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Charlotte Bronté’s fourth and final nov#illette (1853), chronicles the experiences
of a novice teacher, Lucy Snowe, who must learreatgleal before, in her chosen
professional capacity, she truly acquires virtuatddic themes of attention, recollection and
reasoned reflection are amply represented in thegss, a process that, for this protagonist,
is beset by struggle and many challenges. Lucysditary figure, unstable, and, where she
travels to, entirely bereft of family, friends acdmmunity. After she arrives in a new
country where she will become a novice teacherylaugfers despair and dispossession and
a great sense of rage. She rages significantiyagan older man who is in fact an ultimately
effective mentor to her. Her story is a stark amahatimes troubling one. What elevates
Lucy’s struggles above the plane of the merelygmabkis not only that they are
psychologically rich and compelling and apt for asioning readers to reflect. Lucy’s
struggles are also concerned with appreciatioreafity: in their regard for what is best and
most beautiful, her struggles concern fundamentaligt it is to grow and develop morally.
The inner growth and progress of the novice teacbeurs as she confronts the complicated
and at times confusing process of how to be heaselfat the same time how to connect
with, as well as to earn, in her world, the respédioth her students and her fellow teachers.
In time, and with mentor support, Lucy acquires sveyychannel her anger and to dismiss her
ego. She oversteps herself and so can give dusiattéo the world around her,
acknowledging its complexities. Before Lucy cansedirbecome an effective teacher, she

has to learthat attention is an ever-ongoing task, ever ratati and ego-less.

Published just two years prior to her death at3®)¥illette is considered to be the
most autobiographical of Bronté’s four novels. (lddrer novels ar@ane Eyrg1847),
Shirley(1849) andrhe Professowhich was published posthumously in 1857, although
completed in 1846Yillette is considered by many to be superior to her gaahd arguably
better-known workJane EyreVillette has been interpreted quite variously by literary
scholars since the time of its publication. Soneiret chieflythemes of loneliness and
social isolation, societal limitations, suppreskea, despair, longing and unexpressed



female yearnings for self-expression. (Among sutérpreters are Allott 1974, Eagleton
1975, Gaskell 1975, Gérin 1967, Gilbert and Gul€at9] Gordon 1994, Heilbrun 1989.)
These interpretations point also to the limited Eyiment opportunities that were available
to Victorian women. Unquestionably the book is avpdul cause for reflection surrounding
these themes and points. Xéllette may also legitimately be discussed as a text about

pedagogy — about education in its own right.

This paper undertakes this uncommon, and overduwese of interpretation. Building
in particular on the work of Menon (2003), it aitosexplore further frontiers of reading
Villette. It reconceives the novak a study in the growth of pedagogical attentioil, so
marries it intellectually with the mid-twentiethrtary philosophical works of Simone Weill
and Iris Murdoch. It argues that wh¥fllette explores the tumultuous experiences of a young
and inexperienced person’s foray first into a fgnetountry and then into the utter
foreignness of the school classroom, it at the samme critiques the average or everyday
concept of pedagogy. In place of the average aydag concept of pedagogy, it studies
pedagogical attention exactly as it is understopuMeil and MurdochVillette exemplifies
education as a “leading out” from the self by wayeasoned, carefully recollective and

reflective self-examination.

Villette shows us a feisty, petulant and self-absorbedyowman who is ultimately
transformed, partly by mentor support, but mosefthithrough her own introspection and
deeply considered reflection. Ultimately Lucy endas humility and respect and rises to the
difficult challenge of pedagogical attention, drag/herself into a condition that is at last
beautiful, and so choice-worthy. This paper arghag by the light of the philosophical
writings of Weil and Murdoch, it is througittentionthat Lucy Snowe finally finds a way to
balance her emotion and her reason, and finds aavese herself as one among a
community, rather than standing any longer alawfular and ostensibly self-reliant. The
paper is organised into four sections. Sectionrheots the novel to the themeshdfiung
and pedagogical attention. Section 2 considerstaiteas ‘method’ and provides some
contextual information. Section 3 analyses examiptes Villette in the light of Weil's and
Murdoch’s ideas about attention, respect and htypdnd Section 4 considers some
connections between pedagogical attention anduti®aty of the teacher. A brief

conclusion follows.



Section 1: Villette and pedagogical attention

Villette is a useful text to consider in an anadysf pedagogical attention since it
depicts not only teachers and students, but (assliply more importantly), a teacher as a
student. This piquant novel concerns a passioratiee teacher who, not without being
herself sharply and continually challenged by aeqtblder teacher, comes, through
attention, to develop herself and her craft. Beedhs novel is narrated through the
recollections of Lucy Snowe, it conveys signal aladion insights and reflections into her
mental and emotional experiences. The novel isregsta frank and unflattering portrait of
an anguished soul. We see Lucy'’s inner struggldsaagry protests against some of the
injustices and constraints of her time. We noteyisutears, failures and frailties, and her
slow progress in pursuit of independent, professistanding as a teacher. Lucy’s coming

into her own in the end also provides opporturstyus to grow.

Villette is here considered an example of a Bildungsromamoyvel of character
formation. The Bildungsroman is a literary genracaned with the formation or moral
growth @ildung) of the fictional protagonist. In a Bildungsromaharacter development is
central. Swales (1978) insists that the Bildungsmmenre operates not as an extra-literary
overlay, but “as a structuring principle within tbalpable stuff of an individual literary
creation” (p. 12). That is to say, the identifial#atures of the Bildungsroman can operate
within the imaginative literature itself, rather thareasmposed or overlaid structure, and
that as a consequence, any seeming thwarting dérexpectation regarding the
protagonist’s forward progress can be seen, parealty as a way of making true the
genre’s validity. Swales’ position is relevant ibe tcurrent paper’s focus on pedagogical
attention inVillette. As Swales explains (p. 12), the term Bildungsnomedates not only to
the ‘Bildung’ of the protagonist, but also to thewth in understanding on the part of the
reader as well. Swales notes further that this tstaeding of the Bildungsroman genre has
implications for our reading of many nineteenthtoeyinovels, given the way that the
Bildungsroman genre “transforms the traditional@ldwy investing it with a new
psychological and intellectual seriousness’ (p. E8)ales notes that “in its finest examples,
this novel tradition is never an unproblematic adystoward human wholeness” (Swales, p.
141).



Villette participates in the tradition of the Bildungsronadso since it emphasises not
so much Lucy’s achievement of an ultimate goalratiier the ways in which Lucy
progresses. The novel illustrates Lucy’s diffigolirney towards what Weil termed “de-
creation”. Murdoch called the same accomplishmansélfing”. The idea is that the best
way to progress oneself is to make selfhood sicgnifly irrelevant. It is to grasp one’s own
context or situation, or the context or situatiéother people, egolessly, and thus in a way
that is no way specific to oneself. In a similaryabjectivity as attainment in any science,
or the aesthetic pleasure that flows from that Winctruly beautiful — beautiful not just to
this or that eye but beautiful in fact, are egslascomplishments, as much devoid as
possible of connection back to any particular Sé&ft the irony is always that a best or most
choice-worthy human life will include ego-less acgiishments like these. Lucy makes
progress towards that ideal, from starting poihéd suggest that she would never achieve
this. Villette, which charts the chronological change in Lucyiglerstanding of herself in
relation to others, leaves open the question wheéthesolely M. Paul who helps Lucy
develop her inner self, whether she develops thiatedy through her own inner reflection
and contemplation, or whether the main point alhogl/’s progress is that it can have been

neither of these things in isolation from the other

Perhaps like Bronté herselfillette’s protagonist becomes a teacher more out of
necessity than out of any particular sense ofraallileaching is a profession for which Lucy
appears rather ill-suited, both by temperamenttgnehental disposition. She is depressive,
emotionally insecure, evasive and unreliable. Steibject to flights of fancy, and is not yet
awakened to the power of reasoned thought. Lucyt oamse to a better understanding of her
own self before she can lay claim to the role tdacher able to attend to the needs of her
own students. To achieve this level of understajdincy’s reason and emotion must be
brought into better balance. Initially, Lucy is afhotion, too vulnerable and needy of being
nurtured herself to be able to see her own defotésn including her own lack of respect and
self-respect. Until Lucy has developed her capdoityrue attention, she frequently appears
to use her own energy to sabotage herself.

