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This paper constitutes a protest against the growing violence against children, which occurs in a very early age. I am not talking about some extreme cases of child abuse we read about in the papers. I am talking about an average middle class family bringing up babies and all the respectful day care centres working mothers take their children to. My argument is that the spreading of this violence is due to structural causes and is justified by the discourse of developmental psychology and rationality. Against this discourse I would like to draw the discourse of pleasure and desire and the subsequent practices which follow it.   
The concept of pleasure in the education of young children means something more than having a good time. It is to do with allowing the erotic to penetrate the nursery school. It is to do with teachers and children ceasing, from time to time, control of their bodies and responding in emotional ways to each other
. In that sense it has to do with the binary divide between mind and body in Western civilisation, whereby a control is imposed over the body that children have to learn very early. Hence the preoccupation with class management and the teacher’s role in exercising control over the children. In this paper I would like to uncover this opposition as well as its effects in the nursery school classroom. I want to investigate the place of pleasure in young children’s education. I also want to investigate the impact of life long learning and in-service-training on classroom practice towards the direction of pleasure. Finally, I want to consider the part life history can play on the education of teachers for a transition from the concept of a well managed perfectly controlled classroom to that where children and teachers merge together in a happy, creative and productive effort.

1. The nursery school classroom as transitional space: from pleasure to rationality and back
People, who work in early childhood education, experience the transitional character of the whole enterprise. Children have hardly time to adjust to the kind of environment and it is already the end of the year, and they have to move on into the next level of the educational process. But the nursery school teacher is also under the influence of this transition before she can get to know the children, before she is able to create a friendly atmosphere in the classroom, just when the children begin to give signs of getting to enjoy and becoming involved with things, she has to say goodbye to them and welcome a new group. What is the point of having such a brief time period as a separate educational level next to the elementary the secondary and the higher education all of which last for longer periods (5 or 6 years). Or maybe the question is “what is the transition about?” “Why do we need a short period of transition before entering education?” The common answer to these questions makes a distinction between the family and what Winnicott
 calls “the outside world”. School is part of the outside world, it is public space, it is where you meet other children and other adults from your brothers, sisters and parents. 

