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Abstract

Literature provides a unique creative space for theorising educatiwh in
particularfor descriting in appropriately thly ambiguous ways the complexity of
education lived out in contemporary schoolifithis is anexploration of three
novels ty Golding, Tolkien, and BarrieThese novels are representedexsmples
of schoollike literature illustrating contrasting theor& of education.Dyadic
models of schooling are exemplified by Goldfd.ord of the Flies;cyclical
models of schooling arexemplified by Tolkiery Lord of the RingsBarrie § Peter
and Wendyexemplifies both modelgroviding both a critique and a defemof
childhoodas needingo be controlled and childhood as a kind of apprenticeship in
adulthood.

Keywords J. M. Barrie, William Golding, JR. R. Tolkien, cyclical, dyadic,
apprenticeship learning

Introduction

This article brings together educatiotiaory anda group of novels, in order to see
what educationalists might learn fromhsollike novels. Literature can enable
those involved in schools both to imagine educational alternatives, and to imagine
the consequences of following more traditioapproaches to schoolinghis novel
approach offers potential insights irgchoolingrelevant tathe teaching profession
educational research and polimaking.It also suggesta potential educational use

of novels as elements in educational studiahkicational theory is rarely the most
popular element in teacher education programmes, either for those wishing to join
the profession or those completingservice programmes. Even the educational
philosopher Dunne recommends (perhaps tongudhed) that studentteachers
VKRXOG SGHYRWH PRUH WLPH WR SUDFWLFH WHDFKLQJ
MHGXFDWLRQDO WIRSYR bl BH9) YetQhe Hheed to gain a deep
understanding of education in general and schooling in particular is appaadint to
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certainly including Dunne. Using novels to illuminate core educational theories, and

to stimulate an imaginative engagement with education, is a strategy that can break

the artificial division between theorgnd practice As Schiller (1967) would

degribe it in his guide to educatiof,PDQ RQO\ SOD\V ZKHQ KH LV LQ WHK
RI WKH ZRUG D KXPDQ EHLQJ DQG KH LV RQO\ IX0OO0\ L
(Schiller, 1967, fifteenth letter)Novels, especially schotike novels, can open up

possibilties for understanding schools that may be otherwise unattainable.

Cycle clipsand the awkward reverence of educational theory

Theeducational theorising of Lavand Wenge(Lave, 2011, Lave& Wenger 1991
Wenger 1998 is the starting pointf this projet, especially the distinction made
between %he dyadic form characteristid oonventional learning studié¢Lave &
Wenger 1991, p. 57) and the more cyclical fornof learning characteristic of
degitimate peripheral participatior(Lave & Wenger 1991p. 55). (It is hoped that
WKHVH 3:3FOLSV" RI HGXFDWLRQDO WKHRU\ DUH VWLOO
reverence, to misquote Larkin.pescribing learning as typically like an
apprenticeshipl.ave reevaluateghe nature of apprenticeshign apprentie is not
SVRPHRQH ZKR G ReHrig ffidn NadghBaie who doed.ave 2011, p
156, quoting Goody):

| would now say, quite to the contrary, that we are all apprentices, engaged in

learning to do what we are already doing. The differences betweentweese

definitions are significant. To begin with, the distinction between one who
NQRZV DQG RQH ZKR GRHVQIW LQYRNHV WKH ELQD!
epistemological politicLave 2011, p 156)

Describing education in terms of dyadic relatiéredf knower and unknower,
teacher and pupil, master and apprertice misleading. Itfails to recognise the
cyclical character of learning (thgtutative knowers, teachers, angasters are
creating their ownmreplacements and it fails to recognise the mtinuing coming to
know of all involved in the processuch that we are aRapprentices to our own
future practicé (Lave 2011, p 156).