The importance in effort of attention in the sedae to Weil and Murdoch that | am
here using, is established early in the nolety starts out not fully engaged with the world
— her unfortunate life circumstances require heattend to her basic needs for shelter and
work ahead of other priorities, and these basicleeender her self-preoccupied, mistrustful



and disconnected. She is not only depressive ati@mally insecure but also, it becomes
clear, pathologically evasive. As Menon (2003) sptaicy is presented as a self who is
divided. Lucy herself declares “| seemed to hold tiwves — the life of thought, and that of
reality” (Bronté&, 2004, p. 85). As many have premly noted, Lucy’s surname emphasises
her cold and frosty manner, which contrasts withiteer fury and fervour. She is subject to
states of extreme emotional turmoil. She experietaaultuous thoughts, passions,
anxieties, and is unable to see (as her mentoheeadll do), the ways that these tendencies
impede her growth.

At the start of the narrative Lucy, a single twetityee-year-old English woman who,
upon finding herself with neither employment noy anmediate prospects of work in
England, resolves to travel to the continent ta staew life. Lucy has little experience of
the world, and finds the ensuing sea voyage beriigand arduous. Her luggage is lost
when she arrives in Brussels and, although shieémn glirections to her intended destination
(Villette, a fictional town in Brussels), it is figtime and she loses her way. Fortuitously,
Lucy finds herself outside her intended destinataggensionnafa private school for girls).
Despite the late hour, Madame Beck, the schoot&cthr, proves not unsympathetic to
Lucy’s plight, and agrees to speak with her. Befoeking any decisions, however, she calls
upon her cousin and teaching colleague, M. Padljmstructs him to give Lucy his
undivided attention. She asks him to make a phoginedl reading of Lucy’s character: “I
want your opinion. We know your skill in physiogngnuse it now. Read that countenance’
(p. 73). Although it is hinted that his reading@mplex, he nevertheless recommends that
Madame Beck take Lucy in: “Engage her. If good praohates in that nature, the action will
bring its own reward; if evil — eh bien! ma Cousine cera toujours une bonne oeuvre” [Oh
well, Cousin, it will be a good deed anyway] (p).My the nature of this response, M. Paul

demonstrates his capacity for benevolence towandy Bs a person in need.

In this way, M. Paul establishes an important pedal function inVillette. It is
precisely because of his positive reading of Lugyigsiognomy that Lucy is admitted to
Madame Beck’s establishment in the first places he who helps realise the possibility of
Lucy’s future. Without being granted entry to tlbsol that evening, Lucy risked being lost
to destitution. From their initial encounter, M.uPdemonstrates his ability to “read” Lucy
generously and lovingly. (That his reading is by supposed art of phrenology is an
incorporation into the story of vogue presumedrsmeat the time.) M. Paul's generous and



loving reading of Lucy connects importantly wittethotion of attention as understood by
both Weil and Murdoch, as really looking, “makirpse little peering efforts of imagination
which have such important results” (Murdoch, 200142). From their initial meeting, M.
Paul continues to pay close attention to Lucy. Eewhnines her potential as well as
ascertains her weaknesses. He concludes fromddsgeof her that she needs to be
encouraged to extend herself. As Lucy’s mentorPill will later draw Lucy to discover
herself what she is truly capable of. M. Paul hassitive impact on her life -- he guides her
to improve herself and thereby to improve her haggs and her prospects. He awakens her
to further her education because he judges thassieady. He exemplifies the power of a

teacher to open a mind.

The majority of the novel recounts, through Luogd®s, her struggles to find her way
at Madame Beck’pensionnatnot only as a novice teacher, but as one whaoaskedge is to
become a balanced and integrated perSwants include an account of Lucy’s experience as
an actor in the school vaudeville, her torrid fegperiences as a classroom teacher, several
occasions in which she is emotionally overcome bgexctral apparition, as well as a period
of serious and complete mental affliction and bdeakn. A significant portion of the book
focuses on Lucy’s social circumstances and her asdtvturbulent, and at times repressed,
feelings for two male professionals who figure mm@ihantly in her life, first Dr John, and
subsequently her French literature teacher andtealementor, M. PaulOf these two men, it
is the literature teacher who emerges as the teator for Lucy, the one who proves

worthier of being (platonically) loved.

Section 2: Attention as method

Villette is acarefully plotted and crafted work, one that placessiderable demands
on the reader. The text of the novel is dense j@aatd at times difficult. While largely
written in Englishyarious passages of the work are expressed in lirr@Agcotnotes are
provided that translate these various passage&mgbsh for us.) The novel is set largely in
a French-speaking land, a land that thereby pdsakenges of linguistic and cultural
interpretation for both the English-speaking cheaacand the English-speaking reader. We
are made to participate in Lucy’s own feelingsareignness and alienation. The novel is
explicitly scholarly: there are frequent historieald literary allusions including to Greek

sources, Shakespearian sources, as well as Oiséatadl Biblical sources (also fully



footnoted).Lucy’s narrative, like Plato’s Socratic dialoguissgelivered retrospectively as a
memoir structured around her sometime unreliablmanes. Also like Plato’s Socratic
dialogues, the events Willette take place in various places around the city aod the

wider precinct of the school — the civic theathes thunicipal garden, the public park. The
wiser, older man who acts as a mentor teacher ¢g sametimes epitomisasand-out
educational thinkers such as Jean-Jacques Rousdleaign to whose writings further mark

this work as one that is fundamentally a noveldfaation.

Villette is an educative work in other ways as well. Thekws structured in a way
that presents the reader with discontinuities andiguities, features that demand careful
attention. Like an aporetic Socratic dialogue, tlosel perplexes us and ends leaving us with
doubts still to be mulled over. We are thereby meglto think matters through for ourselves,
rather than to receive definitive clarity from tiext. The novel appears to have been
consciously designed to pose questions rathertthprovide answers, and it is a work that
requires several re-readings. (Mary-Anne Evansgddfat to rea¥illette three times would
be more profitable than to read just once eacmasy other novels as could be read in the
same amount of time.) The text contains many dagbliechoes, parallels, pairings, echoes
and oppositions, all of which invite layers of irgeetation. The reader, who operates within
the limits of Lucy’s remembered and reconstructezbant, has sometimes to query the
relationship between the details that Lucy providesl other possible readings of events. To
be called upon to read in this way, as it wagainstLucy’s narration, is a feature of the

novel that goes to the very essence of pedagaajieaition.

