+ &5 &

Keele

UNIVERSITY

This work is protected by copyright and other intellectual property rights and
duplication or sale of all or part is not permitted, except that material may be

duplicated by you for research, private study, criticism/review or educational

purposes. Electronic or print copies are for your own personal, non-commercial
use and shall not be passed to any other individual. No quotation may be
published without proper acknowledgement. For any other use, or to quote
extensively from the work, permission must be obtained from the copyright
holder/s.


https://www.keele.ac.uk/library/specialcollections/

Becoming a setondary English teacher:
men constructing professional identities

.Philip Andrew Rigby

EdD

June 2011

Keele University



Becoming a secOndary English teacher:
‘men constructing professional identities

'Attlcus was nght .

One time he said you never really know a man unt|l,
you stand in his shoes and walk around inthem.
Just standing on the Radley porch was enough !

Harper Lee: To Kill A Mockingbird



] Keele
University

Declaration Part 1. To be bound in the thesis

SUBMISSION OF THESIS FOR A RESEARCH DEGREE

Partl. DECLARATION by the candidate for a research degree To be bound in the
- thesis
Degree for which thesis being submitted  EdD

Title of thesis - - Becoming a secondary English teacher men constructlng professional
identities

This thesis contains confidential information and is subject to the protocol set down
for the submission and examination of such a thesis.

NO :

Date of submission 27.06.11 Original registration date 01.06.03 -
(Date of submission must comply with Regulation 2D) C ’
Name of candidate Philip Andrew Rigby

Research Institute  Public Policy and Management

Name of Lead Supervisor  Nafsika Alexiadou

| certify that:

(a) The thesis being submitted for examination is my own account of my own research
(b) My research has been conducted ethically. Where relevant a letter from the
_ approving body confirming that ethical approval has been given has been bound in
the thesis as an Annex

(c) The data and results presented are the genuine data and results actually obtained
by me during the conduct of the research

(d) Where | have drawn on the work, ideas and results of others this has been

- appropriately acknowledged in the thesis

(e) Where any collaboration has taken place with one or more other researchers, |
have included within an ‘Acknowledgments’ section in the thesis a clear statement
of their contributions, in line with the relevant statement in the Code of Practice (see
Note overleaf).

(N The greater portion of the work described in the thesis has been undertaken
subsequent to my registration for the higher degree for which | am submitting for
examination

(g) Where part of the work described in the thesis has previously been incorporated in
another thesis submitted by me for a higher degree (if any), this has been identified
and acknowledged in the thesis

(h) The thesis submitted is within the required word limit as specifi ed in the Regulations

~ Total words in submitted thesis (including text and footnotes, but excludmg references and
appendices) 58 213 :

Signature of candidate Date 04.06.12

Annex B1, Declaration - ' ) v2, 200911



#] Keele
University

" Declaration Part 1. To be bound in the thesis
Note :
Extract from Code of Practice: if the research degree is set within a broader programme of work
involving a group of investigators — particularly if this programme of work predates the candidate’s
registration ~ the candidate should provide an explicit statement (in an ‘Acknowledgments’ section) of
the respective roles of the candidate and these other individuals in relevant aspects of the work

. reported in the thesis. For example, it should make clear, where relevant, the candidate's role in
designing the study, developing data collection instruments, collecting primary data, analysing such
data, and formulating conclusions from the analysis. Others involved in these aspects of the research
should be named, and their contributions relative to that of the candidate should be specified (this
does not apply to the ordinary supervision, only if the supervisor or superwsory team has had greater
than usual involvement).

Annex B1, Declaration | ’ V2, 200911



Becoming a secondary English teacher: men constructing professional identities

Contents
- List of tables and figures S : s : i
Acknowledgements ~ ) S , i
Abstract ' . i
Chapter1 Introduction and rationale -1
- 1.1 Beginnings 2
1.2 Personal, professional and political - s 5
1.3 The numerical context : E : 12
1.4 Astudy of men : 17
1.5 Thesis structure ' o 18
Chapter 2 Literature review 21
2.1 Masculinity and masculinities 24
2.2 The lost boys ' 32
2.3 The gendered curriculum 39
2.4 Beyond ‘The gender divide’ 41
2.5 Boys who like English are faggots 46
2.6 Proper work for a man? ‘ 56
2.7 Male role models for boys ’ 59
2.8 Asoftoption? . 62
2.9 Men learning to teach English 66
2.10 English teachers are different , . - 69
Chapter3 Research methodology : 75
3.1 Research questions : 75
3.2 Research design ‘ 80
3.3 Gathering the data 86
3.4 Theresearch approach : 89
3.5 A manresearching men 106
3.6 Validity . 108
3.7 Ethical considerations » 112

3.8 From analysis to theory ' ~ 123



Chapter 4

Chapter5

Bibliography

Data analysis

4.1
4.2
4.3
4.4
4.5
4.6
4.7
4.8
4.9

5.1
52
5.3

5.4

A process of remventron

The right subject knowledge?

English as a gendered curriculum space

Finding the balance: entering the gendered workspace

" Real men are good teachers: order and discipline

Influence beyond the classroom

Male teachers as role models for the participants
Effortless achievers: male student teachers as problems
Adapting and adopting: development of teacher identity

Reflectlons

Becoming a secondary English teacher

Doing things differently: suggestions for further research
Doing different things: rmplrcatrons for changes to
current practice

Endings

130
131
136
142
150
157
165
170
175
186

- 194

194
197

199
202

204



Table 1

Table 2

Table 3

Table 4
Table 5

Table6

Figure 1

Figure 2

_Figure 3

List of tables and figures

National percentage flgures for GCSE grades
Powick Brldge PGCE Enghsh Intake frgures 1997-2007

Numbers accepted for secondary PGCE Englrsh courses
2004-2007 (GTTR, 2009) - '

Powick Brldge Universrty Secondary PGCE Programme Structure

, Pre-pllot and main study- interview schedule

List of participants

lnrtral conceptual dragram of areas of research Interest
(Triangle model) S
Subsequent conceptual diagram of areas of research

. interest (Venn diagram model)

Tree diagram to represent order of analysis of data

14

15

2 16
92

96

102

125



Acknowledgements

I would like to thank my supervisors, Dr Nafsfka Alexiadou, Dr Yvonne Hill and Dr Stephen '
Whitehead, who guidéd and inspired me throughout the length of this study. | was -
privileged to have, as my principal supervisor,l Dr Nafsika Alexiadou, for her I’imitless patience
and support, and particularly for her wisdom and guidance in relation to research - -

methodology. | have been exceptionally fortunate.

Particular thanks go to the secondary English student teachers were participants in the pilot
and main studies, especially to those nine men who shared their time and words so willingly.

Without their help, this research would not have been possible.

My family and friends have supported me throughout with their interest and pride. The
biggest thank you goes to Janet, Chris and Ben for their unconditional support, -~ = = =
encouragement and forbearance and, of course, to mum and dad, who | suppose, provided

the inspiration for the study in the first place.



Abstract

This is 'a qualitative study of a small group of men on a one-year Postgraduate Certificate in
Edqcation.programmé based in a university education department, as they undergo the
process of learning to become secondary English feachers. Contribufihg to research into
men and masculinities, the study considers the discourse of English as a gendered curriculum
space and that of teaching as a feminised environment. _\The subj'ect is particularly worthy of
investigation as this group of individuals seems to be moving counter to what research tells
us are current trends; of male performance in, and cultural affiliation with, English as a school
subject. The study presents thé factor.;, that ihfluericed the men to opt for this career choice

and to have developed such an affinity for the subject in the first place.

Having embarked upon the jourhey of teacher education, the study reveals that these male
studeﬁt teachérs of English feport experiencing issues in learning to teach the subject that
have come to be associafed with bdys' performance in schools, particularly in English. Once
on placement in gchools, these hitherto succéssful studer;ts of English often come to be
perceived as ;problems' by mentors who are particularly f:ritical of their planning and
classroom manage.ment, judging them as lazy and overly relaxed in their relationships with

pupils.

Often lacking an effective male role model, the men resort to developing a classroom

persona that reflects the gendered performance of their female mentors. The study reveals



the men's interconnected adaptations and negotiations as they seek an authentic way of -
being a man, within subject and professional spaces that they come to see as feminised. - -
Their experience means that the men must both reconsider their masculinities and

renegotiate relationshfps with colleagues, pupils and the subject of English.



Cha'pter 1: Introduction and rationale

This study focuses upon a group of niné men training to become secondary English teachers
on a one-year Postgraduate Certificate in Educatioh (PGCE) programme, leading to Qualified
feacher Status (QTS). ‘The study is located in a department of education in a new university,
Powick Bridge University (the fictional title used throughout for the‘ university wherein the
research was based), and in secondary schools in the north-west of England during the
academic year 2007-2008, using a qualitative approach to explore a series of questidns
concerning the ways in which a group of men describe their experience of learning to
become secondary English teachers. The research also seeks to explore the principal factors
that had influenced the group of male student English teachers to opt for such a career

choice and, indeed, to develop an affinity for the subject in the first place. .

This topic is of particular interést. as these individuals seem to be moving counter to what
statisffcs tell us are current trends of male performance in, and culturall affiliation WIth,
Ehglish as é school subject. The study begins by considering what the popular press have
termed the growth of ‘laddism’ (the ‘Men Behaving Badiy’ / ‘Boys Performing Badly’ effect),
linked to issues of male under-performance in all schdol subjects but parﬁcularly marked
within ‘English. In relation to this, the study then goes on to consider the discourse of Engklish
as a gendered curriculum space and that of teaching as a ferhinised environment; This then
leads into the r‘esearch itself, which aims to explorg the fbrmative influ}ences ona groﬁb of
student teachers of English, examining how they developed an i.nterest and achieved

academic success in the subject before opting for this particular career path, together with a



focus upbn the critical incidents in the journey towards becoming secondary English
teachers. The study investigates the ways in which the men’s perceptions of themselves,
together with their relationships with coilleagues, pupils and the subject of English undergo a
series of interconnected adaptations involving their identities, both as men and as teachers.
Having establishéd the focus of the study in relation to masculinities, English and teaching, it
also explores the interrelatedness of these three areas of their personal and profes;ional

1

lives.