Laveand Wenger highlight howonventional educational theory is dyadic and
based, therefore, on intellectual and disciplranthority and status. This is seen as
particularly problematic when it cees to schooling, at one poids]teering clear
of the problem of school learnirig(Lave & Wenger 1991, p. 40) and later
explicitly criticising school learning as pointing inwards]chool kearning is just
learning school (Wenger 1998, p. 267) The possibility of schools recognising
cyclical, continuous, learning is evident in some theories of teacher development
such as the move towards teachers as action researchers, (Bgit1993) and
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towards a sense of research as underpinning the roles of both teachpupitsid

(Stern 2010).The cyclical theorising ofave and Wengetanthereforebe applied

to schoolingwe suggestf all in school are seen as learners drstholing is seen

as pointing beyond itselfs an3apprenticeship in life” 7KLV LV DQ DSSURDFK
radical philosopher of schoolindacmurray

[W]lhen we teach we must deal with living human beings. We, the
teachers, are persons. Those whom we would t@achersons. We must
meet them face to face, in a personal intercourse. This is the primary fact
about education. It is one of the forms of personal relationship. It is a
continuing personal exchange between two generations. To assert this is
by no meango define an ideal but to state a fact. It declares not what
education ought to be, but what it is, and is inescapably. We may ignore
this fact; we may imagine that our task is of a different order, but this will
make no difference to what is actually tadiplace. We may act as
though we were teaching arithmetic or history. In fact we are teaching
people. The arithmetic or the history is merely a medium through which a
personal intercourse is established and maintained. (Macmu94dga,

p. 1)

That is, br Macmurray, flrom the teache® point of view education is helping
other people to learn to be humafMacmurray 2012, p 9). A similarly holistic
and cyclical account of schooling as a kind of apprenticeship in personhood is
provided by Noddings, fovhom 3>L@W LV D EDG PLVWDNH«IRU D PDV
WHRinkofheU RU KLPVHOI DV [RasMadvtgd SupgastSiNoDdings
2003, p 248): the activity of schools i&o produce better peopldNoddings, in
Stern 2016, p 29).
Such cyclicaltheories are contrasted with more dyadic theories, such as those
centred specifically on the authority SNQRZHUV™ DQG W K¢tultusle2NQRZOHGJ
notably Hirsch (2016) and Leavis (1948e94&). Although the theories of Lave
and Wenger and of Hirsch haue common a sense dfearning in community”
and both approaches are justaéented, the emphasis of the former is on the
circulation within relatively small communities, st the emphasis of the latter,
Hirsh, is on the learning of knowledge held the (usually national) community.
Similarly contrasting theories of power in school can be found. More cyclical
theories can be found in writers such as Macmurray, for whdiscipline” in
school is%he condition of all freedorn 0 D F P X 184db,\p. 4)and so the (only)
value of discipline is in ultimately freeing someone, rather than in controlling them.

! The term3upil " rather han %tudent is used here, in recognition of the school
contexts studied, rather than more general educational contexts.
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This contrasts with the more dyadic approach of those for whom schooling involves
the direct instruction of virtues, as in the writings of Lickona Bagidson (2005),

for whom 3ducation rightly conceived has had two great goals: to help students
become smart and to help them become deod Jt]hey need character for both

so the approach is on&ommitted to developing the performance character and
moral character of adolescents within an ethical learning comniuttitykona &
Davison 2005, p xxi). This is a dyadic approach to character and morality; others
have similar approaches to other aspects of schooling.