Narrated by a much older Lucy Snowe (whose hairi¢ivhill a late period withstood
the frosts of time, lies now at last, white, undevhite cap, like snow beneath snow”
(Bronté, 2004, p. 51)illette is Lucy’s reflection on her past and, with the dferof
hindsight, her account of its effects in shapingltie. The novel is a reconstruction of
Lucy’s memories, extending back as far as her g¢adgs, although largely concentrated on

her eighteen-month tenure as a novice teacher daila Beck’ensionnat

As an account of a much earlier time in her lifere are times when Lucy’s memory
fails her, and she is simply unable to recolleetriflevant details. Sometimes she declares “I
remember no more” (p. 181). As Menon (2003) nates,entirely plausible that any person
would find it difficult to reconstruct with completaccuracy an account of their past,

particularly someone as originally unwell as LuBg.the novel proceeds, however, various



inconsistencies in Lucy’s account start to emergkiabecomes apparent that, for whatever
reason, Lucy is not an altogether reliable narratmreasingly the reader realises that there is
every reason to pay attention to detail, and torbthe look-out not only for possible slanted
readings on Lucy’s part, but also, for potentiadifing omissions by Lucy of details that, had
they been included earlier, would have been impbdad helpful narrative details. Bronté’s
reader must likewise attend with care, that isag sead with attention, and sift and store
information so as to create intelligent comprehemsif the narrativeVillette is a novel that
repeatedly calls on the reader to reflect on thahidity of the narrator who is telling the

story. Indeed, to accept Lucy’s “guiding” narrativ@ce uncritically and without thinking

would be to fail entirely to notice what pedagogatéention is all about.

Menon (2003) observes that Lucy’ tendency to neximtfearful fantasies not only
impedes her progress and understanding of othetsoi gets in the way of our
understanding of her. That Lucy is not a forthcagmiarrator becomes increasingly clear as
the novel progresses. She neither delivers a btfargvard story, nor works to establish an
open and trusting connection with her reader. @rctintrary, she admits she can be
mischievous, teasing and ironic. Not only does Liontgdirect the reader, she also admits to a
spirit of mischievous play: “I liked, for instand®, see M. Emanuel [M. Paul] jealous; it lit
up his nature, and woke his spirit” (p. 171). Whilecy’s voice is human, it sometimes has a
slightly sarcastic edge. Although she displays siceaal flashes of humour, this can have a
sardonic tone. When Dr John enjoins her to be elveerful, she retorts inwardly “No
mockery in this world ever sounds to me so hollevitet of being told toultivate

happiness... Happiness is not a potato” (p. 278).

Gilbert andGubar (1979, p. 416)ote that Lucy is a persistently self-effacing
narrator. She resists revealing herself to theereadd “often seems to be telling any story
but her own.” Lucy readily admits that she hasralémcy towards secrecy and non-
disclosure: “[I]t suited me to be alone — quiteradd (Bronté, 2004, p. 502). She expresses a
preference to withdraw “to a quiet nook, whencehsaoved | could observe ...” (p. 156).
Lucy conceals critical information, deflects oureation, masks details, and sometimes
withholds from the reader critical information, piid reveal it some chapters further on. She
never tells anything until she is ready, and itsf&d the reader to detect these matters and to
seek to clarify or revisit details previously obssaiin the textThese features all serve to
reinforce the importance of attention as a sigonacept in this text.



Because Lucy alternates character names withimjpteh— or sometimes even
within a paragraph — the reader is potentiallyrditied, the attention momentarily diverted
from the character’s true identity. In another ef tricks, Lucy deliberately withholds a
version of the name that would reveal more to daeler than she wishes to disclose. For
example, she withholds from the reader for manytdra the fact that she first reconnects
with Dr John at the coach station on her arrivahmtown of Villette, as well as failing to
mention that the two education appraisers who cmnexamine Lucy’s writing skills are,
coincidentally, the same two people who had hadakeeon her first arrival. Lucy is
infuriated at the reappearance of these two asx@niners, and it is this that motivates her
to write for them an impassioned and pointed im@aion on the theme of “Human Justice”
(p. 445). Yet whereas Platol$ie Republiconcerns Justice in the abstract, considered as a
Form, Bronté&, and Lucy, are drawn to consider dastther more concretely. They do not
differ from Plato in holding that the subject offlae is to be considered reflectively, by a
rational consideration, but they are perhaps nalbiours with Plato regarding the

abstractness of his thinking.

Although Lucy is very keen to observe others, gveals that she dislikes it intensely
when she has to submit to being observed herdsdfdSes not like to find herself under
someone else’s gaze. It is not clear whether Lueghks M. Paul's eyeglasses accidentally or
deliberately, but there is a suggestion that, & ctin’t stop his gaze upon her, she can
nevertheless use other means to impede his alailgge her clearly (p. 362). She prefers to
observe others from the side-line, in secret, dedd®es not herself wish for Madame Beck,
M. Paul, or anyone else, to be able to read hemteoance. She consistently avoids direct
encounters — she hides in shadows, uses clothamy,lighting, or means of disguise to
conceal herself: “I kept rather in the shade artdobsight, not wishing to be immediately
recognised” (p. 240). As Menon (2003) observesnirs novel is so designed that despite
Lucy’s efforts at concealment of herself, she stangously reveals the harmful effects of
this “bottling up” (p. 170) of her emotions on hmeental and physical heath, and after some
time, on her human functioning. Lucy’s efforts ®ddoof, private and separate, and her

inclination to keep herself at a distance from oétage for her at one point catastrophic.

During the course of the novel we learn a great aeaut Lucy’s spirit and strength
of will, and also about her physical and emotichaceptibilitiesShe has an
uncompromising personality and Wéhshe is a bright spark intellectually, ambitidas



intellectual development, sli®also censorious, intolerant, and quick to ju®Jee is

depicted as initially neurotic, mentally fragiledaemotionally volatileShe uses isolation as
a strategy to cope with her anxieties, but in hédufe to make meaningful connections with
others, she appears to lose entirely her sensbohe is herself. Lucy strains to withhold
convulsive feelings and emotions and she suffers fan implied sexual agitation and
frustration that threatens to destabilize her {sgber, Menon, 2003). She is constitutionally
uneasy and irritable and admits that she willingfiicts unpleasant and difficult behaviour
on others!l continued silent and icy” (p. 540).

In Lucy, Bronté presents human characteristicsalateal and unpleasant and
ultimately self-limiting. In truth, Lucy displaysavious familiar yet unpleasant aspects of
human personality. Because she has been in theregiself-preoccupied and not always
entirely pleasant, her capacity to connect witleathor to see the good in others, has been
limited. Lucy has been someone who has yet to leagive attention to a reality beyond her
own self. Lucy has been subject to swings of mbad,been frequently melancholy and low
spirits, and she has been one to tend to dwelbotistical concerns. She has been unstable
emotionally and, for most of the novel, appearsdmn the verge of deep depression. She
has suffered great terrors of the mind and hee stbne time or another in her past is

repeatedly described as “morbid”.

Lucy is frustrated not only by her own life circuiaisces, but also because of her own
temperament. She has suffered great terrors ohthe and she describes her state at one
time or another in terms of being morbid, or suletiog what she calls “that darkest foe of
humanity — constitutional melancholy” (p. 238),andition which today might well be
diagnosed as clinical depression. Lucy is oftestfated by her situation. She both feels
herself to be, and wants to be seen by others,ta Seriously active thinker. As her readers
we encounter Lucy as a person who, in part thrdwegtown personality and behaviour,
comes to experience much frustration in her lifie|uding intellectual frustration. We see

that too that she is in some ways, her own worstrgn

Bronté implies that Lucy’s intellectual energiegddo be restrained and brought in
order if she is to maximise her own human potenitiaty must learn to contain her
emotional responses and better balance her ematitm$&ier capacity for reason. In this
sense, Lucy’s character calls to mind Plato’s stdfyhaedrusn which Socrates recounts an
allegory of reason as charioteer driving two harBdsto’s effort is to explain to his audience

10



his notion of a divided soul needing to be helbe¢mne Socrates explains that the soul can
be likened to the “natural union of a team of [twoihged horses and their charioteer. The
gods have horses and charioteers that are therasdhgood and come from good stock
besides, while everyone else has a mixtuRdiaedrus246 inPlato Collected WorkéEd. J.