1.1 Beginnings

In seeking to locate and establish the geneéis of this study, i'; came in the spring of 2004.
Over a number of years leading up to that time, | had developed a research interest in issues ‘4
around boys’ perfbrmance in English, first as a ;econdafy Eﬁglish teacher and then a
university tutor. Around that tirhé, the university department began the process of analysing
the stddent teacher journey in relation to particular groupings (principally gender, age and
ethnicity) from recruitment to progression and finail_y to aﬁainment. The information that
emergéd was stark: male students were Ivess likely to $ucceéd at application stage, more
likely to be ‘at risk’, more likely to fail. Although this performance gap was evident in
‘acader’n'ic “modules, it was particularly marked in professional modules and school
placements. Other groupings or blends of groupings {for example, ‘minority ethnic women")
yielded interesﬁng information; however, gendér appearéd to be the principal signifier, the
element with the gréatest significance. The figures led me to start to tonsider whether male

student teachers of English actually experienced similar problems during the course of their



initial teacher education programmes to those ofw boys in the secondary English claséroom? If
- 50, it would‘ have been somewhat paradoxical: fhese mén had been successful as students of
English, both ét schoo!l and university, so why‘did they then struggle in the process of
becoming Englisﬁ teaéhers? If the subject of English can be said to be femi}\ised, then it is
one in which they had been su~ccessfu|; ‘they were accusto;ned to w§rking effectively within
predominantly female settings. So is it to do with the actual process of becoming a teacher,
the particular kinds of skills and qualities required? Could it be a res;ilt of havihg to form
_ professional relétionships with powerful women, in the form of mentofs? These were a‘ll
questions that prompted me to focus upon the experiences of a group of male student

English teachers.

At th‘e—outset, in attempting to fir'\.d a visual repre;entation for )my" proposed study which
would aid my thinking and he'lp»me to conceptualise the shape'of the study, my initial
thought was of an equilateral triangle, each of the vertices labelled with one of the three k"ey
fa‘cltors: men, English and teaching. | was drawn/to this image as it depictea not only
movement along the edges of the tfiangle, to show'when'one factor was particularly
influential or important in relation to another, but aisolthe degree of ‘gfavitational pull’ of 4

the third factor could be represented by a point within the face of the triangle.



"Men

English : 4 Teaching

Fig 1: Initial conceptual diagram of areas of research interest (triangle model)

However, appealing though sut;'h a depiction was in the first instance, it still did not éapture
or present with sufficient clarity the interrelationship of these threg separate but overlapping
facforé. Despite recognising and acknowledging the influence of one or more of e.ach of ‘thev"
individual factors, it did not ekpress the degree of overlap or inter-linking that existed -
betwe;an these three factors. Some montbhs later, in‘conversation with my son, | came upon
my eventual visual depiction of my feseéréh, creating a visual and conceptual construct that
subsequently remained in place throughout the entire study, in the form of a Venn diagram.
Not only did this demonstrate the three separate but overlapping factors, in addition, it also
permitfed a particular focus to fall either upon one aspect §r upon an area where two
overlapped; however, it also clearly portrayed the central area where all three factors '

overlapped, the area that was at the heart of my study.



Men

English Teaching

<. Fig 2: Subsequent conceptual diagram of areas of research interest (Venn diagram model) -

1.2 Personal, brofessional and political
At a very early stage in my doctoral studies, and impressed by the potential of autobiography ‘
when researching masculinities (JaAckson, 1990) and education y(‘Abbs,‘ 1974), | wrote an
autobiographical reflection on 'thé identified research topic. At that point, thinking and
; writiné reflectively, historically and biographically was central to my search for an authent(ic
research voice (Dadds and Hart, 2001). A narrati\;e approach seemed not only attractive
but essential to an understanding of the patte}ns of pefsonal and professional relationsﬂin
the aspects of ‘the social’ that | was researching. However, a potential danger from sAuch an
approach did become' apparent: 4in striving to highlight connections and to explore
interrelations, one can almost become tempted to take on the role of the omniscien_t
| narrator, imposing a regular and ordered narrative structure on é series of events thét might
more accurately be portrayed as picaresque even, at times, haphazakd. ’ klndeed, with the

wonderful benefit of hindsight, and with the more detac'he’d judgements that the passage of



time permits, it is relatively easy to claim meaningful consequential links between events
that simply coincided. What is rather less straightforward is to show that one event had an
influence, either direct or indirect, on another. As a result, my writing approach shifted,
becoming more discursive and analytical in style, although _still informed by the

understandings that the earlier autobiographical phase had yielded, which | now present.

I was born in December 1959 ina small now-closed hospital in the north west of Engtand
the only child of workmg class parents. Three and a half weeks later and 1 would have been a
child of the 1960s, yet rnuch about my early memories seems more cIoser alrgned wrth the
austere, conformrst days of the 19505 rather than wrth the conﬁdence and social change of
the 1960s. With a more rmagmatlve and passronate author, my Irfe story mlght well have |
developed into a Iatter-day version of a D.H. Lawrence novel my father the only son of a coal
miner, my mother the younger daughter of a Iocal coal dealer However, there was to be no
such drama indeed, | remember my chrldhood days as berng consustently secure, stable} and

happy times.

My parents were determrned self-lmprovers, belrewng passro‘nately | that such self-
rmprovement was possrble only through two virtues: hard work and educatlon The way
that this behef mamfested |tse|f was by my father workrng Iong shifts as a turner at the local -
glass works, working as much overtlme as possnble, in order to pay the fees for me to attend
a local private school. Such a sacrifice, of both time and money, was their way of assisting

me to get what they believed was the best possible start towards achieving a better lot than



that which they}themselves had known. 'Thus it was that, in ‘summer 1970, having passed my
eleven-plus examination twelve months early, at the age of ten | moved to the local ’grammar :
‘ scho'ol, and life at home became noticeably'morecomfortable. My tather stoppedeorkinga 7
rotating shift pattern and my mother took on a job as a nursery nurse at a nearby primary

school.

My progress at grammar school was steady but unspectacular, mdeed decldedlysha’ky |n
one or two areas. As in primary school my partlcular strengths were in arts and Ianguages
Engllsh Hlstory and French my weakest subjects Art Woodwork and Techmcal Drawmg
Unwnsely, in selectmg my O Ievel optlons, | had chosen all three Scrences and l.atln at the
time | had been determmed to become a doctor The next two years were very long, .
arduous and unrewardmg, but drd have the benefrt of convmcmg me that the career | would ‘

eventually foIIow, whatever it mlght be, would be wuthln the fleld of arts ;or humanltres i

rather than the sciences. Therefore, in September 1975 wnth elght rather moderate 0 |evel
passes in my possessnon, | began my srxth form studnes wnth a tumetable comprrsmé vangvhsh
therature, French and Government and POllthS, but stlll W|thout ak‘clear idea of where thrsk"
woold Iead in terms of eventual career. At snxth form, | was both happy and successful
mcndentally, in aII three subjects I‘ had found myself in teachlng groops with more glrls than
" boys. Later, at unnversrty, where | studled Enghsh and subsequently at teacher training o
college, the majonty of my peers ‘were again women As a result the expenence‘of learnrng
in a predominantly female environment was one t_hat was familiar to me prior to begmmng

this study..



By the autumn of 1976, in my second year of‘studying A level Government and Politics{ I.
followed a Ruskin College, Oxford speech of the then Prime Minister, James Callaghan, six
r;mnths into his ‘premiership, with more than a passing interest. Having decided that |
.wanted to pursue a career as a secondary English teacher, at that stage'l had no real idea;s
either of what sort of English teacher | intended to be, or even of what English 'teaching
actually involvedl. The teachers whom | had experienced kduring my time at the gramhar
school had ranged from the adequate to the exceptional; However, my A level English
teacher‘was probably the most lnspi'rational teacher | had ever encountered, in any subject.
At that stage, | felt that if | could somehow synthesise and blend the best elements of each of

my teachers, | too might become such a remarkable and memorable teacher.

However, this romantic and individualistic notion was directly\opposed by Callaghan’s
speech, yvhich marked the beginning of an era of increasing centralisation in education. In
fact, with the beneﬁt of over thirty y'e;rs’ hindsight, it is remérkable just how much of a
walled garden education had become at that time, fo the extent that Calléghan (quoted"in
Batteson, 1997: 366) clearly felt the need say, rather defe'ns'f\;ely: |

'There is nothing wrong with non-educationalists; even a Prime Minister,

- talking about education again'.

When he spoke that night about education, what‘he said sounds, at least in part, remarkably
contemporary. He went on:

'Complaintsvfrom industry that new recruits Afrom the schools sometimes do_

not have the basic tools to do the job ... ’The‘re is concern about the



standards of numeracy of school leavers. There }is the unease felt by
- parents and others about the new, informal methods of teaéhing which .

seem to produce excelleni results When they are in well-qualified hands but -

are much more dubious when they are not' (ibid).
Callaghan'’s solution, that autumn evening in 1976, was 'a basic curriculum with qniversal
standards’, and the need to instil what He called 'basic literacy, basic numeracy,‘th.e
understanding of how to live and work together, respect for others, respect for the
| individu‘al'. His s‘peech launched The Great Debate about issﬁes of standards, accountability
and the relationship between schools, industry and parents. Whaf was perhaps more
important abbut the speech was that it also put the idea of a National Curriculum high on the
political agenda for thg first time. The influence of that night’s speech has been far-reaching, »
spanning the entire length of my career and reflecting the impo&ance of teaching not only

personally and professionally, but also on a wider political level.

In addition to the particular perspectives yielded by r;my personal autobiography, this study is
also informed by knowledge gained through hy professfonal autobipgraphy. I started my
career as an English teacher in a mixed comprehensive school in the north west of England fn
September 1981, one of three rﬁen in a department of nine. - Although at the time | had
obviously not known this, | was to spend the next seventee‘n years 6n fhe staff of this school, -
moving from néwly qualified teacher, to an established member of the English Department, '
to second-in-department, to acting head of departméht and finally to head of departrﬁent.