An extended accounigoing beyond thed 3FOLSV’™ R migktkdiawU L H YV
together a fuller account of more cyclical and more dyadic educational theories,
with Lave and Wenger, and Macmurray, representing the former theories (in terms
of the curriculum and authority structures, respectivelydl Hirsch, and Lickona
and Davison, representing the latter theories. Here, however, these two traditions or
clusters of theories are described as represented in novelsnovbks may be
particularly rich tools for learning or learning about the clusters beducational
theories and what is proposed here is that novels can be used to illuminate these
contrasting approaches to theorising learning in general and schooling in particular.
Using literature in philosophicaducational theory is relatively commdnom the
intellectual and cultural theorising of Steiner (1967) to the more narffmelysed
work of Cavell (2004), Tucker (2018), or Truffin (2013his article presents and
explores three novels that appear to illustrate contrasting theories ohtgarhere
are many novels about schools: perhaps not as many as there are about families, but
more than enough. (Goodreads desctilae the time of writing the 420 SEHV W
family sagas” [http://www.goodreads.com/list/show/12890.Best Family Jagas
whereas, by comparison, there areonly 80 %chool novels$
[http://www.goodreads.com/list/show/17017.School NgjveHowever, as well as
family-based and schoblased novels, there are groups of novels that might
appropriately be calledfamily-like ~ and %chootlike “The signs of familfike
novels are intense, smaltale relationships, with one or two authofiyures.
Examples might include Stephen Kifigshort storyRita Hayworth and The
Shawshank Redempti¢in King, 1982), which is set in prison but has a fanrtike
feeling, or Anthony BurgesfA Clockwork OrangéBurgess1996), about a violent
gangleader Schoollike literature, in contrast, involves relatively large and
disparate groups of young people brought together less intimately, with a number of
authority figures who may be more varied and didtant

This proposed category of schditde literatute is of interest precisely because
it does not explicitly describe schooling, but describes the type of relatiorsstdps

2 The descriptiosof the categories schobke and familylike inevitably have
blurred outlines. There are schoGLNH HOHPHQWYV RI .LQJTV QRYHO
family-OLNH HOHPHQWY RI %DUULHTVY QRYHO
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processes common to schools: duyerelated group authority relations that are less
intimate than typical family relationshipand he learring/apprenticeship process

in the absence of conventional industrial employment contexts or specialised
learning communities as described by Lave and Wenger (18&ijels that are
schoollike are investigated hereThe authors are not directlyesicribing or
critiquing schoolsso the power of their fictional creations may more freahd
imaginativelyrepresenbr illuminate educational theoriesThree novelsare used,
each ofwhich is presented as schelike: Golding$§ Lord of the Flies Tolkien §
Lord of the Ringsand Barric§ Peter [Pan] and Wendy Two were writtenby
authors who taugiitone, a schoolteacher, the other, a university tegched the
third by an author explicitly concerned with the problems of schooling. All three
novels are preented as illustrating differerdeep approaches to educational theory
in general, with particular value for understanding schooling.

Lords of the dassroom: Golding Mgi@mare and Tolkien § \Antasticrealism
Two novels that are schobike, and that it is suggested illustrate, respectively,
dyadic and cyclical educational theories are O OLD P * R.ore &f Ghé Fles
(Golding 2012), and JR. R. Tolkien§ Lord of the Rings(Tolkien, 1969).
Golding§ bestknown novel is liked and disliked almost eglly 2 with the author
himself being in thedislike " camp. The novel seems at first reading to represent a
theory of the basic savageryof humanity. However, at the time of writing the
novel, Golding was a teacher at Bishop Wordswlith 6 FKRR O . a @i LV E X
school where he worked briefly in the 1930s and then, after war service, from 1945
to 1961 (see accounts at, for examfi&p://www.william-golding.co.ulkand in
Carey 2009). Staff at the schoolisited by one of this articl® authors, have talked
informally of how Golding was regardéda great novelist, but perhaps not the best
of their teachers. This suggests an alternative theory of the novel, not so much as a
theory of savage human naturet lais the kind of nightmare that most teachers
have: the nightmare that the pupils will take over, and the teacher will lose all their
authority. Even though Golding had lived through the horrors of the Second World
War, it is suggested here that the novegdresented a much more quotidian teacher
fear, *ROGLQJ LV UHSRUWHG DV GLVOLNLGdbdHDPFKLQJI Y
JXLOW DERXW KLV LQFRPSHWHQFH DV ZH20@, pV KLV OD
117)