M Cooper), p. 524). Socrates explains that whetleagods have horses that work in equal
harmony with the charioteer, everyone else hakeair team of two horses only one horse,
honour-directed spirit, that tends to be beautihd naturally obedient to reason, whereas
their second horse, pleasure and appetite-direistéy, nature unmanageable, and needs to
be worked upon to become tempered and restrairhexicfarioteer’s effort must be to sweep
through the sky with the two horses all as a uhits this fine balance between knowledge
and self-knowledge that Lucy must, and ultimatedgs] achieveBy the close of the novel,
Lucy’s pedagogical attention is established.

It must be acknowledged that Lucy’s life containsny setbacks. She has no family
and no familial ties. Possibly due to some previbagedy in her life, she has neither parents
nor siblings. A shipwreck in her early life is memed but beyond the brief details that “I
must have fallen overboard...the ship was lost, thes perished” (Bronté&, 2004, p. 39), no
further facts are provided. Lucy has been mentedigile and emotionally volatile. Brussels
is an unfamiliar place to her geographically, catly, socially, and linguistically. Lucy has

been uprooted and homeless: “To feel homesick lldvoeed to have a home” (p. 307).

Lucy’s suffering in the absence of human compartigner contact is reminiscent of
Weil's own suffering (For biographical details on Weil's life see funttgelder, xiv-xxvi in
Weil, 2009.) Lucy observes that “the world can ustind well enough the process of
perishing for want of food: perhaps few personserater into or follow out that of going
mad from solitary confinement” (p. 303). Weil summeas such an experience of extreme
suffering or affliction thus: “Suffering, teachirmgd transformation. What is necessary is not
that the initiated should learn something, but thaansformation should come about in them
which makes them capable of receiving the teachiWgil, 1997, p. 135). Weil considers
that suffering such as this can help to form uateentive, loving and humble beings. This

connects with Lucy’s depressive experience of sdéitduring the school vacation.

During the long school summer break, Lucy suffepsifa lack of intellectual
stimulation or a sense of human connection. ikey that the lack of contact either with
other people or with any intellectual connectiomghte arts and literature that school life had

11



provided for her, precipitates her into a statdexdp depression: “I wanted companionship, |
wanted friendship, | wanted counsel. | could firmhe of these in closet, or chamber, so |
went and sought them, in church and confessidgiBabinté, 2004, pp. 206-7). It is also
during this period that Lucy is called upon to pde/complete care and assistance for a
“poor, deformed and imbecile pupil” for several \weép. 172). It seems that this additional
demand on Lucy, on top of her isolation and lorexds) is what precipitates a major
breakdown. She later describes the time she spamuhg for Marie Broc as nothing short of
“terrible”. She reflects that when during the exted holiday period she was alone with
Marie Broc, the “strange deformed companion”, sestd “sorrowful indifference to
existence often pressed on me — a despairing r@sognto reach betimes the end of all
things earthly” (pp. 173-4). Lucy experiences feasentment and resistance towards her
charge who “rarely spoke, and would sit for howgether moping and mowing and
distorting her features with indescribable grimadesas more like being prisoned with
some strange tameless animal, than associatingawitiman being” (p. 174). When she later
tells M. Paul that it was “terrible” to be alonetwMarie Broc, he admonishes her sternly and
calls her an “egotist” (p. 227). While he admitattMarie Broc is a difficult and demanding
person, he tells Lucy that although Marie Broc'sontunate situation may stir negative
sentiments, by the light of any thoroughgoing cdesation, it calls for leniency and

empathy:

Her personal appearance, her repulsive mannersfteerunmanageable disposition,
irritated his temper and inspired him with stropgthy...On the other hand, her
misfortunes constituted a strong claim on his farbace and compassion — such a
claim as was not in his nature to deny. (Bront®42p. 227)

In this instance, M. Paul further demonstratechjsacity to give attention to another in just
the meaning intended by Weil. Weil reminds us tha¢ attention helps us to see what we are
otherwise disposed to overlook completely: attentireeans to consider what another person
is “going through” (Weil, 2009, p. 64). However,tims situation it is Lucy who is herself

also a suffering person. In the condition she sl is utterly unable to show fellow-feeling
to Marie Broc as another suffering person. Lucysghgt “a want of companionship
maintained in my soul the cravings of a most deéaltyine...l almost wished to be covered

in with earth and turf” (Bronté, 2014, p. 175), dhtad a pressure of affliction on my mind

of which it would hardly any longer endure the wefigp. 178). Weil reminds us that “as for
those who have themselves been mutilated by aditicthey are in no state to help anyone at

all, and they are almost incapable of ever wistindo so. Thus, compassion for the afflicted
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is an impossibility” (Weil, 2009, p. 69.) In her avaffliction, Lucy loses all sense of dignity

and purpose, and she is totally devoid of goodness:

[llndescribably was I torn, racked and oppresseaiiimd. ...galled was my inmost
spirit with an unutterable sense of despair adoeifature. Motive there was none
why | should try to recover or wish to live; and gelite unendurable was the pitiless
and haughty voice in which Death challenged mentgage his unknown terrors.
(Bronté, 2004pp. 176-177.)

Rorty (1989, p. xvi, cited in Menon, 2003) also coants upon the importance of “...the
imaginative ability to see strange people as fekbodferers...[S]olidarity is created by
increasing our sensitivity to particular detailgloé pain and humiliation of the other,
unfamiliar sorts of people.” To understand Lucy, @e to see her as herself a suffering
person — someone who, given her own turmoil, igedsinable to show care for others.
Because of her own desperate situation, Lucy gelgrinsensitive to the difficulties of other
peoplelt is only as part of her recovery from this darke that we see Lucy start to make
some small progress in respect of her ability @ @ittention to others and to master her own

inner turmoil.
Section 3 Linksto Weil and Murdoch

In this example, we see further links to the wgtof Weil who describes such
affliction as a devastating experience, “an uprapdf life, a more or less attenuated
equivalent of death, made irresistibly presenhtodoul by the attack or immediate
apprehension of physical pain” (Weil, 2009, p. &)ly once Lucy realises that there really
iIs no answer to her distress does she begin to derataa subtle change in perspective, and
demonstrate a slight change in her readings ofvtiréd. The occasion of Lucy’s crisis comes
at the end of Volume One Vifllette, indicating that this is indeed intended to baraihg
point in the novel. It is following this major cissthat Lucy quite literally finds herself in a
situation that is both familiar and yet entirelyfamiliar (the relocated household of the
Bretton family). It is following this crisis thahe resolves to bury her ultimately
uninteresting letters from Dr John, and it is ddtowing this crisis that she is finally able to
countenance a different reading of the ‘spectraifi,ralthough it will appear before her

several further times.