There are many ways of looking at the two poles of this transition which coincides more or less with the Oedipal phase
. The family, on the one hand, is seen as a period of dependency and protection where a symbiotic being gradually comes to terms with its powerlessness on the way to independence. Or the early part of life when a “polymorphously perverted”
 infant gradually acquires a sexual identity under the law of patriarchy. Under the influence of Christianity the process of civilisation in the West has involved the strict taming of children’s emotional and bodily expressions. (Foucault, 1979; Turner, 1984) The family is one of the institutions through which society reinforces its laws. Schooling, on the other hand, is another such institution and its function is to carry further this process of “civilisation” introducing the child to the wider world outside the family. So does this mean that the transition is about a de-sexualisation of the human infant? Before we come to a rather hasty  conclusion we must take into account the historical and cultural dimensions of the relation between education and the body together with the psychoanalytic perspective of the existence of a surplus, an excess that remains there after entering the world of civilization
.  
In a book called Making a Place for Pleasure in Early Childhood Education (ed. by Tobin, 1997) a number of authors concerned with the reality of the nursery school classroom argue for an early childhood education where pleasure and the erotic can be celebrated together with rationality and order. Anne Phelan, who writes about the “erasure of teacher desire”, helps to clarify the meaning of the erotic in the nursery school classroom. 
What would it mean to raise the voice of the erotic? Must we abandon work and order altogether? Must we construct a distinct pedagogy of the erotic? I think not. I am suggesting instead that we recognise the erotic as part of human experience as integral as rationality, work, and order. In this sense the erotic will always be in tension with rationality in the classroom. (Phelan, 1997 p.96)
The author makes an important point, when she argues that there is a tendency in the classroom to exclude human behaviour and manifestations that have to do with the body, pleasure and desire. This tendency is covered under the label of “classroom management”, a preoccupation that all teachers have with the training of children to be responsible, to have control, and to behave appropriately in the classroom. According to Anne Phelan “… firm control of children is one of the most important criteria by which colleagues judge one another’s effectiveness.” (ibid. P. 77) It is, therefore, easy to understand the impact of “classroom management” on the teacher, who knows that her professional persona is going to be judged on that. It is particularly difficult for new comers in the job to ignore the dimension of discipline in favour of a more relax classroom atmosphere. 
In the Introduction of the same book Joseph Tobin (1997) refers to pleasure and desire as the missing dimension in early childhood education. He explains that pleasure and desire are missing in several related senses of the world. They are missing in the sense of non-existing because, although deviant and dangerous sexuality is a popular scholarly topic, the topics of pleasure and desire in relation to young children and their caretakers are waiting to be written. They are missing also in the sense of lost or forgotten since early childhood education used to be influenced by psychoanalysis and student teachers were taught about Freud’s and Klein’s theories on infant sexuality.  There is a moral panic in the USA around sexuality which influences relations between children and their caretakers in such a way that it is not possible for teachers to speak about desire without becoming suspect and persecuted. And this is true regardless of whether they are gay, or straight, men or women. Of course there is another sense of the word “missing” as in repressed, and surely the study of children’s sexuality has to do with the repressed childhood memories in the teacher him of herself. Repression as an intra-psychic individual process of denying memories of our own childhood is one thing, and society’s denial of sexuality in our relation to children is another. Even the dimension of feelings in children’s feelings and teachers feelings is not taken into consideration because the dominant educational discourse is that of developmental psychology which favours rationality and objectivity. This way it is easy to miss the manifestations of desire in young children since they are too quiet and uneventful and are not part of the dominant narrative of childcare. Indeed in late capitalism logo-centrism takes over as the signifier becomes more important than the signified in terms of feelings. Caretakers tend to substitute their interpretations of what children are feeling to the real body experiences and emotions of the children.
One of the main purposes of in-service teacher’s continuous education is to facilitate changes in the classroom during transitional periods. Classroom practice, however, resists change since by definition it aims to teach children order and control through surveillance. In other words its function is a conservative one:  to transmit “civilization” or in other words to safeguard social order. In the nursery school, prevailing theories have up to now favoured an approach towards scientific knowledge and rationality, which has an impact on everyday life in the classroom. Children have to control themselves, their bodies and their feelings obeying to the fundamental rule of Western Tradition which is the body/mind divide. As a consequence classrooms are getting more and more gloomy and oppressive to both children and teachers. Meanwhile there is a growing concern with life long learning in the form of seminars and courses which nursery school teachers attend most of the time voluntarily. How could this continuous education help to effectively change things in a classroom with very young children? What kinds of learning and training are more appropriate in order to introduce the dimension of pleasure in early childhood education? To investigate these questions I have gathered life histories from a number of nursery school teachers, who have talked about themselves their families and their professional lives including life long learning courses. The question I ask my narratives is about the place teachers attribute to pleasure in their proper life and in their work with young children. Then, in a second phase, I want to consider the kind of courses they get and whether or not these courses contribute to changing things towards a more pleasant experience for children. Finally, I want to investigate the use of life history in professional training and if it could contribute to changes in the way nursery school teachers view their relation to children and children’s relations to each other.
2. Teachers’ life histories and the place they attribute to pleasure