The account of the death of Piggy is a gdbgtration of School pupils out
of control © 3The intention of a charge was forming among theand h]igh
overhead, Roger, with a sense of delirious abandonment, leaned all his weight on
the lever: Piggy is killed and thenhe silence was completéGolding 2012, p
222223, chapter 11). The odd sense ¢§eoup intentiori of a class, thedelirious
abandonmerit of serious misbehaviour, and the consequence of a temporary
shocked silence is familiar to most teachers looking in on a teacherless(dlae
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killing of a fellow-pupil is rarer, of courseWhat further confirmghe possibility of

a 3choollike " interpretation of the novel is the appearance, at the end of the novel,

of a traditional adultvith-authority teachelike figure, implying areturn tosome

sotof RUGHU IROORZLQJ D WH P8R D PXHiilDaervdd @relitheR | WKH 3
officer initially expresses the somewhat artificial disbelief typical of a teacher
observing a group of misbehaving pupils:

3, VKRXOG KDYH W KftcarhK e visualxédzh&\search before

KLP 3, VKRXOG KDYH WKRXJKW wybfd/alD SDFN RI %
British aren{ you?2 would have been able to put up a better show that

that2 | mear? ~

The boys begin to cry, remorseful.

The officer, surrouneld by these noises, was moved and a little
embarrassed. He turned away to give them time to pull themselves
together; and waited, allowing his eyes to rest on the trim cruiser in the
distance. (Golding2012, p 248, chapter 12, the final words of the bgok.

There are many interpretations of this ending of the novel, from it being an old
fashioned assertion oBritishness to it being a sly postolonial deconstruction of
Britishness; a Freudian account of oedipal aggressitanpoysfschool fable. Here,

it is presented as schelite, and as describing how dyadic authority relatidmise
boys in the story needing an authoffityure to impose discipline, otherwise they
will revert to misbehaviout are seen by a teacheovelist.

A second novel which canebseen as schobke is Tolkien§ Lord of the
Rings(Tolkien, 1969). Tolkien was working as an English language tutor at Oxford
university (specialising in Angl&axon and Middle English
[http://www.tolkiensoagty.org) when he was writing the books for which he is best
known. At that time, the college in which he worked was sisgbe for men only.
The Lord of the Ringsilogy is described here, likeord of the Fliesas a version
of the (boys) school expegence, but in a fantasy world. For all its fantastic
characters and creatures and events, though, it still can be plausibly portrayed as a
rather realistic account of young men growing apway from homé as in the
boarding schools catering for -18-yearolds commonly experienced by those who
would later go on to Oxford university in the period during which the novels were
written. (The Hobbit the prequel to the later books, might be portrayed as
representative ofounger boysperhaps aged eleven or twelwotwithstanding the
given ages of the hobbijdnstead of concluding with the-imposition of (dyadic)
adult authority, it has a cyclical approach to power. A critical moment in the final
book describes how Frodo takes on the authority given byrge ri
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The light sprang up again, and there on the brink of the chasm, at the very
Crack of Doom, stood Frodo, black against the glare, tense, erect, but still
as if he had been turned to stone.

Master!” cried Sam. (Tolkien1969, p 98]

As Frodo sets #hring on his fingerhe Power in Barad{r was shakehand

the Dark Lord« knew his deadly peril and the thread upon which his doom
now hung’ (Tolkien, 1969, p 981, from chapter Ill of book six¥he Return of
the King this being the third book in theotd of the Rings trilogyAffirming

the cyclical nature of the fiction, Tolkiefh novel ends with Sam returning
home as (now) a traditional fathiggure:

he went on, and there was yellow light, and fire within; and the evening
meal was ready, and he waspected. And Rose drew him in, and set him
in his chair, and put little Elanor upon his lap.

He drew a deep breatiWell, | fin back,” he said. (Tolkien1969, p
1069, the final wads of chapter 1X of book siX;he Return of the King

Instead of requing a reimposition of adult authority, as in Goldifgaccount,
Tolkien provides a surprisingly bucoliéadult” ending, suggestingin terms of
educational theory that schools teach personhood or create, in Noddjtegms,
Ybetter people’ Leaving homeo learn and grow in a world characterised by-age
related group authority relations that are less intimate than typical family
relationships, and by intensive learning within distinct communities (of talkative
trees, for example, and elves) makes the bpakicularly redolent of schooling.