To signal Lucy’s capacity for moral progress angraovement, Bronté employs a

metaphor of forward movement to imply her “imprayiror ascending trajectory. For
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example, when Lucy goes to visit a friend to find about possibly heading to London, she
is moved by the natural phenomenon of the Aurone8les, whose energy literally inspires
her to “go out hence” (Bronté&, 2004, p. 49). A lient occasion takes place the following
evening. From her London hotel bed, Lucy hearshimes of St Paul's Cathedral (whose
name and cultural associations anticipate the poesef her future teaching mentor). Lucy
reports that she experiences a “strong, vague agsuthat | was better to go forward than
backward, and thatdouldgo forward (p. 52). A subsequent example occurmsnathucy
responds to Madame Beck’s question to Lucy wheargthhe opportunity to enter the
classroom as a teacher, whether Lucy will go fodyar backwards. Despite her misgivings,

Lucy declares her resolve to proceed “En avant8@).

The metaphor of Lucy’s forward momentum, Bédung connects with Murdoch’s
notion of moral progress as incremental, on-goavglving (Murdoch 2001, p. 76).
Attention, as detailed by Murdoch, is a processith&endless” (p. 23). Murdoch calls us to
recognise the importance of attention as centrautanoral vision of the world. “More than
simply looking”, Murdoch says “attention is the cheteristic and proper mark of an active
moral agent” (p. 35). Murdoch argues th#entionis what enables us to see and behave in
the light of moral considerations. Attention deysmur sensitivity to those around us.
Attention is the means by which we are able todiact wider considerations than just our

own.

Lucy’s task of learning to see things ‘as theylyeate’, calls for on-going attention
to detail, and to looking more carefully at whairnigront of her. Her repeated apprehension
of a ghostly nun offers further links to Murdocimstion of attention. The spectral nun occurs
at various times in the novel, including in thecagivhen Lucy is preparing her lines for the
theatrical performance), in the garden, and irdibrenitory. These apparitions cause Lucy
considerable emotional distress, but are subselgueilained away as a coincidence that
involves a childish prank by a young man who isspurg Ginevra. In hindsight, Lucy comes
to understand that her apprehensions of the ghostlywhile very real to her at the time, are
explicable in terms of coincidence and a silly prarhe repeated appearance of Lucy’s ghost
connects to Lucy’s susceptibility to thoughts aftsy (as opposed to imagination). For
Murdoch, fantasy is the opposite of imagination.rach warns that humans are too readily
distracted by thoughts that are fanciful, inwardkimg, self-limiting: “Any story which we
tell about ourselves consoles us since it impoa#sms upon something which might
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otherwise seem intolerably chancy and incompldW#irfloch, 2001, p. 87). Murdoch
reminds us of the need to keep the attention “fixgon the real situation and to prevent it
from returning surreptitiously to the self with cmhations of self-pity, resentment, fantasy
and despair. She notes too that “[i]t mskto some to see the world as it is...we act rightly
‘when the time comes’ not out of strength of wilitlout of the quality of our own usual

attachments and with the kind of energy and disnernt which we have available” (p. 89).

In order to grow in understanding both of hersall af the world, Lucy’s task is to
attend better to contexts, and to widen the wayslds situations. Lucy has to be prepared
to rise above her own individual perspective. Tdhds, she has to accept there may be other
readings, other ways of seeing. This realisaticgsdwt come easily to Lucy, for she has a
habit of viewing the world very much in terms of logvn strategies for concealment. She is
initially a poor reader of others — not only of Maul, but also of her students as well. She
views them in terms of her own cultural and natigmejudices and makes no effort to
understand them as individuals. She initially déss her own students in terms derisory —
as creatures in need of being trained and subdlueédver knew them rebel against a wound
given to their self-respect: the little they hadtwdt quality was trained to be crushed, and it
rather liked the pressure of firm heel, than othseiv(Bronté, 2004, p. 92). For Lucy at this
point in her development as a teacher, classroanhieg is a battle, a form of combat to
eliminate the voices of her students, rather tmaopportunity for her to develop her art or
craft. Lucy finds teaching frightening and tirireg,least until she finds her way. Initially she
is constricted, controlling, and overbearing. Shidkolds herself from her students and is
fearful and anxious. Lucy cannot give her attentmher students until she is herself fully

well.

Lucy’s disrespect for others extends to the widenmunity of Villette as well. She is
as uncomplimentary and patronising towards the ggan culture of Labassecour as she is to
her own pupils. Perhaps in part due to her ownesefiphysical displacement and her own
insecurity, Lucy sets herself pridefully apart freine local people. She considers herself
culturally superior in all respects. When she obseM. Paul deliver a patriotic public
speech to the local people she observes coollywithdsome conceit: “Who would have
thought the flat and fat soul of Labassecour cgigtt political convictions and national
feelings, such as were now strongly expressed@44). Lucy has such misplaced sense of
her English superiority over the culture she hdsred that she carries a powerful sense of
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herself as “above” the people she is now living agadn this regard, Lucy appears to
perpetrate the arrogance of English colonists drbungo contact with people of a different

and unfamiliar culture.

Lucy’s lack of cultural sensitivity resonates wibivak’s observation that nineteenth
century English literature embodies an English ingbst view, thereby perpetrating “the
production of cultural representation” and “axioaismperialism” (Spivak, 1985, pp. 243-
244).This is not to say that Bronté herself held su@wei, and on the contrary, while it is
possible to read Lucy’s account as English impistiahe clear invitation to the reader is to
think again. Lucy’s cultural attitudes underscoee lack of respect for others, a lack of
respect that, while it lasts within her, will impeter as a teacher. In this way, Lucy’s foibles
and her eventual surpassing of them bring to mindddch’s account of attention as the
ability to relate to others. Murdoch tells us thaé can only understand others if we can to
some extent share their contexts. (Often we cah(Mdt)rdoch, 2001, p. 31). Seen in this

light, Lucy’s need for attention is of key importanto her own ongoing education.

Lucy does ultimately manage to forge an identitylferself as a thinking person,
although perhaps not quite in the way that she@speucy achieves this in no small
measure due to the pedagogical attention thatsiowed on her by her French literature
teacher, M. Paul himself. Of all the charactershnovel it is M. Paul, Lucy’s colleague and
eventual mentor teacher, who epitomises the kirattehtion and regard for others as
understood by both Weil and Murdoch. M. Paul’srattan combines aesthetic, moral and
epistemological dimensions, and he embodies Murdagéll-known account of attention as
a “just and loving gaze directed upon an individeallity...the characteristic and proper
mark of the active moral agent” (Murdoch, 20013®). The theme of M. Paul’'s generous
reading of Lucy, counterpointed with Lucy’s diffitpin reading others, provides important

links to the philosophy of Simone Weil.

Weil's epistemology is founded on the concept afdieg, and her account of reading
informs an understanding of Lucy Snowe. Weil usesmetaphor of “reading” to describe
the way that we make sense of what we apprehetie iworld. She argues that all our
experiences of the world (whether actual or thromggrpreting text), involve “reading”,
since to experience is to interpret, which is watf” the world. Weil acknowledges that to
read carefully calls for considerable effort, ahdtt if done thoughtfully, is the means by
which we shape thought to develop our conceptuaerstanding and moral awareness. Well
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cautions that we may we read a situation, or agpeliacorrectly. So may we ourselves be
misread. Weil observes too, that “[w]hen dealinghvdocuments it is necessary to read
between the lines, allow oneself to be transpogtddely, with a complete forgetfulness of
self, into the atmosphere of the events recalledpkhe attention fixed for a very long time
on any little significant details and discover ekawhat their full meaning is” (Weil, 2002,
p. 222).