- During the 1980s, work within the public sector became increasingly turbulent and



tempestuous, with Government policy, both éxplicit and implicit, seemingly deliberately
designed to discredit and disempower the professions. It was not only teachers who found
tl;\emselves in the firing line: doctors, Iawyefs and other public sector professionals came in
for similar trea.tment, although none perhaps as vitriolic nor as sustained as that reserved for
teachers. . Public education m general and English teachin‘g in particular came in for a
battering, as firs; one public figure then another waded into the argument to present their
view on Wh;t Was Wrong with the Teaching of English:
’énglish, after all, is the subject at the heart of our definifion of national
cultural identity. Sincé English teachers are the chief custodians of that
- identity we s’hould not be surprised to find that revolutionariesl intent on . =
using the subject to transform society have gained a powerful foothold,
attempting to redefine the very meaning of reading itself’ (Phillips, 1996: 69). e
Typical of the criticism made of English .tea'ching and Eriglish teachers came from Norman
Tebbit, then Chairman of the Conservativel Party, who pointed out the}causalkl_ink between
the decline in standards of grammar teaching and thé rise in street crime: | |
‘if you allow standards to slip to the stage Whefe éood English is no better
than bad English, where people turn up filthy at school... all these fhings tend
* to cause people to have no standards at all, and once you lose standards then ‘ :
- there’s no imperative to stay out of crime’ (BBC Radio 4, 1985, quoted in
‘Cameron 1995:94).

Similarly, Prince Charles raged about standards in English teaching: .

10



’We’ve got to produce peoplé who can write proper English. It's é
fﬁndamenial problem. All the people | have in my’o‘ffice, they .can’t 'speak S
. English properly; they can’t write English properly., Al the Iette?s sent from -

my own office | have to correct myself, and that is becaﬁse English is taught so
'bloo‘dy badly ... The whble way Schools are operating is nof right. | do not
believe that English is being taught properly.  You cannot teach people = -
properly unless you do‘_it on a basic framework and drilling system' (28 Juhe :

1989, quoted in Cater, 1997: 7).

The popular press loved this battle, siding w’ith traditionalists in theikr support for established
values and standards. 'éaker will battle to save grammar', opined the Daﬁy ’Mai‘l on kthe\ day
affer publication of the Cox Report on English (17 Nov 88), in theﬂ‘process, both posi‘tioning E
grammar as a major elemeht of what that report was about and announcing a state of
conflict with the edu;ation 'experts' who had wriften the report. - Thé headlihe als‘;) |
highlighted the writer's and, by implication, the l;eaders' allegiance with Vthbse on the |

Education Secretary's side, who considered grammar a matter worth fighting to save.

The political skirmishes of the 1980s, unpleasant and difficult thoug}h' they were at the time,

had been a good grounding fof nﬁe: in October 1991 | was appointed Heéd of EhgliSh. I-“Novse/ -
there wefe new battles to be fought, first over the governmeht;s sbon to be :discrevrb:lit"ed
bac'k-to-basics‘ campaign ’~ and then over tﬁe 'roie of ﬁoUréev&ork in the}‘ GCSE Eng!ish

curriculum. However, the bloodiest of all was the tWojyear-‘Iong war of attritiqn (1993-1995)

11



over English teachers’ refusal to participafe in the proposed National Curriculum testing for
fourteen year-‘olds. At its height, secondary Heads of English were described in the Daily
Express as ‘the spawn of Beelzebub’ (19 March 1994), as both English teachers and their

employers took on incr‘éasingly entrenched positions.

To conclude, what had become abundantly clear forrme ’fr'om the very outsetgof‘ my care‘er
Was that English as a curriculum subject was highly chafged aﬁd emotive, personal_ly,
professic‘)néliy and politically. As the pitched battles of the 1980s and early 1990s receded, - “
new challenges emerged; the period of relative calm that followed was rﬁarked by the ‘Iaunch -
of an adversaria’l inspection regime, the ihtroduction of performativistic targét§ arid a
relentless drive to improve standards, underpinned by increasingly detailed and ﬁne;grained )
déta analysis. Immediately, a key concern beycame app‘arent, the uu"\lderachie\'/ement‘of boys,
particu]arly in English. Thg evidence seémed to complement emerging research studies that |
had started to point td a ‘crisis of masculinity’, whifh became a particular area of fnterest for

me.

1.3 The nufnerical context
AIthough my personal é‘utobiography provides a contextual backdfop ;to thiS §tudy, it is at the
~same time sét within a quantified professional context,‘ reflecting Straus§ ahd Corbinfs/
description of qualitative researf:h: o
‘It can refer to research about pérsohs' Iives, Ijved e#periehcéé, behavior's,"

emotions, and feelings as well as about organizational functioning, social

12 -



movements, cultural phenomena ... Some of the data may be quantified as -
- with census or background information about the persons or objects studied, -
but the bulk of the analysis is interpretative’ (Strauss and Corbin, 1998:_ 10- -

).

The followmg tables summarise the natlonal percentage of boys and glrls achievmg each
gradein English and Engllsh therature over the six years |mmedlate|y precedmg the research E
‘phase (2007/08) In each case, the overall A*-C percentages have been shaded ln order to‘
highlight gender differentials. Clearly, although such global_figures 'are imable ’to }reflect
either lndividual}}achieyer‘nent or the differences betyveen partic’ularsUb-groups w‘i:thineach |
gender, there is a marked disparity in ‘perforymance bfetween: boys ;a\nd girls in; both Engllsh

“and English Literature that demands further study.

13



354119
345355
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333032 .

2006 |22 |85 |168 |247 (219 |135 |75 [33 |16
2005 |19 [81 [169 [252 [221 [139 |73 [31 [15
2004 |22 |77 [156 [253 |230 {142 |76 |31 |13
2003 |20 |77 |160 |251 |227 |146 |77 |30 |12
2002 |18 |73 |158 |254 |230 |1a7 |79 |30 |11 J 0 i 327783

324169

343083
331574

2005 | 3.6 135 22.7 27.2 18.7 8.6 - 34 14 0.9

331861
323267
324375

2004 | 4.1 13.2 21.5 274 19.2 8.9 3.5 14 08
2003 | 3.7 13.0 22.1 27.6 18.9 9.1 35 13 0.8
2002 | 3.3 122 22.1 278 1196 9.3 3.7 13 0.7

2007 |31 104 195 .| 252 17.8 11.6 6.3 32 - 2.6
2006 |28 10.2 20.9 24.8 18.2 120 6.0 2.9 2.2
2005 | 2.7 9:7 203 253 18.7 121 6.2 2.9 2.1
2004 | 2.7 9.2 196 | 248 |19.2 125 6.9 33 18
2003 |27 9.2 19.7 25.0 18.7 12.8 7.2 3.0 17
2002 | 2.6 9.0 188 . | 256 18.7 131 7.5 31 16

277844
271561

263526
259428
245398
243730

F G

a* A B c D
2007 |54 |158 |242 |261 [146 |76 |35 |13 |15
2006 |48 |158 |267 |254 |147 |74 |28 |12 |12
2005 |48 |153 |262 |260 |151 |75 28 |12 . |11 -
2004 |48 |149 |259 |257 [155 |77 [32 |13 |10
2003 |46 |147 |253 |260 |154 |82 |35 [13 [10

2002 . | 45 138 - | 24.7 269 15.7 85 37 13 109

1E U

298718
289234
279935
278928
267174
§ 264266

Table 1: National percentage figures for GCSE grades
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The study Is situated within the discourse of the subject of English as a feminised domain,
with a girl-friendly curriculum tagght in the main by women teachers. In fact, perception§
' régarding teacher numbers are borne out by statistics from Powick Bridge University, which
show a significant gender imbalance between males and ferﬁa!es entering the PGCE course
to train és secondary English teachers : figures drawn ‘frOm the ten-year period 1997-2007
clearly reflect a‘trenc.j, in which males form less than 26% of the total intake, possibly a
reflection of male educational underachievement; of a perception of English as a ‘feminine’

subject; or of society’s view of teaching as a feminised profession.

207-208 3 12 . 33
2006-2007 . 9 . . 38
2005-2006 11 38
2004-2005 - 14 37
2003-2004 14 36
2002-2003 16 - 31
2001-2002 13 .32
2000-2001 13 - 34
1999-2000 10 | 32
1998-1999 2 1 .37
1997-1998 4 24

 Table 2: Powick Bridge PGCE English intake figures 1997-2007

This is reflected by statistical trends (Smithers and Robinson, 2001) that have continued at

Powick Bridge University in the years following the completion of the research phase: (11
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men out 6f 52 in 2008-2009; 14 out of 50 in 2009-10). Anecdotal evidence from colleagues

teaching on PGCE secondary English programmes at other universities suggests a similar

pattern regarding consistently low numbers of male student teachers on secondary PGCE

English courses. -

Moreover, Graduate Teacher Training Registry (GTTR) statistics for the 2006-2007

recruitment cycle show not only that fewer men applied to PGCE programmes but also that a

smaller proportion of these were offered places. This was particularly the case on secondary

PGCE English courses, where 53 per cent of male applicants and 64 per cent of female

applicants were offered places. In fact,.figures for applications for PGCE courses during the

years leading up to the study showed a consistent trend of more women than men being :

accepted on PGCE secondary English courses in England, as shown below:

Male

403

409

437

489

Female

1493

1531

1607

1665

Table 3: Numbers accepted for secondary PGCE English' courses 2004-2007 (GTTR, 2009)

Men were constantly in a numerical minority on PGCE secondary English programmes and

their experiencé of the school-based training elements was‘in predominantly female English

departments, where relatively few men were involved in their training. Consequently, in
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planning the study, | did particularly want to explore the significance of the men's gender-

perceptions on their training and on their development as English teachers.

1.4  Astudyofmen

The study is positioned withinwthe field of mas;ulinities, in particular the work of Connell
(1987,‘1995) and Mac an Ghaill (1994, 1996) and relates to debates with regard to men
researching hen (Kiinmel, 1987a); The emerging knowledge about men undergoing tf\e
process'of training to become secondary English teachers is positionéd within an anti-
essentialist context, in line with Petersen's advice (2003: 5'7) concerning the need to avoid
data collection and analysis that leads towards dualistic distinctions of men and women.
Indeed, my principal aim in the stﬁdy is to reveal a richness in the understanding of men and

masculinities.