Panish attack

A third schoollike novel presents anore complexand ambiguousaccount of
educational theories, as it describes both dyadic and cyclical approaches to growing
up? and the refusal to grow up, what might belled a ®anish attack on
adulthooditself. Barrie§ Peter[Par] and Wendyprovides a depiction which, like

the Lord of The Fliesis often represented as a world lacking adult authority. As
with Golding andLord of the Flies critics and biographers ta explored the
connections between Barf§elife and his fiction (see for example Birkin, 2003 and
Howard 2015). Among other interpretations, the story is seen as a narrative of
escapism, an idealisation of childhood, and an exploration on how childeen a
integrated and assimilated into the adult world (see for example the seminal work
by Rose 1993). Recent scholarship has explofeeter Panas a comment on
gender, race and empire (Donalds®892 Kinchen Smith 2006), and its position
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in a historicalcontext shaping masculine identities (Feldmegel7). It has also

been read as more savage representation of childhood relationships (similar to
Golding$ account), and as a psychoanalytical exploration of desire and sexuality
(Kincaid, 1992 Owen 201Q Gryctko, 2016) (also in common with some
interpretations of Goldin§ novel). Throughout, the character of Peter Pan is
represented a% rebel " a boy who refuses to grow up and accept society.

Despite being welknown and muctioved, there is not a gijfe definitive text
about, or titled,Peter Pan Barrie wrote a number of texdsa novel (Barrie
1911/2004), short stories (e.gBarrie, 1906/2004), a play (Barrje1995) 2
featuring the character Peter Pan, although none of them had theetitle Pan
That title, however, is in common criticalse (referring to the group of texts
containing the characteandis in commonpopular use, including for accounts not
written by Barrie, such as thBisney book (Barry Pearson& Blair, 2017),
television adaptions, anfiims (athough Steven Spielber§ film is calledHooK).
Barrie$ own textsinvolving the character Peter Pan were written across three
decades, from 1901 to 1928e present analysis primarily basedn the novel
(Barrie, 1911/2004) The novel isthe main focuf this accountas it provides the
most complex and nuanced representation oPtter Parstory. Whilst presented
as childrers§ fiction, the novet like some of the other accouritgan also be read
as adult fiction, with George Bernard Shaw descrittimgplay as ‘ostensibly a
holiday entertainmentfor children but really a play for growwp peopl€
http://www.bbc.co.uk/programmes/profiles/1Yf51GCyHyLLVIKWZTxX5 7R |
[barrid. The noveloccupies a much more complicated spéwea might be expected

RlI D SRSXODU FKL O Gflegrsl @ friticdl WisRabce fravmie dh&vacters.
And the various Peter Paexts are characterised bydrresolvable hybridity and
malleability “ (Stoddard Holme2009, p 139, and see also Rose, 1993).