Lucy’s reading of her world is, by definition, pait Lucy is very keen to read others,
but she is very reluctant to be herself read bgrsthYet, as Weil reminds us, without proper
attention, we are all disposed to read from anisticdl perspective. Weil reminds us that
“what we expect from others depends upon the effegtavity upon ourselves; what we
receive from them depends on the effects of grawpiyn them” (Weil, 1997, p. 45). This
puts into context Lucy’s need to accomplish attantand her need to develop in herself the
capacity to attend to others in a benevolent wagylis initially only able to read her context
in terms of her own survival, and she tends to rhdrs in terms of their potential risks to
herself. She finds it impossible to detangle lawat secrecy or possessiveness. She mistrusts
people and tends to impute negative readings oerr@yunters with virtually all others —
her employer, immediate colleagues, other teaahetke staff, the students she is to teach,

and people in the wider community.

Whereas M. Paul is readily disposed to give a pasreading of Lucy’s charactat,
does not come naturally to Lucy to read others wgihal generosity. This is made evident in
the many conscious omissions in Lucy’s narratidre &ter admits that she omits small and
repeated acts of kindness by M. Paul preciselyderato depict him as an extreme, even
tyrannical personality. M. Paul, by contrast, reatters from a centre of generosity, and thus
open-mindedly, in a way that admits fallibility aatlows for other possible readings. Over
time, the quality of Lucy’s reading of her situatibecomes more positive and more flexible.
Whereas she initially considers Monsieur Paul “Akddtle man...pungent and austere...a
harsh apparition, with his close-shorn, black hé@siproad, sallow brow, his thin cheek, his
wide and quivering nostril” (Bronté, 2004, p. 14ater she sees him in a considerably more
favourable light: “I know not that | have ever seemny other human face an equal
metamorphosis from a similar cause” (p. 355). Tordader, however, it appears that it is
only Lucy’s perception of him that has been transied. With time, she comes to interpret
and to better comprehend the sources of her owntengs. Gradually Lucy shows herself

17



capable of more reflective thought, and more rgaable to see that it is meaningful to take
an interest in the welfare of others. “Such tranmsftions as these”, says Murdoch, “are
cases of seeing the order of the world in the lgflthe Good and revisiting the true, or more
true, conception of that which we formerly miscamed” (Murdoch, 2001, p. 93).

Bronte makes it clear that Lucy’s learning throagtention is slow going. Lucy is
demonstratively far less attentive in her readihlylonsieur Paul, and far slower to deliver a
positive assessment of her colleague, than hehsrofLucy continues to be a harsh critic of
M. Paul for the majority of the novel. She accusies of delivering histrionic lessons, of
being a teacher who “apostrophised with vehemdmeawkward squad under his orders”
(Bronté, 2004, pp. 142-143). On one occasion, ldisgovers him at her desk, and
immediately assumes he is rifling through her thjrigut then acknowledges that he is simply
leaving her some more material to read, as he tvas dn previous occasions. Lucy also
misconstrues M. Paul’s requirements for attentiohis class, alleging that his demands for
attention merely reveals vanity on his part. Shpores that he hated sewing in class,
considering it “a source of distraction from theeation due to himself” (p. 269).ater she
repeats her complaint that “M. Paul owned an asefsitiveness to the annoyance of
interruption, from whatsoever cause, occurringmyihis lessons” (p. 359). It falls to
Villette’sreader to consider whether M. Paul’s stricturesattention in his classes are
actually unreasonable or actually reasonable, drethver, or why, Lucy deliberately casts
him in a poor light. Lucy’s repeated fault-findimgMonsieur Paul sometimes unwittingly
throws light on flaws or dispositions that app&abé very much more her own: “He quelled,

he kept down when he could, and when he couldhsofiymed like a bottled storm” (p. 170).

In her essay entitled ‘Love of the order of the Mio\Weil reminds us of the need to
look carefully, and to take time to read a situaiio order to considestherpossible
interpretations, rather than to seize upon out @irsnitial assumption. She recommends that
we resist hasty readings or rushed conclusionsttatdve take care to look to a more
measured approach that invites further reflectioh tame to consider a fuller or more
informed understanding. This approach, which isai¥ely a readiness to accept (and
expect) contingency, coupled with a willingnessdalign one’s thinking or to adjust one’s
view, is something that Weil terms a “transformatiQ/Veil, 2009, p. 100.) At the heart of
this process is attention.

Section 4: Attention, respect and humility
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For much of the novel Lucy describes M. Paul inateg or forbidding terms — as
when she reports that “[his cloak] hung dark andaeeng, the tassel of his bonnet grec
sternly shadowed his left temple; his black whiskaiured like those of a wrathful cat; his
blue eye had a cloud in its glitter” (p. 170), diem she notes that M. Paul's complexion
betokens his fiery mood. Thereby Lucy, or Brontéds negative ideas to the reader’s mind,
by implication and by association, and only slodbes the reader become aware that these
detailsmay be at odds with other aspects of M. Paul’s ebha Consequently Lucy, or
Bronté, both perplexes and challenges the readey. is as cautious and ungenerous with
important details of her story as she is ungenewotisher hand-made gift for M. Paul,
which she withholds for no clear reason, desp#eobivious mystification and
disappointment. (See further p. 377.) (For furttecussion of the trustworthiness of the
narrative voice itVillette, see Menon, 2003).

A feature of Lucy’s misreading of M. Paul is hedgement of him as proud. She
draws this conclusion, failing to recognise thativwhe takes to be his pride (which he
manifests as self-respect) as an important eleofdns humility. Her repeated mis-readings
of M. Paul are almost humorous: When she sees hartharity concert she mutters “What
business had he there? What had he to do with musi® conservatoire — he who could
hardly distinguish one note from another? | kneat thwas his love of display and authority
which had brought him there” (p. 237), little resatig his stature within the Villette arts
community. M. Paul’s is not a self-effacing typehoimility, but humility in the form of a
clear sense of purpose, a sense of self-respehtjtazautomatically accompanying respect
for others, and an understanding of both his cdiiabiand his limitations. M. Paul’'s

humility concerns, in short, a “selfless respectréality” (see Murdoch, 2001, p. 93).

M. Paul's humility is a feature of his curiosityali the world and his openness to
education. He is constantly open to learn new #hiagd he shows Lucy that humility — the
capacity to admit that we don’t know — is reallg thnly way that we can open ourselves to
see new things. He admits to Lucy that he is capabhimself being mis-read, for he can
admit to himself mis-reading others. If, on occasi@aul’'s demands of his students seem to
them unreasonable, he at the same time conveysatiotis that are entirely sincere. He

shows by his life and his life choices the trutthi®f commitments to others.

