

Female  94.6 96.2 _ 92.1 96.1 93.3 _ 

Male 89.1 89.7 _ 89.5 87.8 89.8 _ 

 

Secondary 
education 

2005 2006 2007 2008 2009 2010 2011 

Gross en-
rolment 
ratio (%) 

 

Total 45 45.6 46.4 44.5 48.2 49.9 50.8 

Female 46.6 46.9 47.6 47.2 50.1 52.9 54.5 

Male 43.5 44.3 45.1 41.9 46.3 47 47.2 

Net en-
rolment 
ratio (%) 

 

Total 42.1 42.8 43.6 _ 44.6 46 45.8 

Female  43.6 44.1 44.8 _ 46.5 48.8 49.3 

Male 40.7 41.5 42.4 _ 42.8 43.4 42.5 

(Source: UNESCO Institute for Statistics 2014b) 
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Appendix III: Progression and completion in education 2009-2011 
 

 Total Male Female Year 

School life expectancy 
ISCED 1-8 (years) 

10 9.7 10.3 2011 

Percentage of repeat-
ers in primary (%) 

9.4 9.7 9.1 2011 

Survival to the last 
grade of primary (%) 

66.2 61.9 70.6 2009 

Gross intake ratio into 
the last grade of pri-
mary (%) 

74.6 69.5 79.8 2011 

Primary to secondary 
transition rate (%) 

94.5 _ _ 2010 

(Source: UNESCO Institute for Statistics 2014b) 

 

Appendix IV: Percentage of Bangladeshi women and men in education 
and research careers 2012 

 Women Men 

Bachelor 42% 58% 

Doctoral Students 38% 62% 

Researchers 14% 86% 

(Source: UNESCO Institute of Statistics 2014b) 

Appendix V: Percentage of men and women faculty in science, Dhaka 
University 2013 

Teachers 

Physical science Biological science 

Male  Female Male Female 

85% 15% 78% 22% 

Professors 

Physical science Biological science 

Male  Female Male Female 

82% 18% 79% 21% 

PhD 

Physical science Biological science 

Male  Female Male Female 

86% 14% 80% 20% 

(Source: Choudhury 2013) 
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Appendix VI: Number of secondary schools and teacher 1995-2009 

  

(Source: BANBEIS 2013) 

  

Year 
No. of 

schools 

Number of Teachers 

Total Female % of Female 

1995 12012 140059 19436 13.88 

1996 12978 145188 20198 13.91 

1997 13778 157077 22334 14.22 

1998 14518 165213 24106 14.59 

1999 15460 173897 25867 14.87 

2000 15720 174146 26290 15.10 

2001 16166 183277 30196 16.48 

2002 16562 186949 31311 16.75 

2003 17386 206557 39580 19.16 

2004 18267 214673 47255 22.01 

2005 18500 238158 48290 20.28 

2006 18700 239431 48615 20.30 

2008 18756 209496 46788 22.33 

2009 19083 213482 53363 25.00 
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Appendix VII: Interview guideline for women science teachers 

Date:  

Name: 

Age: 

Position: 

School: 

Years of work experience in this 
school: 

Total year of work experience: 

Current city: 

Brought up in (City): 

Educational background: 

Marital status:

 

 Do you enjoy your profession? Why? 

 Why have you chosen this profession? Did anyone motivate you to 
choose this profession? How? 

 You are a science teacher, how do you experience teaching science? 
Please explain. 

- What content do you usually teach in science? Physics, Chemistry 
or Biology? Or mixed? 

- Are there any other science teachers in this school? What do they 
teach? 

- Which contents do you prefer to teach the most? 

- Have you faced any difficulty in teaching this content? Please ex-
plain. 

- Have you ever noticed any difference in how male and female 
teachers teach science contents? Please be specific for Physics, 
Chemistry and Biology.  

 How do you prepare yourself for the class? 

- Do you use models/teaching aids? If yes, how often and why? If 
not, why? 

- Do you manage to keep yourself in touch with the latest interven-
tions in science? If yes, how? Why? How does that knowledge help 
you? If not, why?  

- Science is advancing every day, do you think it is important to up-
date the students with latest interventions of science in the class-
room?  

- Is it possible for you to engage your students to practice the 
knowledge of science in everyday life? If yes, how? If not, why? 

- Does your family support you in this regard? If yes, how? 

 While we open our science books from the National Curriculum and 
Textbook Board (NCTB) we get to see the images of only the male sci-
entists. We hardly see any female scientists, what is your opinion about 
that?  

- Do you think it can impact students‟ own motivation in pursuing a 
career in the sciences? If yes, how? If not, why? 
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- Do you think, such representation of images in the textbooks can 
have some impact on how the students view their role models in 
the science? Why? How? 

- Because of such representation, do you find it challenging to teach 
them science as a „woman‟ teacher? Please explain. 

 How do you feel about the relationship that you have between you and 
your students? Please explain. 

- Have you noticed any difference between male and female students 
in science classes? Are there any differences in terms of interest in 
science, achievement, respecting science teachers or performance in 
class/lab? Explain. What is the best way to deal with that? How do 
you deal with that?  

- Have you ever find your male students behaving differently to-
wards you compared to other females? If yes, how? And how do 
you deal with that?  

- What do you think is the best way to deal with male and female 
student specifically? Do you think it‟s important to treat them dif-
ferently or not?  

- How do you usually respond to them?  

 When you were a science student, did you enjoy learning the subject?  

- Did you find it as interesting as other subjects? Why?  

- Did you chose to study science or did your parents decided for 
you? 