Zipes, in his introduction, characterises the novel difficult for young
readers to enjoyand as atommentary to the play(Barrie 2004, p xxiii). The
novel certainly seems dirext towards an adult audience with the narrator
frequently intervening within the text offering an explanatory commentary on the
action and addressing the reader on many levels. This commentary provides an
interesting and important layering of voices. Tlaerative voice seems at times to
provide an authority perspective on the narrative which can be read as an
embodiment of the dyadic teackmupil relationship. Indeed, Neverland is
fundamentally dyadic in nature: you are either there or you have loghdshl
entirely by growing up. However, the layering of voices, the use of free indirect
discourse and, we would argue, the constant undermining of (and by) the narratorial
voice can be read as a challenge to the formal dyadic teleehaer relationship.
Instead the novel can be read as a complex representation of both dyadic and
cyclical relationships providing a metaphor to explore the relationship between
teacher and learner through tiéctive classroom (Stern 2007, p 41). Bakhtin
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(1981) writes of the dialogic and manyoiced (heteroglossic) character of the
novel? notwithstanding a novel generally being singlg¢hored. He extendeus
GHVFULSWLRQ RI WKH QRYHO WR Dwer$g langWsdge ivtRe=LDO JUR
novel is a point of view, acgio-ideological conceptual system of real social groups
DQG WKHLU HPER G L B&htihH S8UpHAL H Qh distinttivéctidracter
of a schook it is suggested in this articteis also manyYRLFHG DQG DOVR 3R(
(each school is a single socialtitigtion, however complex the connections beyond
the school), and this is a basis for considering how the novel is able to model,
imaginatively, the school. It also suggests how the school can be described as an
imaginative creation by those within the tiigtion, as all are making meaning
through dialogué itself, for Buber, necessarily an imaginative act (Butk&e8, p
71, quoted beloy +HQFH WKH VHQVH RI D 3ILFWLYH FODVVURI
Peter and Wendig a particularly strong example of bebglossia, with contrasting
perspectives even in the narraabwoice. The novel reveals the tensions between
dyadic and cyclicaleducational theoriesoffering broader comments on the
relationship between power and authority in education.
Various critcal responses have interpreted Peter Pan as an extended metaphor
for school. Schaverien defines the narrativeéasnes Barri@ attuned metaphor for
boarding school (Schaverien 2015, p 160). Peter Pan seems to embody a
particular British public (indepwlent, feepaying) school experience, and in the
play Hook is referred to directly as an old Etonian, his dying words being Floreat
Etona, the Eton school motto (Barri995, p 146). Throughout the Pan accounts,
Etonian traditions are evident. A narraabrvoice intervenes constantly to offer a
critical lens on the British public school system, and the potentially damaging affect
it has on individual character.

Hook was not his true name. To reveal who he really was would even at
this date set the cotry in a blaze; but as those who read between the
lines must have already guessed, he had been at a famous public school;
and its traditions still clung to him like the garments, with which indeed
they are largely concerned. Thus it was offensive to hienaww to

board a ship in the same dress in which he grappled her, and he still
adhered in his walk to the schdpHtistinguished slouch. But above all he
retained the passion for good form. (Baréeé04, p 117.)

Zipes points to the fact that early deabf the play represent Hook as a head teacher
(in Barrie 2004, p 228), but Hook can also be read as an older boy bullying his
younger counterparts. Hodk casual cruelty, his obsession wijood form” and

Yad form” offers a sustained critique of arpeular type of British public school.

This system suppresses imagination and instils a regard for outward behaviour and
appearance over kindness and morality. A lack of empathy is the result of the
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suppressed imagination and as Ridley (20162p stats, it was Barrie§ view that
education can seriously damage a cBilidhagination”

After Peter§ victory over Hook, Peter literally becomes Hdbkeplacement,
adopting both Hoo§ mannerisms and authoritative control over the ship and the
boys. The phsical punishment of thedozen” meted out to Slightly evokes the
physical beatings associated with the British public school system. Similarly,
Peter§ reaction to his changed role reflects the exploitation of power evident in the
Lord of The Flies

Someof them wanted it to be an honest ship and others were in favour of
keeping it a pirate; but the captain treated them as dogs, and they dared
not express their wishes to him even in a round robin. Instant obedience
was the only safe thing. Slightly gotdazen for looking perplexed when

told to take soundings. The general feeling was that Peter was honest just
now to lull Wendy§ suspicions, but there might be a change when the
new suit was ready which, against her will, she was making for him out of
someof Hook $ wickedest garments. It was afterwards whispered among
them that on the first night he wore this suit he sat long in the cabin with
Hook $§ cigarholder in his mouth and one hand clenched, all but the
forefinger, which he bent and held threatenjrajbft like a hook. (Barrig

2004, p 134135

The adoption of Hoo® clothing is both a literal and symbolic representation of
Peter$ transformation into Hoo% replacement; perhaps a dystopic version of Lave
and WengeB apprenticeship model.