Humility is a key element in Weil and Murdoch’s @mstanding of attention. On their
view, humility involves being other-regarding, asdthey acknowledge, the most difficult of
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virtues. M. Paul’s conduct towards Lucy draws tbgethemes of attention, duty and
humility. His admonishments to Lucy regarding hesdemic pursuits align with Weil’s
belief in the need for humility. When he cautiongi not to become too keen on her own
success, Lucy inwardly mimics his admonishmenth sércasm: “What did it matter
whether | failed or not? Who was |, that | shoudd fail like my betters? It would do me
good to fail” (Bronté, 2004, p. 39@)ucy frequently asserts that her mentor finds faiilh

her simply in order to put her down, whereas saemdifferent light, M. Paul registers as
someone concerned that Lucy not get too caught apri own success. As Weil comments,
“we do not obtain the most precious gifts by gamgearch of them but by waiting for them”
(Weil, 2009, p. 62). M. Paul recognises in Lucy petential and her spirit, and he wishes to
respect Lucy’s autonomy. His patient attentiveriessrds Lucy is reminiscent of Weil and
Murdoch’s account of attention as a commitment &ch, not to look for anything, but
simply to wait and watch. M. Paul tells Lucy thathis view, she needs “keeping down”,
“watching” and “watching over” (pp. 402, 403). Hamminds her “l watch you and others
pretty closely, pretty constantly, nearer and adtehan you or they think” (p. 403). Yet
when M. Paul explains to Lucy that he watches allehe students through his window
(Bronté, 2004, p. 403), she is quite outraged,edfettively accuses him of snooping: “The
knowledge it brings you is bought too dear, monsithus coming and going by stealth
degrades your own dignity” (p. 405). M. Paul’s resge to Lucy’s outrage is to laugh
heartily at what he calls her own “high insulargeece” and the “hauteur” of her judgments

against him (p. 405). Against his humility, we a@eninded of Lucy’s urge to humiliate.

The contrast between M. Paul’'s humility and Luatempted humiliation calls for
further commentWhereas the concept of ‘humility’ has a profounpibgitive meaning, the
concept of ‘humiliation’ has a profoundly negato@notation. How can this be possible?
The answer may relate to the two opposing conceptid respect that are implied.

According to the former concept, self-respect rezpiequal respect for others, and according
to the latter concept, self-respect does not reqegual respect for others. Humiliation is an
act that a person with self-respect of the formied ks incapable of perpetrating, and it is an
act that is effective only against a person whed$ereaspect is of the latter kind. While Lucy
attempts to humiliate M. Paul, his self-respect estinom an ineluctable equal respect for
others, and so he is immune, and she is not kallé to succeed in her attempts. This is

partly because M. Paul already possesses hunfilisymostly because the variety of
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humility that would result from any “successfultaé humiliation (a variety that we in fact

never use the word ‘humility’ to name) is irrelevém anyone of M. Paul's character.

It is only very late in the novel that Lucy hersetimes to countenance the possibility
of a positive reading of M. Paul. While Lucy findgny faults with her teacher in the early
and middle parts of the novel, and while she costbgse in no uncertain terms, her view of
M. Paul changes completely once it is revealecetalinat M. Paul has, like Lucy, endured
considerable personal tragedy and loss in his\ifieen Lucy learns from Pére Silas the tale
of ‘the priest’s pupil’, she learns that M. Paushead a dark past (p. 450). M. Paul is
revealed as someone capable of mistakes and mésnpelg and someone who has had to
confront, and respond to, ethical challenges. 8amk that M. Paul continues to provide
financial support to the family of his dead fiandémn twenty years earlier, as well as to his
own former mentor, the Jesuit priest Pere Silast-eoasiderable financial sacrifice to
himself. Against Lucy’s earlier mis-readings of Raul as despotic and overbearing, there
has been ample alternative evidence in the testhdov him in quite different light, as
someone who pursues good actions without seekiyitpiag in return. This realization on
Lucy’s part leads us to a consideration of theti@ighip between Lucy as trainee teacher,

and M. Paul as her pedagogue, in her growth towaedagogical attention.

M. Paul is an authority figure in the novel in theuble sense that he is highly
knowledgeable about French literature, and thas laegpresence commanding complete if
often critical attention in the classroom. M. Psuhlso an authority in the sense meant by
Peters (1966) — he is an agent for change: “Parealty enough, a teacher must both be an
authority and teach in such a way that pupils becoapable of showing him where he is
wrong. The teacher is an agent of change and clgglas well as of cultural conservation.
(Peters, 1966, p. 261.) M. Paul’'s capacity for gene readings of others set alongside
Lucy’s tendency to be both ungenerous and partidie way she reads others, provides
important further links to the philosophy of botheiVand Murdoch. They see attention as the
true foundation for relations between people —ig teachers, students, fellow travellers,
people in need. To pay attention means to reatlly bind listen without pre-judgment or
prior assumptions. Weil reminds us that our cagdoit attention is what helps us to
discriminate illusion from reality: “In our senserpeptions, if we are not sure what we see,
we change our position while looking, and whateil becomes evident. In the inner life,
time takes the place of space” (Weil, 1997, p.134k reminds us that virtue is the
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disposition to do the right thing for its own saKé&is, Welil argues, requires compassion,
humility, and a subdued ego: “The desire to disceeeething new prevents people from
allowing their thoughts to dwell on the transceridandemonstrable meaning of what has
already been discovered” (Weil, 1997, p. 184).

Both Weil and Murdoch talk of attention in termstloé ability to look with empathy
at another person. They also talk of the valuatd#liectual study, attention to the works of
literary or artistic genius, as routes to attentMeil reminds us that the “love of our
neighbour in all its fullness simply means beingedb say to him “What are you going
through?’ It is a recognition that the suffererséxi.. as a man, exactly like us, who was one

day stamped with a special mark by affliction” (W&009, pp. 64-65).

M. Paul shows a genuine concern for the realitidsioy’s predicament, as well as
for her general well-being. He is mindful of hetusition and encourages her to work to
improve her lot through further education. Neverhs, he is not afraid to admonish Lucy
for her excesses of emotion and her lack of huynitie tells her in no uncertain terms that
she is a “young, she wild creature, new caughtatmet” and he admonishes her to “take
your bitter dose duly and daily” (p. 25%)eil also talks of ‘taming’ the beast in us alldan
recommends that we seek to subdue our basic itstmorder to find an orientation towards
goodness. (See further Little, 1988, p. 120-12Rg\is infuriated by his admonitions, and
receives his advice in silence, but hers is thens# of sullen resistance and anger, not of
acceptance (see p. 147). Ultimately, however, whay arrives at a considerably changed
view of her situation, silence with M. Paul hasdree something that she cherishes: “no

words could inspire a pleasanter content than MI'®&ordless presence” (p. 385).

Like Socrates, Monsieur Paul does not so much goarpass on knowledge to his
disciple Lucy, as enable her to better understamsdif. Like Socrates, M. Paul enjoys oral
exchange and dialogue: “M. Paul was not a man i@ Wwooks; but | have heard him lavish
with careless, unconscious prodigality, such mené&alth as books seldom boast; his mind
was indeed my library, and whenever it was opepnedik, | entered bliss” (p. 422). In
physical terms, M. Paul, like Socrates, is outwardiremarkable. Both are teachers who
demand attention from their students, and in baties, there is a suggestion that if there is if
not anerotic dimension, there is more than a hinaghpein the relationship. M. Paul’s
mentorship of Lucy (perhaps following the examdi&®ousseau'€mile), includes both
academic and moral guidance. M. Paul embodiesldtertc notion that to give academic
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instruction and to support the formation of anotherson’s moral character is the truest and
best basis for lovede reminds her that she needs to develop hersglfrake something of
her abilitiesHe sees the good in her at the same time as he pbaklenges, the latter
frequently balanced by small acts of kindness afidence in her, details which are often
omitted until later in the story. His friendshipmards Lucy is not motivated by charity, nor
self-gain, but is a response that is linked todiseipline of attention. He insists that he sees
their friendship in terms of reciprocity, which,\Meil’s terms, is “a miracle by which a
person consents to view from a certain distanog wathout coming any nearer, the very
being who is necessary to him as food” (Weil, 19%.7370). Weil elevates friendship to the
highest level. She reminds us of the active qualitfyiendship: “Friendship is not to be
sought, not to be dreamed, not to be desirediat e exercised (it is a virtue)” (Weil, 1977,
p. 361).