A challenge for any researcher electing to adopt such an approach is that of locating theofy
within the stories, Vopinions and ‘perspectives expréssed in the participants' 6wn voicés,}
identified by Coates (2003) as ‘men talk'. This study placés :; lens on the intersection of thr;ee
distinct but relkated areas: masculinities, the subject of English and becoming a teacher
(Sabbe, 2003). It aims to ca'pture how each of these areas alters during the process of
overlapping, creating new persbectivés on the changés and genekating new questions tq
consider (Myhill, 2000). A discursive space is provided for the men fo tell their owh accouﬁts

of the changes they undergo, as the study focuses upon the negotiations and adaptations
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involved in being a man in a feminised work environment, upon the development of

professional relat'ionships with young people and upon the subject of English.

A key attraction in choosing to pursue such a study was to allow the men to recount e\)ents
in their oyvn voice§ (Coates, 2603). Wolcott (1987) sUggests a way in which stories can be
used by the resgarcher using ethnographic approaches, with a focus ‘not on recounting
events but on rendering a theory of cultural behaviour' (p. 41). Analysis of the data and of
the émérging thémes allowed theoretical‘constructs to emerge'. ' Thése constructs aré the

new knowledge that has emerged from this detailed study of a small group of men.

1.5  Thesis structure

This study focuses on the pe?ceived experiences and adaptations of a group of men who are |

training to be ;econdéw English teachers, on a orymve-year PGCE initial teacher education

programme during the academic year 2007-2008. The research seeks to answer 'fi_vke |

principal research questions:

1. What dominant and subordinate discourses do the'nivne male English students use’in'
defining and constructing their masculinities?

2. What were the principal influences that had affecfed them to develob an affinity for
English and to opt for this career choice? |

3. How do they experience their year of training, 'and how do thésé discéurses contrib‘ute to

the shaping of their experiences?
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- 4. How do they construct partitular forms of professional ident'ification, and what is the role
of gender in these constructions?
5. In what ways does their gendered subjectivity become challenged over the course of

their training?

The study focuses on the experiences of the men, specifically in relation to their gender, their
understanding of their masculinities, their relationships with teachers and their relationshri‘ps
with the subject of English. Hence, the study‘ contributes to debates around gender and4
education, from the perspectives of masculinities, English as a curriculum subject and ;initial

teacher education.

The significance of these teachers' gender on their experience of kbeing trained to become
English teachers is examined across three maiﬁ theoiretical constructs: masculinities theory,
current perépectives on the subject of English, and models of initial teacher training.
Through an exploration of the interconnectedness Between these three areas, a series of
insights into male English teachers at the beginning of theif careers is revealed. Wifhin tﬁe
study, the data, analysis and conclusione are balanced ’against my owh persoeal experien‘ce |

and profeséional knowledge of masculinities, teaching and English.

Within the thesis, an overview of relevant research Iiterature is presented in Chapter 2, in
order to locate the position and significanc‘e of gender and masculinities for these male

student teachers, with teaching and the subject of English exblored as gendered spaces.
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Chapter 3 then describes the methodology ‘employed during the study, wifh loosely
~ ethnographic approaches shown to be particularly appropriate for a study of masculinities,
iﬁitial teacher edlﬁcation and the subject of English. Chapter 4 presents the findings, analysis .
and interpretation of the data énd reveals a set of theorised constructs regarding the
kprocesses of adaptation of malé trainee English teachers, focusing upon the male student
teachers' experience of entering a predominantly female profession and upon the
adaptations they make in the course of their training journey. . Chapter 5 presents _én
analysis; interpretation and,corisideration of the areas in which the three theoretical
| constructs meet, overlap and influence one another; it also presents a number of conclusions
including implications for changes to practice, future research and policvaithin thé aréha of
initial teacher education and secondary English teaching, with particulér relevance for male

student teachers.
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Chapter 2: Literature Review

In ti'ie main, research into men ha’s tended to overlo‘ok the issue’of men training to be
siécondary English‘teachers. My own particular'area of interest is in exarhining the extent to
whi’ch issues in relation to masculinity impact upon men’s developing proféssional identities
and pedagogical practices as Enrglish teuuhers, giuén the perception of I'Engiis’h as é giendered
curriculyur'n site and, consequently, a feminised learning areu (Francis and Skelton, 2001). The
potential implications of sucha gendered domain can then be considered, both in relati’orr\to
male telachers’ bedagogical practicés and to their relations with pupilsi in the secondary

Engiish classroom (Myhill, 2000; Martino and Frank, 2006).

Through an exploration of the perception of English as a feminised curriculum domain, é
discursive space will be created, ’within which the extent to whiciw it nshapes énd impacts upon "
issues of masculinity for prospective male English teachérs can be investigated.’ Fdr éXampie,
an implicit association with the feminine can activafe 7 defer\sive practicés of hyper-

masculinity, with male teachers feeling compelled Vto reassert heyg’emunic héterusiexual :
masculinity as a protective strategy (Skelton, 2001). Simiiarly, itﬂmay ménifgst itself tiirough
attempts to masculinise the Er\glish curriculum, in terms of 'rdpic and text seiectiori, in order :
tu ensure that male values and interests are represented (Martinb arid Meyenn,‘ 2002;‘ ‘
Martino et al, 2004). Such pedagogic strategies can th‘e‘n serve as :aibasis' for understanding’

the negotiation of gendered subjectivities in the lives of a group of male student teachers. e
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Although considerable researchA has been undertaken into the lives of male student primary
teachers and their particular perceptions of doiné women'’s work (Thornton, 1999; Smedley
alnd Pepperell, 2000; Francis & Skelton, 2001; Skelton, 2001, 2002, 2003; Carrington, 2002; -
Smedley, 2006), relatiVély little attention has been paid to investigating the wayg in which

masculinities impact upon male secondary teachers’ professional identities and pedagogical

'practices,k particularly within the context of the gendered. curriculum (Roulsten and Mills,

2000; Ma;'tino and Frank, 2006). For example, Foster and Newman (2005) havé focused

upon th.e experiehces of male primary teachers, in order to h.ighliight the complexities of how

they: |

‘made sense of other people’s gendered perceptions of their prbfessiohal
" identity’ (p. 346).

Such an approach is particularly significant in undertaking an investigation into the

e)_(beriences of male student teachers and the practice of masculinities within the secondary

school 'Setting. As Francis and Skelton (2001) suggest, what is required is a focus upon ho;/v

discourses of gender and sexuality are employed by men in their professioﬁal lives as

teachers and upon the ways in which these are ménifested,'both in terms of their

pedagogical practices and their relations with pupils.
In line with Smedley (2606), this study aims to examine a group of men’s negqtiation of their

professional identities and pedagogical practices within the particular context of a domain

often perceived to be associated with the feminine:
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’Lodking closely at individual men’s ideas‘ and perspectives has shed light on E

assumptions about masculinity and men as teachers, highlighting a sense of

not fitting in, disjunctions, and feelings of unease and’confiict' (Smedley,

2006: 128’). | -
It is at this cultural intersection; the point at which the gendering of the curriculum’ and the
the negotiation of genderedk subjectivities meet, that this bstudy aims to make a particplar
contribution to the field, in expioring the issue of how gender regimes impact on méle
student‘English t-e‘ache‘rs, both in terms 6f their own emerging professional identities and

also of their pedagogical practices in the classroom.

Despité often being seen as a reflectinn of a ‘crisis of masculinity’ in its cnlioquial sense, for_""fk ,
example boys’ attitudes to s/;chool and literacy, thé gender of Engii#h teachers in secbndafy
schools has largely tended to be viewed as unproblyé:.'na‘tic. However, in undert‘aking‘a stuciy‘l‘
with a specific focus upon the identification and exnlnration of gen‘d‘er’ed/ ;ubject‘ivit‘;ié’s’ |
among a group of male student teachers of Eriglish, in’ order to deveiob a clearei;’
understanding of the processes of gender identiﬁcation thnt octur afnong par’ticular’ giguns
of males, it is important to recogn‘ise the relevant e_dubational and vi}ider'societal baékdrop , '
against which such a study is to be undertaken.  In égéence, thérke are c”urkrkentii/ ihree L
dominant discourses that relate specificaily to : the topizc, e’akch one séparafce bu’t"w
-comnlementary: the discourse of male educétionai underrac'hievement; the’ discourse \ofi
English as a ‘feminine’ ;ubject; and the discourse of teaching asa feminist, and féminiséd;'

profession. * If such discourses do have a currency or dominance, then a group of male
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trainee English teachers becomes a particularly interesting focus for study: indeed, it would
seem that they are ’génerally assuming a position in many ways counter-cultural’ (Knights,
2008: 3), ‘bucking the trend’ on all three counts, which in turn leads to two linked questions:

why are they different, and in what ways do such differences manifest themselves.

This study will cbntri’bute to research in three principal areas: men and education, English
within the secondary curriculum, and the development of professional identity, in order‘to
gain a deéper understanding of a group of men trainihg to be secondary English teachers.
This chapter will demonstrate that the masculinities arena is the rightful home for sqch a
study and explore the particular aspects of masculinities theory that are’most applicable to
the analysis. -The aim is to position the sfudy, first by examining the wider epistemological
and theoretical landscapes and then by focusing on more closély rélated perspectives.. In so
doing, the intention is to seek to identify the theorie§ that are most congruent and relevant,

in relation to the data gathered.

2.1  Masculinity and masculinities ‘ R

Much early research and theory with regard to men and women tende‘d to be Sased upon an
essentialist paradigm anq, as a result, be conceptualised in binary form. However, ‘such
theorists as éhodorow (1984) édvocated the avoidance of essenfialism and biological
determinism when researching men, rejecting any artificially constructed social pseudo-
dichotomy between men and women. Similarly, Lorber (;993) challenged the biological

determinism viewpoint of:
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“Whatever a ‘woman’ is has to be 'femvalle'; whatever a ‘man’ is has to be -
‘male” (p. 568)..
Her position went beyond what many feminists believe in terms of gender b’eing a cultural
dverlay, acknowledging that whilst male and female bodies afé different physiologically:
~ ‘they al;e transformed by social practices to fit_the salient categories of a
society, the most pervasive of which are ‘female and ‘male’ and ‘women’ and -

‘men” (ibid: 569) .