In addtion to functioning as a cautionary tale about the potentially corrupting
nature of power, the novel also presents a fictional reimagining of slkkeol
activities in a context without teachers or formal authority. Much of the action of
the novel can beead as largely those of playtirfhi@epresenting what schopupils
do when teachers are not there, as is also evident to an extehowdtof the Flies
More formal visions of school activities and education are represented through
Wendy$ setting of ®xamnation paper§ (Barrie 2004, p 70), and the
representation of a metaphoric Neverland of #first day at school (Barrie, 2004,

p. 9). Storytelling, a seemingly adult activity which can be read as analogous to
formal education, is central to the naiva and is particularly evident in Wen@y

role. After the Lost Boys return to thieal” world, their education is presented as a
mundane, reductionist and gradual stultifying process presented in stark contrast to
a gradually disappearing Neverland.

Of course all of the boys went to school; and most of them got into Class
[1l., but Slightly was put first into Class IV. and then into Class V. Class
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I. is the top class. Before they had attended a school a week they saw
what goats they had been not to e@mon the island; but it was too late
now, and soon they settled down to being as ordinary as you or me or
Jenkin minor. (Barrig2004, p 145).

The teachepupil relationship is further revealed through the narratorial voice in the
novel. Initially, thenarrator is presented as omniscient, but the narratorial voice is
frequently undermined and challenged through shifting tones, layered perspectives
and direct addresses to the reader. The existence of a multiplicity of voices
(heteroglossia) representsethinternal conflicts and tensions within the novel.
Holmes points to the ways in which tidualaddress narrative does not hover so
much as dart strategically, even sadistically, between mature and naive "'modes
(Stoddard Holmes2009, p 140).

Off we skp like the most heartless things in the world, which is what
children are, but so attractive; and we have an entirely selfish time, and
then we have a need of special attention we nobly return for it, confident
that we shall be rewarded instead of smackedrrie, 2004, p 97).

This narratorial intervention represents a complex interplay of perspectives between
that of the omniscient external narrative voice to a collectivehildlike ” voice.
The narrative voice is simultaneously adult and child andutieeof the pronoun
veis important in creating a conspiratorial tone with the reader. However, this is
undercut immediately within the following clause when the perspective returns once
again to the seemingly omniscient narrator who tells the readeich is what
children are” However, this is not an uncomplicated authoritative voice
representing the antagonistic relationship  between childhood and
DGXOWKRRG«JURXQGHG L @erdfigd by Cdatsy (arRlQ@Doed KD W U H G
Stoddard Holmes (2009, 437) and arguablalso evident inLord of The Fles
Arguably, the narrative voice challenges the nature of authority and for education
presents a challenge to the dyadic model of learning. It also points to the ways in
which language simultaneously refis@nd constructs identity. As Rose (1993, p
141) argues®ll subjects? adults and childreA have finally to take up a position
of identity in language; they have to recognise themselves in thepdirsbn
pronoun and cohere themselves to the acceptesteegf words and signsThe
use of the pronouriwe” is also significant if read alongside Bulfeconcept of
Realphantasieimagining the real (Buber, 1998, p 71), may be read as an attempt,
if one that is ultimately unsuccessful, to use dialogueetmncile the inherent
tensions and conflicts operating within the novel.

Towards the end of the novel the narrator again assumes a more dyadic formal
role. In this passage, the narrator is presented as an oppositional voice to the child,

32



Julian Stern and Catherine Samiei

suggesting moraleducation and raising questions about the role of the
parent/teacher/authority figure.

Even now we venture into that familiar nursery only because its lawful
occupants are on their way home; we are merely hurrying on in advance
of them to see that thebreds are properly aired and that Mr and Mrs
Darling donot go out for the eveningile are no more than servants.
Why on earth should thelteds be properly aired, seeing that they left
them in such a thankless hurry? Would it not serve them jolly well ifigh
they came back and found their parents were spending theeméein

the country? It would be the moral lesson they have been in need of ever
since we met them; but if we contrived things in this way Mrs Darling
would never forgive us. (Barri@004,p. 135).