- Did you feel interested in science education? Please explain. 

- Have you found any difference in the achievement level and behav-
ioral between male and female students in science while you were a 
student? Explain. 

- From your secondary level to tertiary level, did you find the same 
number of girls as boys in a science class? Or who were the majori-
ty students in the class? How did you experience that (both in class 
and laboratory)? 

- Who were your science teachers at the different educational levels? 
Tell me something about your interaction with them. Who is your 
ideal science teacher? Explain.  

- How did your family support you to pursue your career in science? 
Was that challenging in your community? If yes, how? How did 
you deal with that? If not, what was the role of your community 
(neighbors/relatives)?  

- Did you find it challenging to grow up as a science student? Do 
you think your student life could be much different (interest-
ing/easier) if you took another stream like commerce or humani-
ties? If yes, in what way?  

- Did majority of your classmates from science pursue their career in 
the same subject? Were majority boys or girls? What do you think 
about that?  

 Have you ever heard about any stereotypical notion that either boys or 
either girls are more suitable in science than other? How do you per-
ceive that? How do you deal with that?  
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 Now let‟s talk about the environment of your school outside the class-
room.  

- Who usually supervise you in the school? What is your experience 
of that? 

- Are you satisfied with your salary, the infrastructural facilities? Do 
you think it can vary between male and female teachers? How? 
Why?  

- What types of extra workload do you have outside the classroom 
teaching? Do you have any difficulty doing those chores? 

- Do you think as a teacher of a technical subject (science) that you 
have to allocate more time and effort than other teachers (teachers 
who are teaching different subjects) to make this subject easier for 
your students? Do you think all the teachers in the school have the 
same workload for their respective subjects? 

- Do you find that all the teachers are comfortable doing all types of 
work? More specifically, do you notice any difference between your 
male and female colleagues when it comes to particular tasks? If 
yes, please give some examples.  

- What types of relationship do you maintain among your co-
workers? Who are most supportive? Have you ever been „con-
trolled‟ by your co-workers in the school? If yes, from whom?  

- Do you participate in decision-making body of your school? If yes, 
please explain your role here. 

 Have you ever felt, your life as a science teacher could have been dif-
ferent if you were a man? If yes, how different?   

 Tell me something about your experiences in during training. Were you 
comfortable in the environment? Who were the trainers? Who were in 
the majority – female or male trainees? 

 Did you get sufficient opportunities to share your opinion and ask 
questions during the training session? 

 Would you like to talk about some more about the challenges that you 
face as a woman science teacher in your school environment? Please 
tell me how you deal with that? 

 Would you mind telling me something about your family members? 
What types of responsibilities do you have there? Tell me something 
about your family culture and tradition.  

- Do you find it challenging to manage both family and work? If so, 
how do you manage it? 

- Do you think, the male science teachers have the same challeng-
es/workload in the home as their female counterparts? How do 
you view these household responsibilities effect on the perfor-
mance of science teacher? Do you think it affects the ability to 
concentrate as a teacher? If yes, in what way? If no, what is the best 
way to manage that?  

 How do your communities (neighbors/relatives) treat you? Are you 
comfortable with your living conditions? Did you ever experience any-
thing negative from your community because you are a woman? 
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 What is your main priority between family and work? How do you usu-
ally like to introduce yourself? And at the end of the day, how do you 
view yourself as a woman?  

 What do you hope to achieve in your life? And what do you hope to 
achieve as a science teacher?  

 Finally, do you find your life challenging as a science teacher who is 
dealing with several responsibilities in the society? 
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Appendix VIII: Profiles of women science teachers interviewed 
 

Pseudo names 
for the WSTs  

Description 

Geeta 45 years; married; from Narshingdi; total 17 years of 
work experience; BSc in Biology; now working as sen-
ior science teacher. (interviewed on 11th July‟15 at her 
home) 

Mahbuba 32 years; married; from Dhaka; total 10 years of work 
experience; MSc in Zoology; now working as an assis-
tant teacher. (interviewed on 12th July‟15 at her par-
ent‟s home) 

Shohag 25 years; unmarried; from Narshingdi; total 2 years of 
working experience; MSc in Physics; now working as 
an assistant teacher. (interviewed on 25th July‟15 at the 
school premise) 

Monoara 50 years; married; from Dhaka; total 22 years of work-
ing experience; BSc in Biology; now working as a sen-
ior science teacher. (interviewed on 26th July‟15 at the 
school premise) 

Rebeka 26 years; unmarried; from Dhaka; total 3 years of 
working experience; MSc in Zoology; now working as 
an assistant teacher. (interviewed on 27th July‟15 at the 
school premise) 

Sharmin 27 years; married; from Dhaka; total 2.5 years of work-
ing experience; MSc in Chemistry; now working as an 
assistant teacher. (interviewed on 30th July‟15 at the 
school premise) 

Luna 35 years; married; from Narshingdi; total 5 years of 
working experience; BSc in Physics; now working as 
an assistant teacher. (interviewed on 1st Aug‟15 at the 
prayer room of the school) 

Hasina 39 years; married; from Dhaka; total 16 years of work-
ing experience; BSc in Biology; now working as a sen-
ior teacher but not specifically in science. (interviewed 
on 2nd Aug‟15 at the school premises) 
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Appendix IX: Map of Dhaka Division showing study Sites of Dhaka and 
Narshingdi  
 

 

(Source of map: 
https://upload.wikimedia.org/wikipedia/commons/9/9d/Dhaka_Divisio

n_districts_map.png) 
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