In approaching the study, it was important to avoid the notential problem of categorisation
brought about by such binary opposition: gaining a cle‘ar undel;standing of men does involve
Iooking at them in relation to women (Arnot, 2002) but more particularly understanding '
them, both in relation to ofher men and to themselves. Indeéd, it is by goivng beyond
biological, essentialist distinctions of maleneﬁs .that,. a  more subtle and’ nuanced
understanding of men can be gained by considering the discourses of masculinity and

masculinities (Skelton, 2001).

An examination of masculinity, in its singular form,‘arises in the main from biological Iand
sociological model§ of men. Esséntialist in nature and largely based on biological
~ determinism, rnasculinity tend§ to ehbody or to conéérn itsglf with men's Sex or their
maleness. Such an understanding of men can be seen as‘relativeIY s-implistic, presenting easy.‘
solutions based upon polarised and biologically determined views of males and females.

Kimmel (2004: 2) provides a helpful distinction, defining the terms ‘sex’, ‘male’ and ‘female’
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as biologitally framed, with ‘gender’, ’masculirﬁty’, ‘femininity’ and the social meanings of
fnaleness and féma‘leness being more culturélly defined. Butler’'s theory of gender
;;erformativity provides a particularly apposite way of looking at thv male student English
teachers ‘do’ their gender and how their gender is imposed urpon them and is not embodied
by‘ being biologicaily determined. Such a study of student teacher socialisation from a
gendered perspective and seen through the lens of masculinity was conducted by Tho;'nton
(1999), in order to look at the differences between female and male student;teache.ts"
adaptations and developm'ent. However, Whitehead (2002) warns that:

‘notions of ‘men and masculinity’ are always likely to remain, to some extehf,

idealised products, representative of both the social conditions of the time

and dominant ideological or discursive ‘truths” (p. 16). .

It has become relatively widely accepted that all men ought not to be treated as belor{ging to
one homogenous group and that the biologicalAand sociological labels of ’n;ale' and ‘men’
will apply to a complex apd diverse set of human beiﬁgs that vary across groups, cﬂl‘JItures and
time (Cohen, 1996). Indeed, Cornwall and Lindisfarne (19945 remark that:
‘Essenti_alist interpretations of the male / felméle dichotomy are a major :
_problem in comparative studies.of gende,r [and that] notions of ma§cu|inity, \
like the nétion of gender, are fluid and situational’ (p. 3).
Similarly, Mac an Ghaill warns:

“‘we need to consider not only gender differences but also relations between

young men and women and within young men’s peer groups. It is important
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to see rriasculinity not simply as complementary tn femininity - Masculinities v
are also developed in specific institutional contexts in relation and against
 each other’ (Mac an Ghaill, 1994: 61).

It can therefore be unhelpful to speak of masculinity as if it were a fixed, universal essence;
rather, one might view masculinities as a dynamic and constantly changing grouping of :
associa\ted meanings and behaviours. It is through such e focus upon masculinities in its
plural form that a more complex study of men whd are located in differeni times, spaces and ,
cultures is able tci emerge:

‘a constantly chenging collection of meanings that are constructed through

reiationships with kthemselves, with other men, and with the world. A social

constructionist perspective understands gender definitions as neither statvic

nor- timeless, but historically artieuiated 'within and ti\'rough, peopie’s |

interactions with their worlds’ (Kimmell, 1987a: 223).

Maior studies of men and masculinities have tended to emerge k,from ceuntries w’ith
- established traditions of men’s studies, such as the Unifed Staies of America (Brod, 198r7‘;k~
Kim‘mel, 1987a, 1987b, 1987¢, 2004; Messnef, 1993f 1997; Kegan Gardiner,‘2002), vCa_nakda‘
(Frank, 1987, 1996, 1997; Kehler, 2000) and Austraiia 4(C’on‘nell, 1587, 1995; Lingard an’d"

Douglas, 1999; Martino, 1999, 2001). In the United Kingdom an established body of work on

masculinities has developed, which is pro-feminist in nature (Mae an Ghaill, 1994; 1996;

Connolly, 1995b; Paiker, 1996; Hitchcock, 1997; Whitehead, 2002). The term 'pro-feminist‘ :

signifies the work of men gender theorists who acknowledge and utilisefeminist theory in o
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their research and analysis, critically engaging with dominant constructions of gender,

sexuality, race, class, and disability, and pointing to the discrimination of those on the

margins.

As a male researcher studying a group of men, | have acknowledged notions of both
embodied masculinity and relational masculinities. The work of a number of feminist and
pro-feminist réséarchers has been central to my thinking in these areas; in partiéular, Conn¢l|

(1987, 1995), Collinson and Hearn (1996a, 1996b, 2001), Hearn (1987, 1992), Jackson (1990,
1998), Kimmell (1987a, 1987b), Lingard and Douglas (1999) and Mac an‘GhaiII (1994, 1996)
have informed my study, in exploring the experience of a small group of men. '~ Also
important are studies that have examined gendered perspectives of teacher socialisation

from a feminist viewpoint, such as Skelton and Hanson (1989). -

The study hés links with studies relating to ‘perceptions of men and boys in society, for
example men as role models for pupils, classroom ’relationships with boys and girls and
pupils’ attitudes to English (Swann, 1992). Cohen (1992) Highlights the language used By
teachers in school to describe boys. Also of relevance are modes of masculinities assoéiated
with boys, such as ‘effortless achievement’ (Aggleton, 1987: 73), the ‘myth of effortless
achievement’ (Cohen, 1998: 28; Power et él, 1998) and ‘cool masculinity’ (Martino, 1999), all
of which inform the study. | also explore the manner in which men training to be feachersl
are often percéived in stereotypical ways and the 'Ianguage used to describe t_hem by

mentors and colleagues and by the men themselves.

28



~ An indication of the muitiplicit\) of masculinities to be found within school settings can be
seeii from the range of literature concerning the reproduction of pupil masculinities within
the classroom. ‘Cool guys, swots and wimps: the interplay of masculinity and education’
(Connell,'1989) explores maniiestations of hegemonic behaviour in relation to academic
achievemgnt, as does “Cool boys’, ‘party animais', ‘squids’ and ‘poofters’: interrogating the
dynamics and politics of adolescent masculinities in school’ (Martino, 1999), which brings in -
the added‘ dimension of imputed sexualities linked to attitudes toward schooling. kThe
identification in Mac an Ghaill's (1994) study of masculinities of the ‘macho lads’, the
‘academic achievers’, the ‘new enterprisers’ and fhe ‘real Englishmen’ suggests that itis
through teenage boys’ response to relatively recent neo-liberal curriculum i'eforms that their
underlying assumptions in regaird to educational values can best be”gauged. In addition, -
there are the accounts of primary schooling, where Connolly (1998) compares the positioning
of the ‘bad boys’ to that of South Asian boys, and Warren’s (1997) uaming of the ‘princes of
the park’ and ‘working-class kings’. Importantly, these studies do not discuss masculinity as
somefhing relating only to iriterpersonai relationships, but allso highlight the inteructions |
between masculinities and institutional life: ;
‘It is not tou strong to say that masculinity is an aspect‘of institutions, and is
produced in institutional life: as much as it is an aépe;t of personality or . ..

produced in interpersonal trénsactions’ (Connell, 1997: 608).
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Asa consequence, research into masculinities and schooling has tended to explore the ways
" in which schools have developed dominant images of masculinity and in which boys and men
construct, negotiate and reconstruct their identities in regard to these through their own

histories, intersected as they are by class, ethnicity, culture, religion and sexuality. -

One of the ce,ntral concepts in any study of masculinities is the discourse of hegemonic -
masculinity (Cennell, 1995), which describes the underlying power perceived to be held by all ‘\'
males withi.n social eontexts. Hegemonic masculinity is a term used to describe the mode ‘of’
masculinity which at any one point is 'culfurally exalted’ (Connell, 1995:77): ft refers to‘those
dominant and dominating modes of masculinity that claim the highest status and exereise
the greatest influence and authority. Hegemonic mésculinity isa positien which is achieved
: es a resuit of’collective cultural 7and institutional practices, and aSsefte its auth‘ority throuéh :
such practices, particularly through the media and the state (Kenway, 1997b). Of Vparticuylar\ ‘f
relevavnceuis thet hegemonic masculinity is consfrueted in ’relation both to wbmen end to e
subordinated masculinities, and is heterbnofmetive (Epefein, 1998; Leck, 1999):

‘the view tﬁat ihstitutionalised heterosexualityy con’stivtu'ees’ the standardkfko‘r ST :

legitimate and prescriptive socio-sexual arrangements’ (|ngkaham, 1994: 204). oo

Hegemonic masculinity is not ‘fixed’, though; it is in a constant state of movement and is

_achieved by dominating, rather than obliterating, alternative patterns and groups. Kenway

and Fitzclarence (1997) have suggested that:
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‘hegemonic masculinity mobilises around physical strength, adventurousness,
emotional neutrality, certainty, control, assertiveness, self-reliance,
individuality, competitiveness, instrumental skills, public knowledge, :

discipline, reason, objédivity and rationality’ (p. 121).