There are two ways I want to use life histories in this paper. The first is a method of collecting data for an analysis using psychoanalytic, narrative and semiotic theories as appropriate. The second, a more original one, has been used in French and Italian research (Le Grand, 2004 Formenti, 2004). It consists in a method of in-service-teacher’s training or professional formation. The idea behind it is that teaching involves an interaction that goes beyond the mere transmission of knowledge including elements that constitute parts of the self of the teacher. Teachers’ training should be aiming at the articulation of knowledge as lived in experiences of the subject and has to be taught in such a way as to make the connection between any new knowledge and skill and the person’s self image. It is necessary, therefore, for teachers to develop self-awareness and a thorough understanding of themselves, through a process of individual or group analysis. The book of Gius-Desprairies (2003) is an example of the kind of work that can be done with a group of teachers in order to support them when facing difficulties in their job.  
In this part of the paper I am using life history as a data collecting technique to approach my theoretical questions. I did five interviews with nursery school teachers using the snowball method
. I started from a friend of mine who suggested some of her friends who also introduced me to their friends. My sample was homogenous in the sense that the teachers were more or less of the same age and training and they were all working in the same city, they were all women, married with children between the age of fifteen and twenty five. I asked them to talk to me about their lives and told them that I was interested in the courses and seminars they had been to after their initial training and the way this has influenced their work with young children. I did not reveal my interest in the place of pleasure and desire in early childhood education, which I though I could do in a second face of the research. I wanted to read the narratives with respect to the place they attributed to sexuality and pleasure when the narrator was not aware of the interviewer’s interest for this particular topic. Then I could go back and ask about the place they give to pleasure in the classroom and the way they cope with children’s expression of sexuality. In what follows I will discuss four of the narratives in relation to a number of issues:

What is the place the narrative attributes to issues of sexuality, feelings, body contact and desire?

What is the place of childhood memories in the narrative and how do they relate to narrations about children in the classroom?

What is the place of personal life, flirt, marriage children etc and what is the place of professional life and career?

What does the narrative reveal about life long learning and in service training?

How does the narrative describe relations between teacher and children and between children in the classroom?

MINA
Mina’s childhood occupies a disproportionately large space in her narrative and it is the figure of her father, who dominates most of her account. He is described as “a womaniser”. A man who seduced her mother got her pregnant and abandoned her as soon as Mina was born. Although raised by her mother and her parents she also visited her father who lived in a different town during her school holidays. There she stayed with her paternal grandmother, who took care of her. Her father was sometimes violent and used every opportunity to humiliate her. Her feelings for him were shame, fear and pain. On the contrary she felt tender love and compassion for her mother, whom she describes as “a religious woman”. In spite of the difficult relation to her father she is happily married to a caring husband, who is a good father to her two children. This may mean that between her father’s excessive sexuality and her mother’s denial of it, she has created a space for a sexual self to flourish, her relation to the children in her school further demonstrates this argument.  
Indeed, the narrative refers to her relation to children in her nursery school as close and tender. She loves to do this job and feels that it was made for her. She can show all her love and affection to the children, whom she «can trust». Making children happy is considered by the narrative as an important goal of education. In the nursery school teacher and children should enjoy each other’s close company. “There is nothing more important than loving, warm relations. When I see happy children coming close to hug and hold me, then I say to myself “My goals have been met, these children love me.” 

Her basic training to be a teacher is described as inadequate. She has a strong desire to learn more about her job and joins in- service-teachers’ seminars. Her favourite ones are child psychology and group dynamics. This may mean that her intellectual curiosity has less to do with sublimation and more with an active relation to herself as a subject.  
RITA 