Here, the narratd§ version of moral education is positioned as cruel and bitter in
opposition to the maternal influences. Ultimately, the dialogism and layering of the
narratorial voices throughout the novel functions to reveal rather thalvedbe
conflicts and tensions inherent in thigctive classroom’

At the beginning and the end of the novel, cyclical relationships are
foregrounded. This is particularly evident both in the opening and closing
paragraphs:

All children, except one, gw up. They soon know that they will grow

up, and the way Wendy knew this was this: One day when she was two

years old she was playing in a garden, and she plucked another flower and

ran with it to her mother. | suppose she must have looked rather

delighttXO IRU OUV 'DUOLQJ SXW KHU KDQG WR KHU KHI
canfwW \RX UHPDLQ OLNH WKLV IRU HYHU =~ 7KLV ZDV LC
them on the subject, but henceforth Wekdgw that she must grow up.

You always know after yofie two. Two is the beghing of the end.

(Barrie, 2004, p 5).

The opening paragraph emphasises a sense of the loss of childhood and innocence,
a sense of foreboding about an inevitable conclusion. There are multiple layers of
subjectivities within the section: Wen@y Mrs Daling § and the narrat®. These
perspectives point to the cyclical relationship as the parent creating their own
replacement. The tone of loss signifying Mrs Darlfhgwn loss as well as the loss
of Wendy$ childhood.

The concluding paragraph points agto the passage of time and the cyclical
relationship this creates:
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As you look at Wendy you may see her hair becoming white, and her
figure little again, for all this happened long ago. Jane is now a common
grownrup, with a daughter called Margaret;dapvery springcleaning

time, except when he forgets, Peter comes for Margaret and takes her to
Neverland, where she tells him stories about herself, to which he listens
eagerly. When Margaret grows up she will have a daughter, who is to be
Peter§ motherin turn; and so it will go on, so long as children are gay
and innocent and heartless. (Barie04, p 152153

So, Peter Pan and Wendy can be read as a novel presenting both cyclical and dyadic
relationships. Its form follows the content, presenting ¢bmplex tensions which
structure the relationship between the child and the adult. The novel questions the
purpose of education both formal and informal, the role of teachers, parents and
authority figures and the ways in which education can both limidt gotentially

create possibilities. It also engages explicitly with the nature of children themselves,
perhaps ultimately suggesting the resilience of children to withstéyatl
education”

Conclusion

Learning and power relationships in school can ba& ssedyadic or cyclical. The
three novels explored here provide fictional accounts of situatimisve propose

can be considered schdide, one putatively illustrating dyadic relationships, one
cyclical, and one that attempts both. This article suggbsit all three novelisés

al, in different ways, concerned with young peofleeducatio were
(intentionally or inadvertently§iescribing and critiquing contemporary educational
theories. * R O G LI af the Fliescan be read as dystopianvision of a
FODVVURRP pRand/ the hokaR GeidpsRrevials a fear in the potential of
children. The second novel offers a more apprenticeship based model while the
third provides a complex and nuanced exploration of the interplay between teacher
and pupil elationships and the role of the parent. Arguably, Peter Pan and Wendy
ultimately offers a positive (if not uncomplicated) vision of the resilience and
creative imagination of childrerin cyclical accounts, thepower” implied in a
teaching role is preciy to create your own replacement. That is, to make oneself
redundant. This is most easily illustrated in family lives, where parents (often) see
their roles as creating children who can be indepertdetio can live without their
parents. Our mortality, ihothing else, makes this somewhat obvious. But not all
parents realise it. The same can be said for teaching and for education more broadly.
That is why the three novels are presented, not simply to illustrate different
educational theories, but to proeidubtle, nuanced, and appropriately ambiguous
accounts of the complexity athooling
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