Although not all men or boys aspire to, or even attempt to engage with the relentless
demands of hegemonic masculinity, according to Connell, (1995: 79)'all men do benéfit from
the 'patriarchal dividend’, which is the advantage that men fgain from the overall
subordination of women without necessarily beirig in the vangua;d of struggles involving
hegemonic masculinity. Hegemonic masculinity defines what it means to be a ‘real’ man or
boy, and all other forms of masculinity are viewed in relation to this form. HoWever,
| hegemonic masculinity is not embodied within individual personalities; r;ther, it Is the public
facé of male power. For instance, while the construction énd positioning of the ‘lads’, both 4
by themsél\)és an;i by thé authors of 1970s research into schooling (Willis, 1977; Robins and
Cohen, 1978; Corrigan, 1979) were based upon traditional, dominant forms of white, working
ciass masculinity, it was not necessarily the case that the boys:thc‘emselves liyed out this way
of being. Rather, it could be said that the ‘lads’ in these ;tu‘dies were, at the time, actuallyk
con;fructing' and performing the masculine identities which would piace them inb what

Connell (1995: 79) was to depict as ‘the frontline troops of patriarchy’. |
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2.2 ¢ 'The Iosi: boys
:rhe issue of boys’ undérachievement hes been one of the dominant issu‘es in the fielbd of T
educaition over the past two deeades, affeeting all ph’ases of education and all subje‘ct‘
areas, although none more so than English at secondery level (Aino; et al, ‘1999). ’ An
indication that the balance between male and female achievement was shifting first -~
became apparent in tne early 19905: ) V
i ... recent evidence ... - suggests that the traditional female educatienal
disadi/antage ‘has disappeared and Abeen replaced by emerging male e
- educational disadventage' (Fergusson and Horwood, 1997: 84). St
The evidence for this conclusion had emerged from the results of GCSE exazminations anci
subsequently from A-level results. These showed that the attainment gap between‘girls and :
boys vi/as widening in the girls’ fai/our in arts and humanities subjec'ts, wnilst in the sciences
the traditional advantage of boys over girls was narrowing. Tne publication of the Ofsiced.'
Report ’Bo{/s and English’ in 1993, came in response to the apnarent under_achievernent of
bqys in Engliéh. Its openingk paragraphk was unequivocal: : |
‘Boys do not do as well as girls in Engiish in schools. There are contrasts in
performance and in attitudes towards the subject. ‘Tne n'\ajority of pupiis"‘v | :
who experience difficuity in Iearning‘ to read’and write are byoys. ! Boys' » L
“results in public examinations at 16 are not as geo:d as girls’, and many' rnbre :

girls than boys continue to Study beyond 16’ (Ofsted, 1993ﬁ 1). -
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The report’s conclusions challenged much of the then orthodox thinking among many
t‘eachers, a legacy of the still influential second;wave feminism of‘ the 1970s and 1980s "
(Sharpe, 1976), principally the focus upon equal opportunities for girls across the currir:ulum,
and the coneern for girls’ relative underachievemenbt, particularly in Mathematics and
Science (Delamont, 1999’). Subseque‘nt debates over boys’ onderachievement have sought
to overturn such discursive configurations,k representing the undifferentiated éroup ‘boys’ as.
victims, with ‘girls’ being relatively privileged. A signiflcant feature of these debatves involves
reinforcing sirnple binary oppositions between, ‘for example, boys and girls, femininity and
masculinity, where the girls' success is seen as. at the expense of that of the boys (Kenway,
1995; Yates, 1997). Some authors (Gilbert and Gilbert, 1998, Mills, 1997; ngard 1998) have
since suggested that this spotlight on boys’ achlevement was a ‘defensnve reaction to glrl-‘
'focused equality initiatives’ (Harris et al, 1993: 14) or a ‘discourse of derision’ (Delamont ‘
1999); while the preoccupation with male underachievement that resulted was a form of |
‘anti-feminist backlash’ (Martino 1999: 289). In similar vein, Kenway (1996 448) describes it

as ‘partly a reassertion of masculinity’,

In the years since the publication of the Ofsted report, a ‘globalisyed moral panic' (Epstein et ‘

al, 1998 3) has developed ‘around what is often described as the problem of boys
‘educational underachievement (anfin 1998). The rhetonc of polltluans and newspapers |
has served to place schools and education at the heart of this moral crisis. The whole
problematic of boys’ underachievement hasin many ways become the dominant lssue within

~ the education press and political speeches on schools and schooling. For example, the 'l"imes 7
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Educational Supplement (TES) carried headiines d’ecllaring that school work was ‘Not for
i/;imps’ (TES, 6 Octoberr 1995) and later‘aski’ng ‘Where did we go wrong?' (TES, 14 February‘
1997).1 Broadsheet newspépers similarly headlined articles which distussed ‘The ’failing sex’
(Guardian, 12 Marc’h 1996) and called fo‘r schools to provide a 'Claséroom rescue for Briiain's
lost boys’ (Ihdependent, 5 January 1998: on the same day, that paper’s Editorial was entirely”
devdted to this issue,‘gnder the headline ‘Never rhind theﬁries, under-achieving boys need
bractical help’). On the face of the evidenc'e, the boys—in-crisis-discourse s‘eems to present ah
overwhelminé case for the existence of a "b'oys' problém’, sharing the characferistics of a :
much wider males-in-crisis discourse (Brittan,1989; Foster et al, 2001; Whitehead, 2002). -
Head.lines such as ‘Don’t blarhe wimmin boys, bla‘me your dad: Why the Frai|‘Sex is Male’
(Guardian, 19 September 1999), proQidé further evidence of alarm émor‘g the broadsheets at
the shi.fting‘ postmodern gender o’rder. More recent reports have higvhlrli‘gh'ted the focus 6n
boy’s behaviour and educational underaéhievement, pérticﬁlarly in respect of white WOrking
ciass boys’ Uﬁderachievement, such as ‘Back of the queue: why‘ qur wﬁite vboy’s loSe out at‘,
school’ (TES, 12 Jax:\uary 2007) and '85% of poorer white boys fall short in GCSEs’ (Gdafdian, 1
February, 2008), which have highlighted the ’manner in Which tﬁé corhbinétidh Qf ciaﬁé and
gender have produced a situation where ‘ther vast majority of white erking class boys ’are'
leaving school with too féw qualifications. .... White boys In disadva’ntag‘ed area§ are the -
IoWest performing group of pupils in schobls after the small pop‘uylation of travelief childreﬁ’ :

(ibid). - -
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In the media, fhe boys-in-crisis discourse has spotliéhted boys aﬁ 'the‘ new disadvantaged
‘('Epstein et al, 1998; Gilbert and Gilbert, -1998; ,Lihgard and Douglas, 19995; com;;eting |
victims/, with boys’ interests set against those of the girls (Cox, 1997 in Foster et al, 2001: 1).
For example, each summer, the bublication of GCSE result‘sr has brought forward a catalogue
of alarming assertions, with leading figures in education, politics and the rﬁedia reflecting on
the failure of’workin‘g class boys, and the media speaking out to hi'ghlvight the need to address
‘the criSis'. of male underachievement (Bright, 1998), and to devise rescue ‘rescue plans fdr
the weaker se;.x’ (Lee-Pbtter, 2003). Chris Woodhead’s 1996 TES article, lmbuéd with aIl’t’he
~ gravity and authority of his role as Her MajeSty’s Chief Inspector of Schools, declaféd thgt,‘
‘the failufe of boys and in pérticular, white working class boys is one of the hbst disturbing'
problems we face within the whole education systefn' (TES, 15 March 1996). ‘Similarly,yf k
politicians have argued that ’Mény schools are already addressing ‘the issue/ of bdysf :
“underachievement successfully = but too ma:ny schools ére nyotv' (Morris, 1996) and have
called for schools to 'chélilenge the laddish anti-learning ;Qlturé whiﬁh has begh allowed to .

develop over recent years’ (Byers, 1998).

As a result of this enﬁphasis, in popular and government debates, the emphaéis has not been
on the achievement of thekgirls or on the improvéd le\'/elsvo’f perforn*iahcekof both béys and :
’girlbs,, but simply upon male underachievément, the failure of boys b‘at éll st’ages'of fhe '
. seco‘ndary schodl system to achieve similar levels ,°f atfainment to’ t’ryvio’se 'of girl# (Teese et au,
1995; Yates, 1997; Murphy and Elwood, 1998; Reed, 1998; Arot et al, 1999). | However,‘inv

reality, the picture is more complex thar'\, might be inferred from such stark_headlines.'
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Although the gender’gap did widen in English secondary schools in the years fo|Iowing‘the
'mtroductlon of GCSEs (1988) and Natlonal Curriculum tests (1993), this does need to be
contextualised against a background of steadily rising achievement levels in both boys and
girls, at Key Stages 2 and 4. As Hatcher {1997) points out: ‘raising levels of pupil achievement
does not necessanly entail reducmg educational mequahtles - In fact, standards can rise
while the equality gap widens’ (cited in Hall and Coles, 2001: 216). Consequently, the
emphasis of the debate about ‘failing boys’ and ‘boys’ underachievement’ seems somewhat
, misairected: 'the issue is nc;t so much about underachievement but instead about differential
rates of improvement, with the excitement actually generated by the fact that, over time,
the trajectory of the trend line of achievement for girls has been steeper than that of boys.
Given this year-on-year improvement of both girls’ and boys’ pérformances, it seems odd to
talk of the underachievement of b‘oys compared to girls; the term appears to be a misnomer

for what has actually occurred. .

However, whilst the view that the issue is to do with the underachievement of all’BOfs, or
even of most boys is too simplistic (Arnot et al, 1999; Lingard and Douglas, 1999), research
has shown that there are typical patterns to which mahy boys do conform.‘ For instance,
Gillborn and Mirza (2000) dempnstrated that, when the éducational attainment of boys and
girls is compared within ébcial classes, or within ethnic groups, girls invariably do better than
boys. It is recognised that, although boys are not an undifferentiated group, there ére broad

similarities within sub-groups that allow valid generalisations to be made. A number of

research studies have been conducted, rev'ealing that inequalities generated by race or social |
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class apparently have greater impact than those caused by gender (Gillborn, 1997); However,
"che Joseph Rowntree'feport, Tackling Low Educatioaal Achievement’ (2007) focuses on the
crisis Mdiscourse and its implications for public policy in its unequivocal identification of .
educational failure, with gender highlighted as the decisive factor, rather than class or ethnic
origin:

‘Disadvantage qf various kinds lies behind much of low achievement. ~But

different groups in the population respond differently to their circumstances.

There .is very ‘obviously a ‘boy thing’ .. The gender aspect shows that

disadvantage is not a consistent factor in low achievement: the girls come

from the same families and mostly go to the same schools, but do much -

~ better’ (Cassen, and Kingdon, 2007: 6).