Rita’s narrative locates the erotic in the contradiction between village and city. It describes two important periods in her life, her childhood and the beginnings of her professional life, her mariage and the birth of her two children in relation to life in the village. Her childhood in the village where her father was the teacher was a happy experience but when the family moved from the village to the city it was “painful, stressful, alienating and causing withdrawal”. The same shock was repeated when she moved with her husband and children from the village to the city. 
Her adolescence was marked by a male teacher, whom the narrative describes as “a friend who introduced colour to her life”. Her student years she expected to be careless but in fact they were full of responsibility because of family problems but her first job as a teacher in a small village was very happy. She met her husband and fell in love got married had her children and made a lot of friends. “I was free from care, walked up and down the village streets with friends and had fun.” The narrative describes school in the village as the place to teach children the facts of life. How plants grow in the soil, how the seasons succeed one another and how rabbits reproduce were some of the experiences she shared with the children in her class. Her job is described as something pleasurable and she remembers her father saying to her “working as a nursery school teacher will make you happy.”
However, the narrative has a long account on how unpleasant her work experience in the city was. Maybe, this part is long because she is trying to understand why the job she loved and found so pleasurable in the village turned out to be unpleasant in the city. Further on, the narrative describes some of the children who were “special” during her long years as a teacher. It is interesting to note the diversity: Some are gifted children, some are described as “full of life”, and some are singled out because they are seriously ill while others because they lack the ability to make friends. In discussing the seminars and courses of her continuous education she points out a group dynamics course.
RINA
The narrative gives a brief account of her childhood in the village. The family was poor but her parents were tender and loving. There were no toys but there were plenty of natural elements like mud and small pieces of wood for children to play with. There is ambivalence in the text as she describes in positive terms what seems to be a poor and deprived childhood. The father is described as a communist sympathiser unable to express his convictions out of fear of being persecuted. Yet he is able to protect his sister who was involved in the Resistance “my father apparently knew how to cover her activities” and urged his daughter to become a civil servant in order to have a regular job with a good salary. She was able to get to the teacher’s college and become a nursery school teacher. Her main concern in her relation to children seems to be to encourage them to become independent. Children in her nursery school classroom appear to her “immature” unable to do things for themselves, put their shoes on or wash their hand etc. “They can see they can hear but they cannot talk” and they do not know any songs. They either come from one parent families or are immigrants. Immigrant children, however, speak Greek very well. As a mother the narrator was rather harsh as she did not allow her own children to become attached to her “claim her for them selves”. In the nursery school they had to share her with the rest of the children. She wanted to be first a teacher to other children and then a mother to her own children, who had to understand that she was “mother at home and teacher at school”. 
She enjoyed continuous education her favourite courses having to do with theatre, movement, music, singing classes and folk dance. Would it be a way to express her otherwise repressed by self-discipline desires? Has she chosen to express through her body what she was not allowed to show due to her upbringing as a child with heavy responsibilities?
STELLA