Twice Lucy’s age, M. Paul is an older, wiser teachkieo is instrumental in Lucy’s
development. M. Paul can be fiery, impatient, lgraees Lucy, admonishes her, and
ultimately he draws out Lucy’s innate talents. Tuglb attention he helps Lucy to reconnect
with her true self. Lucy learns from M. Paul’s pgdgical attentions to her, how to be
attentive to others. M. Paul detects in Lucy ndy gneat potential, but also a tendency
towards self-denial in the name of virtue, a temyamhich he strongly discourages. He is
curious about her. He genuinely learns from Luay s&es in their connection the possibility
a true friendship. As a result of M. Paul’s int¢liesher educational progress, Lucy comes to

a place of better balance, where she has roonotbrrieason and emotion.

M. Paul is unsentimental in his dealings with Lulele. admonishes Lucy, reminding
her of the importance of good judgment: “I thinkuygudgement is warped — that you are
indifferent where you ought to be grateful — andnag@s devoted and infatuated, where you
ought to be cool as your name” (Bront&, 2004, 8)38e advises Lucy to avoid self-
promotion as well as egotistical pursuits, inclgduanity about her dress and appearance —
he suggests to her critically that she sometimes to be too clever. M. Paul tells Lucy that
passing exams is not so important since studyisréhy goal in itself. He encourages Lucy
to think for herself. He teaches her by impartingwledge, modelling, and developing in
Lucy her capacity to look at things in new waysttsat her powers of rational thought are
developed. He upholds the importance of critiqedate and argument, and shows Lucy

how to modulate her mind away from a reliance ootegon and towards more measured and
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reflective responses. M. Paul understands Weil’simahat the most important part of being
a teacher is “to teach what it is to know” (We7¥, p. 364)He develops Lucy’s

intellectual interests, widens her reading expeaeand urges her to develop her mind. He
encourages her to improve her knowledge of mathesa@nd arranges for her to take
examinationsHe gives Lucy’s written work detailed attentionddaaves in her desk writing
material that he judges she will enjoy reading (B&p 2004, pp. 380-381). Against Lucy’s
partial and constantly critical view of her menteacher, M. Paul can be seen to be a
dedicated teacher, organised in both manner asdrolam delivery.

In time, Lucy learns to accept other readings ofvinarld, particularly although not
exclusively, in relation to M. Paul. The conflitiat appears to present the greatest obstacle to
their continued friendship is the tension betwesndatholicism and her Protestantism. Even
here, M. Paul is instrumental in showing Lucy tthe$ difference can be ultimately a point of
respect between them both. Monsieur Paul is natcaé@f difference, and wants Lucy to
maintain her Protestant faith despite the fact tieatbeliefs are not in keeping with his
Catholic views. He tells Lucy that such differenaegheir religious convictions are
differences to be cherished, not to be stifled, lmmdeassures her that he welcomes her ideas
and convictions. He shows Lucy that to be operifterént ideas and opinions is the way to
develop and progress. Once again, his attentibady links to the educative theme of the

novel.

Concluding comments

Villette explores the suffering of an apprentice teachéeinstruggles to become
worthy to teach. Lucy’s educative progress involresonly her cognitive engagement in
academic study, but also her development of sgitgitowards others, and growth in her
ability to see herself as a member of a commuimnttially, Lucy resists the attentions of her
mentor teacher and she rebuffs him at every turrPadil's persistent interest in Lucy’s
progress goes to the heart of his function as peglesg M Paul sees in Lucy a complex and
genuinely good person, capable even of teachinBaul, through her passionate ways —
and he persists in efforts to set up a purposeflibgue between them. M. Paul detects in
Lucy her spirit and potential, and, because hdlasapacity to truly feel for others, he
walks alongside Lucy first as her colleague, amohthas her mentor teacher. Gradually,

through many small acts of attention, he drawsolof herself. He is a serious scholar
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perhaps along the lines of Murdoch’s observati@t &h“serious scholar is also a good man
who knows not only his subject but the proper plaicleis subject in the whole of his life”
(Murdoch, 2001, p. 94). Gradually Lucy becomes nsm@al, less neurotic. She comes to an
understanding that educative power and attenti@s dot have to be coercive or cruel. As
Lucy grows in attention, so too does her capaaoitiptiild up structures of value” around her
(Murdoch, 2001, p. 36). M. Paul’'s part in her pexyg is not something that can be fully
explained. Lucy’s final state of self-awarenes@igemoved from her earlier self-
preoccupation, uncertainty and insecurity. Shdlfinadicates that she finds purpose, value
and meaning in her role as a teacher who liveslatively mundane and humble
circumstances. If Lucy recalls the influence of ftemer mentor teacher on herself, she is
likely also to call to mind her own slow progreS&sven her newfound understanding of
humility, this should enable her to better attemthe needs of her own students.

Lucy’s progress in this regard resonates with Welilp supports the Platonic view
that the teacher’s role is to bring out what igadty latent in the student, and that the student
literally unfurls under the guidance of the teach®eil considers that the purpose of teaching
is “not that the initiated should learn somethingt that a transformation should come about
in them which makes them capable of receiving dlaehing” (Weil, 1997, p. 135). Weil tells
us that education, “whether its object be childseadults, individuals or an entire people, or
even oneself — consists in creating motives. Tawslbat is beneficial, what is obligatory,
what is good — that is the task of education” (W2U102, p. 188). R. S. Peters (1973, p. 98)
also argues that education “involves essentialbz@sses that introduce people to what is
valuable in an intelligible and voluntary mannedadhat creates in the learner a desire to
achieve it, this being seen to have its place aloitig other things in life”. He further argues
that “the job of the educator is not simply to dwn existing wants but to present what is

worth wanting in such a way that it creates newtwand stimulates new interests” (p. 105).

In Villette, Lucy’s self-education is portrayed in just thiaywIn no small part
through M. Paul’s interventions, Lucy comes to eaher own progress, and to see education
as valuable in itself, and a route to improve thelidy of her life and the lives of others.
Ultimately Lucy finds that she has a professioné that suits her. She is in a position to
work not simply for an income, but more importantiyth a sense of meaning to her life.
Lucy’s satisfaction at the close of the work is tiatt of self-congratulation for her own
achievements, but is a rather more subdued ‘Muidathelebration of her discovery of the
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nourishment of human connection, friendship, anéwfound quiet sense of her capacity to
cope, even despite the likely death of her friemd mentor: “The secret of my success did
not lie so much in myself, in any endowment, anyw@ of mine, as in a new state of
circumstances, a wonderfully changed life, a relcelaeart...Here pause: pause at once.
There is enough said” (Bronté, 2004, pp. 544 - 5A6}he novel’s close, Lucy’s anxiety is
replaced by a calmer bearing. She is self-respgetinl has a sense of vocational purpose.
She is no longer uprooted, and she has the cagasge things from the point of view of the

other.

Bronté’s novel reminds us of the power of the reeeth century multi-volume novel
as a forum for moral education and as an avenuiégpresentation of ethical ideas. This is
a work that demonstrates the limits of parochialesd insularity, and shows the value of
human connectiotVillette explores ideas of humility, empathy and understandnother’s
plight. It acknowledges that education involvesatetand challenge and that for our minds
to be open to ideas, we must be ready to submit ememost deeply-held convictions to
challenge, change, and revision. The novel shoatsath ability to respond to and integrate
the needs and interests of others is fundamentduoation in the broadest sense.
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