In spite of the concerns over boys and schooling from press and politicians, dominant views_
of masculinities have rarely been explored. In essentialist debates, little problefnatising has
- arisen of the seemingly implicit acceptance of the posi\tio‘n of ‘healthy idlenesc in boys’,
which suggests that healthy boys should not work at a subject' they dislike (Cohen, 1998).
Indeed, ‘healthy’ boys~are often seen as those who do not necessarily take up the work of -
schooling, and therefore, by implication, those boys who engage in the process of working
hard for good grades are by contrast, unhealthy, o'r ‘other’.” Furthermore, Mac an Ghaill
(1994: 59) has shown that, for many boys, being seen to be working at acquiring academic
credentials can be identified as a signifier of effeminacy. A number of studies (e.g.

Walkerdine, 1989; Alloway, 1995; Epstein, 1998, 1999; Skeitoh, 200_1) have argued further
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that l:he appe‘arvance of working diligently at schoel bwork may be l/iel/yed as a ‘feminine’
.p’factice, and that boys who work hard risk being seen as ‘a girl', or worse still ‘gay’. There
are many examples in the literature of boYs resisting working hardﬁin order to avoid being
seen as ‘gay’ or ‘spoffs’ (Connell, 1994; Measor, 19‘99). Such behaviourris evident as early as
the early years of primary school, where no label is worse than that of being called s'gay'
(Renold, 2001). As Epsfein (1998: 97) points out, 'tne rejection of the perceived f’femininitf'
of academic work is simultaneously a defence against the charge of bein‘g gay’. l-:pstein |
(1999) and Inéraham (1994) theorise heterosexuality asa compulsory element in the social
_context of schooling and argue that many boys who are identified as feminine.are often the
targets of heterosexism, homophobic harassment and bullylng (Sears, 1997;7 Epstein,‘1998; -

Rofes, 1998; Skelton, 2001).

The influence of the peer group appears to be central to the roles that Abo'ys adept in’ school;
it is within the peer group network that masculiniﬁes are eollectively‘ contested, malntainved‘
and regulated. - Each group attempts‘to impose its own definitien of rnascnlinity; 'thus
reinforcing its members’ own social pesition. In turn, this'pr’ol/ldes a eontext for ~the
mediation of the pupils’ schooling experiences. For lns’tance, Redman and Mac an G'haill ‘
l1996) highlight, in an English c‘ontext,}’that tobea ‘real’lbo.y inschools is to’ be in epposition
to the feminine and to ‘feminiseel' versionsof haSCUIinity. kA‘t an lnstituti-onal level,}boys'
iden_tities are formed ln relation to ‘the formal curriculum and to the categories lt‘ makes
available, including the academic/vdcational, arfs/scierlce, and fhe : academic/snoﬁlng L

polarities. For instance, the ‘hard’ scientific version of cleverness that is highly prized In
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| school exists in opposition to supposedly ‘soff subjects‘,k like art, music and English, which are
Viéwed as easier options, somehow lacking in due rigour and seriousness:
’E.}nglish has battled from the} beginning against being classified as a “soft”
- option’ (Knight;, ‘1998:'38);
They are, inrreffect, girlisﬁ subjects and not-for ‘real’ boys. In si‘mi|ar vein, to be ‘bad at
games’ can be viewed as implying a suspect lack of ma\nly vigour and hinfs at effeminacy,’

while to be uninterested in the core aspects of ‘laddishness’ is to risk a charge of being ‘gay’. -

2.3 kThe ggndered curriculum

- At times, pupil cultures c‘an emerge as a response to the pevrceived 6rthodoxy of the school
| curriculum. - For example, the male .pupils in Martino’s (1999: 25:3) study of é secondary
schoql who participated in a ‘cool rﬁasculinity’ were not academ}ic failufesj rather, théy kwér'e
i.nvolved ina middle class protest rhasculinity that rejected school wbrk énd high acadefﬁic
achievement. For them, adopting a high sporting and social profile c’onst4iltuted a particular N
’cool masculinity’ that was institutiorjkal‘ly san‘ctioned, sporf béing a particularly highly 'Valued
aspect of the’school curriculum_. Earlier r;search by Aggleton (1987) ;had sirﬁilarly suggested
- the emergence of a new kind of middlé claﬁs, whose Qalues' do’ hot ﬁece;sarily éligh with
éducation and training. career pathways. These stgdiesq clarify the ways in\Which‘ thé}
relationship between masﬁulinitieé and’the 'curriculum does not work invdeterrhir‘)istic Wayé; o
pupil§ can effectively negotiate chricqlum agendas (Davies and Huht, 1994). Hdwéver, if‘the ’

curriculum does operate as a resource through which masculinities are produced, it can
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therefore be understood as a structure that closes off and opens up spaces for the formation

of masculine subjectivities.

Rather than viewing‘ pupil groupings in terms of . a simple pro-Schd‘ol or aﬁti-échool
dichotomy, Mac én Ghaill (1994) has suggested a more nuanced épprdach, in order‘ to
capture these/ new dim‘ensions. In his study he identifies fqur.groups of malé pupil typeé to
répresent different styles of masculinity within the secondary school: the 'macho I"ads", thé
‘academic achievers’, the ‘new entreprene‘ufs' and thé ‘real Englishmen'. | These' pupil groups
positioned their masculinities in relation to the school orgénfsation and more particulérly in
~ relation to the curriculum.- For instance, while the working class ‘macho lads’ rejected f(;rmal |
- schooling, the ‘academic achievers’ legitimised and affirmed the schoolying procéss, ioéatirig
themsel‘ves firmly within acadefnié subjects. By way of contraét, the ch>rkikng class 'ne\VNV
entrepreneurs’ located themselves within high status technical and vocatio}‘nal su‘bjects, asa
resource through which to deVélop their masculinities. The fiﬁal group, the ‘real Englishmen’
represented a group of‘ middle class students who, like the ;machd lads’, rejercted fhe \)al;.vlesv
o'f Schéoling but unlike the ermer remain;d ambivalent to its significahce. Tﬁe broduttion of
their partichar masculinity included honesty, being different, individuality and aUtbnomy,' =

features which they claimed were lacking in the school’s middle class culture.’ G

Mac an Ghaill's research (1994) invesﬁgated notions of manliness and peer-gfoup cultures, =
central to which was the culture of not being seen to work hard in order to achieve

academically (Connell, 1989; Chaplain 19'96; Gilbert and Gilbert, 1998; Epstein, "1998;
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Warrington and vYou‘nger, 1999). ‘He argued that boy'ls were not prepared to accept ti1e
cdriventional school ethos of striving hﬁard for examination success and that fheir own
masculine constructions bf suc'cess actually inverted\the suppbsed norms of the academié
l classroom. Similarly, Arnot et al (1999) highlighted a key motivating factor for niany middle
class boys: P
‘In perceiving th’emselves as positioned betwee‘n ther ‘macho lad’ an‘d the
sexless swot’ (Aggleton, 1987: 72), they aimed for ‘effortless achievement

(1987: 81) - a reverse of the protestant ethicl’ (p. 138).

24 | Beyond ‘The giander divide’
‘Boys’ achievement in secondary schools’ (Ofsted, 2003) was a follow-up survey to The |
\gender divide' (Ofsted, : 1996), Oisied's first investigation into gendef diffefentials in -
‘educational achiever;nent. In its summary of _main findings, fhe 2003 report echoes much of}
the content of earlier sur\)eys, Stating: .' : |
) ‘When boys enter secondéry school they éfe already well behind girls in English, S ‘
» although they achieve 'marginaily bietter’than girls in mathematics. Exceptin a
small number of schools, the gap does not close dUring the setondéry yeais. LT
des continue to achieve less well than giris i’n"Key Siage 3 tests ‘and' Ge'}nerali. . |

Certificate of Secondary Education (GCSE) examinations’ (Ofsted, 2003: 3). 2

Through its analysis of sthools’ }inspection feedbaék, the report provides‘\ an analysis of the

findings and makes recommendations for préctice based on the data. The principal theme; o
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that emerge fronﬁ the report are ‘performance gap’ ‘ana ‘causes of boys’ underperformancé'.
| Wfitten in characteristically performatii_)istic language, the reporf d‘o’es acknowledge fhe
comp.le;(ity of the gendered practices thaf produce boys’ educational underperform'anc’e., In
summary, the report’s key findings were that génerally boys’un'derper'form acrbss the -
curriculum, but particularly so in language-based subjecfs and in activities which require a
level of ‘reflection’. However, significantly, the report hfghligh;cs evidence from eiahinatioh
results, that: - |
‘evenin 5 traditidnally male area like resistant méterials, girls have overtaken

the boys at GCSE’ (Ofsted 2003: 7) .

Its suggested strategies for improVing achievemt-;nt ére acknowledged as complex, requirihg ‘
a combined approach based upon: o |
»’a positive learning ethos, good teaching and classroom managémént,' close .- -
~ monitoring of individuals and effectivé support for learning’ (Ofsted, 2003 3);‘ e .
Ai:co.rding to the survey, boys respbnd well to careful p|anning, bace, chal|éhge; clear 2
rewards, clear ‘Iir‘nits and boundariés. HQrﬁour and a consistent,’fair-mihded abproach to
rewards and sanctions are also identified as factors. It s, pel;haps, wo’rthy of noté ‘that the -
| réport does dismiss the notion of a ”bdys"learnin‘g style’ aﬁd highiighfs the prpblematic of
privilegidg boys’ educational attaiﬁment over that of girls, citing Su'knanda‘n’s ob‘servatiéns :
that: |
‘there is the dangér that staff will be encouraged to explcit the différing areas :

of male and female strengths, rather than address their weaknesses ..
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secondly, given the current popular focus on boys rather than girls, thereisa: -
danger that staff will concentrate iheir efforts and resources into modifying
trie learning environment to address the needs of boys without necessarily
making as much effort to address the needs of girls’ (Suknandan, in Ofsted,

2003:11).