The narrator begins by mentioning her son, who is 24, and her divorce. The narrative emphasises the fact that she was an only child and that her parents were very fond of her, then mentions a half brother, fifteen years older than her, as someone “very close”. There is a description of how she met her husband, on the island of Chios, while he was doing his military service and she was a nursery school teacher. They got married and announced it to their parents only after the ceremony. 
What she seems to enjoy about her work is not so much the rapport to the children but sharing the classroom with another nursery school teacher. Part of the narrative is consecrated to her cooperation with other women in the school and how satisfactory it was. Another part of the narrative is taken up by the different schools she worked and the conditions she encountered every time. The first school was in a poor neighbourhood, next it was the experimental school of the University and then again a neighbourhood school. The children in her class are classified according categories of ethnicity, class and race. Albanian origin children are described as cleverer than African origin children, university teacher’s children as spoiled “impertinent, disobedient and talking all the time”, immigrant children and village children are very independent etc. 
In discussing continuous education seminars and courses the narrative stresses the difficulties of incorporating this knowledge to the nursery school curriculum and classroom practice, then draws the conclusion that to be a good nursery school teacher, one should be a friend of the arts rather than specialise in fields like maths, language, or science.
What kinds of conclusions could one draw out of the narratives about the place sexuality occupies in the women’s lives and how does this relate to classroom practice? The first thing I noticed was the diversity of attitudes towards children. One of the women enjoyed being in a close contact with the children in her class, while another wanted children to be independent and responsible and kept herself away even from her own children. A third woman enjoyed teaching children “the facts of life” using nature as an example, while a fourth one was not interested in individual children but enjoyed intellectual preparation in teaching them. These remarks when compared to research in the USA led me to conclude that teachers in Greece were not directly influenced by the discourse of child abuse. Moreover they were not influenced by one particular discourse that would create a uniform attitude towards children and the way to be with children. What became important under the circumstances was the particular life experience in the family during the teacher’s childhood.  In working from the data to the theory, it occurred to me to examine the relation the narrative establishes between the father/daughter relation and the daughter’s attitude towards her job. All four women mention their fathers, who occupy an important part in their narratives, but the way he is related to their job as nursery school teachers differs. Rita remembers her father’s words: “you will always be happy working with children”. So this woman perceives of her job as a pleasurable time, particularly when it is spend in a village.  Rina’s narrative also attributes the idea of becoming a teacher to her father but the though behind it is not linked to pleasure. It is rather linked to financial security, hence her concern with children becoming independent as early as possible. The way her narrative describes relations with children is in terms of “dependant” and “independent”. Children in her class are dependent she is treating her own children harsh in order for them to become independent. For Mina the father-figure is linked to sexuality in a negative way. Although she perceives her father as rejecting her she does not allow her feelings to influence her relation to the children. Her tender and affectionate feelings take over and relations in the classroom are described in terms of love. Sheila is the only one whose narrative does not stress the relation to her father though her half brother is cited as “being very close”. Children are treated in terms of stereotypes rather than relations between individuals. The classroom appears as a place to work together with another teacher exchanging views on the curriculum, cooperating with mothers and organizing activities for children but not with children. Following these observations, it is possible to argue that in the absence of a dominant discourse there is a link between the life experience of the teacher and the place she attributes to pleasure in the classroom. If this is the case, however, I want to argue that the way is opened towards working through a life history approach to training student-teachers or in-service teacher’s.

3. The role of Life History in the training of teachers: a transition from a discourse of developmental psychology to a discourse of pleasure and desire. 
The next question I will investigate is about knowledge; particularly the knowledge transmitted to teachers through continuous education, and the relation it bares to making a place for pleasure in the classroom. The narratives refer to a great variety of training courses and seminars, which range from philosophy and the theory of education to dance music and theatre. Some are theoretical and have to do with scientific fields like mathematics or literature, while others have to do with arts and their application to education. The preferences expressed by the women in their narratives, however, favour courses that have to do with self expression, art and relationships. In the first two interviews two very different women single out the same course which has to do with the body, erotic desire and the relation to others. I am referring here to the course on group dynamics, which is influenced by the theory of Wilhelm Reich. The knowledge Rina favours, among the courses offered to her, has to do with playing music, singing and dancing, while for Stella, who seems to be the more child development oriented from all four, the education of teachers in scientific fields is presented as secondary to their cultural interests and artistic talents.
 In a follow up conversation I had with some of the teachers I asked them to say more about those courses and seminars they considered as having made a difference to their classroom practice. They talked about linguistics and the broadening of their understanding about the many different ways language acts on teachers and pupils. They also pointed out artistic activities not as a stage of verifying the understanding of a taught subject but as the means to teach about a subject. Then they discussed action research and interdisciplinary group discussions. They mentioned one group in particular, which consisted of a sociologist, a systemic psychiatrist, a cognitive psychologist, a critical language analyst, an architect and four teachers. The group discussed a number of case studies brought up by the teachers in order to change the way they approach classroom practice. When they came up with an example of what they called “social exclusion” in their classroom, they had to answer questions like: “What exactly is the problem?” or “What is it you are concerned about?” This made them see things that were up to then, invisible and turned upside down their understanding of what constitutes a problem and what does not. They gradually understood relations with children and among children not as dyadic and evolving around their persona, but as a system of relations where absent people like parents and present like siblings is an important part. Group discussion made the myth of omnipotence of the teacher fade away. Children’s observation viewed as relations between them not as an isolated behaviour, created new perspectives particularly when we asked them to sort out their problems by themselves. Another important change had to do with freeing one self from feelings of guilt and accepting that the solutions to the problems do not depend entirely upon the teacher. One of the teachers with a reputation of being very competent said: “there are problems that a teacher cannot solve and she is not responsible for not being able to do so.” Another important change is brought about by realising that a change in our attitude affects other people- mothers and children- attitudes. Finally it is a pleasure to work in a group and to discuss classroom experience as it is also a pleasure for the teacher to do research work in her own classroom combining teaching to research and research to teaching. 
The systemic approach to social exclusion in the classroom has a great advantage to enable people to completely change the perspective they look at what they consider a “problem”. This is not a clear cut as in child development theory, where we know in advance what is “normal” and what is “deviant”. It is possible to use life histories as a way to discuss in a group ourselves in relation to the teaching job in an effort to change the perspective we see things from.  

It is important to stay for a while on the impact of the discourse of developmental psychology on early childhood education and its relation to the body, particularly so since this paper is concerned with teacher’s education and in service teacher’s life long learning and its relation to changes in classroom practice. Indeed, nursery school teachers are trained to meet children’s needs through a system of pedagogic thought whose ontology regards human beings as organisms directed by a drive towards the understanding of their physical environment, thus teacher’s education favours the development of intellectual capacities in children. This development, however, necessarily goes through stages that are the same for all children. Emphasis on rationality opens up the way for subordinating children’s bodies and emotional needs to a classroom discipline understood as “civilisation”. Equations between “rationality” and “civilisation”, “civilisation” and “classroom discipline” are implicit in this discourse. Further more the discourse of psychology (experimental? developmental?) is concerned primarily with the relation between mother and child disregarding all other lived experiences, which participate in the complex formation of the child’s emotional world. 

If the main steam discourse in the training of nursery school teachers contains an implicit program for body disciplining in the classroom what are the changes required in the teaching of teachers that will favour emotional development, bodily expression pleasure and desire in early childhood education? What is the part a life history approach can assume in the formation of teachers and their continuous education? It has been argued (Niewadomski, Danvers, 2004; Lopez Gorritz, 2004)
 that the use of life history in teacher’s training courses focuses on subjectivity and the possibility to reconstruct identities because it is about experience and the incorporating of experience in a narrative which may work to deconstruct and reconstruct our notion of the self and others. The testimony of teacher’s narratives comes to corroborate this argument.

To conclude, if teachers in the nursery school find it important to participate in groups which view classroom practice in relation to themselves and try to discuss it under the light of a multidisciplinary approach, then the objectivity of the teacher is no longer an obstacle to building relations based on feelings and the expression of desire in early childhood education. The life history approach can fit in this type of life long learning, where teachers evaluate their work by trying to understand the existing links between what we used to call the private life and the public or professional one. Since it constitutes a subjective method of learning to be with others through the understanding of one’s self, it is more likely that it will create a place for pleasure in the classroom and not that it will favour “classroom management”.                                           
� It has been argued in relation to Day Care centers that babies are subject to intense complete control over their bodies by the caregivers who understand their job as management of children’s bodies in time and space without any regards to emotional relations and desires.(Leavitt,1991, Power and Leavitt, 1994)    


� I am referring here to Winnicott’s book The child, the family, and the outside world.


� The Oedipal phase start with the child’s entrance into language but takes up a good part of early childhood as the child is working a way out of dependence from the mother.


� Freud’s term to be found in (1905) Three Essays on the Theory of Sexuality in S. Freud The Essentials of Psychoanalysis Penguin London: 1986. 


� About this subject see Freud’s (1930) work Civilization and its Discontent and Lacan’s (1966) Ecrits.  


� For more information about the method see Cohen L., Manion L. (1980, p.101) Research Methods in Education


� Pratiques de Formation /Analyses, Revue Internationale, Universite Paris 8
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