Siénificantly, the survey does report that, ‘there is evidence that boys are rather less inclined
than girls to iearn from indifferent teaching’ (Ofsted, 2003:3). It is difficult to avo'id the
conclusion that boys’ resistance and non-compliance toward less engaging teach’ing} ivs a
gendered response from adolescent males engaged in the normative performance of |
masculine identity and seekir\g confirmation of their masculinity through an enti-school
display of non-conformity (Willis, 1977; Mac an Ghaill, 1994; Connell, 2000). The report
analyses data collected from GCSE and Key Stage 3 assessment results, which indicate a
significant ga‘p in attainment between boys and girls in sUbjects requiring higher—order
literacy skills. The analysis concludes that in many schools, boys’ underachieveme‘nt‘is '
associated with: |
‘poor skills in the use of language, which is reflected in their performance in
GCSE examinations in modern foreign languages, religious education and
drama, as well as in English language and literature. Boys achieve nofably
worse results tha-n girls in National Curriculum EninSb tests at Key Stages 2 -

and 3’ (Ofsted, 2003:4).
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The report highlights the work of Shipman and Hicks; noting that 'mqsculine’ peer culture
had a significant impact on boys’ motivation: ‘ L S
‘The most important factor that prevents the motivation of boys identified by
the pupils and teachers alike was the boys’ peer g.roup culture. The presénce of -
friends in the group made the boys work less hard. The peer group observed in
s;hqol was not an anti-work but a pro-social gro‘up wifhin the peer group tﬁé
boys worked tol establish their self-esteem through social interaction not

academic performance’ (Shipman and Hicks in Ofsted 2003:10).

Arriving four years later but continuing to reflect many of the findings of the 2003 . -
Ofsted survey, ‘Gender and education: the evidence on pupils in England’ (DfES,. 2007)
provided a similar wide-reaching survey and analysis of quantitative data based upon
records of examination results covering a period from thé 1950s to 2006. This report
¢on§|udes that whilst gender can be seen as a relatively stable indicator of éducational
performance; both social class and ethnicity also play significant partsi

‘Whilst gender does independently. predict attainment, the social classAgap has

greater explanatory power and for some ‘groups, ethnicity is also a more -

* important factor than gender’ (DfES, 2007:5).

The report suggests that boys’ anti-conformist gender performance is a major explanatory
factor in differential achievement. However, in common with the perspectives of theorists

such as Martino and Meyenn (2001), the report concludes that ‘labelling’ boys as
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underachieving is too broad-brush and argues that the policy focus -on boys’
underachievement can shift attention ayvay from the fact that many girls are also low'
attainers‘ (inES, 2007: 5). The report suppo'rts the arguments of feministand pro-feminist ‘:
theorists, suggesting not only educational practices that challenge images of hege'monic ‘
. masculinity bdtarguing that:

‘there is not a case for boy-friendlypedagogies - ped_agogies which appeal to
and engage boys are equally girl-friendly’. o

(DFES, 2007: 7).

The report stresses that strategies to raise the achievement of boys should not-be applied in
a way that could be detrimental to girls’ social and academic progress. Similarly, it raises the
crucial qoestion of whether the debate of the underachieving boy has any relevance if the :
educational advantage gained by girls dlsappears on entry to the labour market The report
-seeks to explore reasons for the gender gap’ (DfES, 2007: 7) and finds them in the gendered 4 .4
beha}vnours of the male peer group. The construction of a dominant hegemonic masculm‘e’ E

sui:ijectivity through some boys’ anti-school gendered performance |s identified as central to -

the maintenance of identity and social standing within themicroepolitics of the male peer - ”
group, becoming normative for a sizeable majority Drawing‘from the r.esearch of ‘Arnot etal
(1999) and Forde et al’ (2006) the report asserts that academic work is devalued
. conceptualised as femmrne and therefore at odds with the normatlve expectations of o
youthful masculinity. It depicts a tension between the academic expectations of schools

where a discourse of performativity and accountability prevails, and the disengagement from
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the curriculum of a sizeable proportion of malg pupils. indeed, Forde et al’s (2006) research
cbfiﬁrms the widely held view that negatiye anti-school strategies increase the self-worth of
boys witﬁin their peer group and therefore become an identity resource. Behaviours such as
procrastination; withdrawal of effort, poor presentation and di;ruption are practised in order
to protect and project this ‘male’ identity. |
2.5 - Boys who like English are faggots
‘English i§ a subject suitable for women and the second- and third-rate men - -
who are to become schoolmasters’ (Sanday, 1893, quoted in Palmer, 1965:

104-117).

From the its very beginni_ngs, acaderﬁics and English students have felt compelled to e>;plain
that what appeared to be a ‘soft’ subject was actually.'hard' if you looked rigorously enough.
Indeed, between 1919 and 1921 the authors of the NewboItYRebort: The Teaching of 'English
in England were exercised by a, charge that has been heard repeatedly since, and concluding:
‘It is suggested that [English] is a ‘s;aft option’. This is an a;cusatfon which
affects the whole of our inquiry. If it were made good, it would éo along way - )
towards - providing a justification' for denying Engﬁsh the place in our
education'syst‘em whic‘h we demand for it. Above all, it would be fatal to t’he»
claims of English at the university'stage .. Our answer to it is that the charge

- is untrue and the danger imaginary ... [the] ‘man who enters én English -
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‘School’ hdping for an idle or easy time should at once find out he has -

deceived himself’ (Para 194).

Over 70 years later, with the pUblicatfon of the 1993 Ofsted report ‘Boys ‘and English: Could ,‘
do better’, the realisation dawned that a sea-change had‘ taken place within a relatively brief
period. The report’s conclusions overturned much of the then still prevalent thinking about
Eﬁglish teaching. Rather than continuing to view the subject as a relatively easy option,
teachers were ﬁow urgéd to consider ways of n)aking Eng'lish more accessible for boys, by
choosing more boy-friendly, male-centred texts (as will be shown, fn the case of my own
department at the time, that would have been difficult indeed), by varying teaching styles
within the classroom and by ulooking at the ways in which assessments were made.
Considerétioh was made of the us>e<of shorter questions, seeking factual infc;rmation about
chronology, plot and character (at which boys were felt to be more comfortable), at the

expense of Ioriger questions about relationships, emotions and the effects of language.

The report’s focus upon English was pa&icularly ﬁnportant because it marked a meeting
place of ’fwo powerful signifiers [which] shape our current educational Iahdscape; the
‘underachieving boy’ and the ’failing school” (Reed 1998; 56). English, and Literacy at
primary level, nov'v came to be viewed as feminfsed (Moir and Moir, 1999), haviné adoptedr
teaching styles and assessrﬁenf practices that éncouraged girls' skil»ls, 'fo the detriment of _
those of the boys (Péllack, 1998). At secondary level, the then-recent introduction of.

coursework was similarly felt to have benefited girls’ performance at the expense of that of
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the boys. Whereas attention had previously been focuSed predominantly on issues of girls’
dis’ﬁadvantage within Engli'sh, attention was now switcﬁed fo the boys (Martin§ 1995a, 1995b;
Alloway U‘and Gilbert 1997a, 1997b, 1997c; Davies 1997; Gilbert 1998; Gilbert and Gilbert
1998; Webb and Singh 1998). Within my own department at the time, consideration was
being made of the perceived gender bias of tﬁe texts studied within the English curriculum.
Without kr{owing it, the department had embarked upon an aﬁdit of the kind suggested by
Stdnes (1983), Whyte (1‘983) and Bainels (1985), who had shown that many of the books
chosen for reaaing with English classes in schools were biased tovwa}rds boys’ lives, and

suggested alternatives with positive role models for girls.

By and large, our analysis had revéaled that the positive, proactive and, ultirhately,
interestihg characters in the class te;<ts studied predominantly tended to be male (e.g. Chas
in Rbbert Westall’s ‘The Machine Gunners’, Bill in Janni Howker’s ‘Nature of the Beast’,
Benjie in Betsy Byars’ ‘The Eighteenth Emergency’, Toby in Michael Morpurgo’s ‘The War of
Jenkins’ Ear’, James in Penelope Lively’s ‘The Ghost of Thomas Kempe'). Conversely, wher.e :
female characters took centre-sfage, they éoo were presented in conventional roles,. often as
carers (e.g. Carrie in Nina Bawden'’s ’Carrie’s War’), disabled (e.g. Geraldine in Marlene
Fanta Shyer’s 'Welcorr;e Home, Jellybean;) or as an outsider. (e.g. Perdita in Nina Bawden’s
T He Witch’s Daughter’; Martha in Robert Swindells’ ‘Abomination’; Kizzy in Rumer Godden’s

~ ‘The Diddakoi’).
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The department .was actively trying tol seek out texts that would prove challenging to such
stéreotyped images.' Gene Kemp's novel’ ‘The Turbulent Term of Tyke Tyler’ was one such
text alre;dy in existénce, but it was felt to be both dated and rather limited, revolving as it
did around the ‘unmasking’ at the end of the novel when the reader realised that Tyke wasin
fact a girl, coﬁtrary to their expectations. In addition to these plot énd character limitations,
many pupils had already: encountered the text at primary schoél, and often felt the urge to
shére the ending’s secret with those who had not, which seemed rather to remove the entire

point of studying the text.

The department was also seekiﬁg to broadén the scope of texts that‘ pupils encountered,
valuing and promoting the ‘vernacular literacies’ (Hall and Coles, 2001: 218) that arev often
~ underrepresented and underprivileéed in compérison to the hegemony of fiction in’ the
English curriculum, at all stages, from the early yea;rs of prirhary education through to the
end of compulsory schooling at age 16. The intention herev was not specifically to address
issues of boys’ underachievement; it was largely accepted that girls’ reading of such texfs fs
still broadly narrative-focused in compari.;,on to that of the boys,:anc'l so would corfélate
more closely with that valqed in formal tests of reading and writiﬁg. The aim was one of
‘recognising - and respecting’ (ibid: 211) such choices, father fhan viewing them as

representing a literary under-class.

The years since the publication of the report have witnessed a number of strategies and

initiatives, each aimed at bridging the gender gap in terms of boys and girls’ performance in
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English. Howevef, although some of these might have ,had some slight effect on improving
the boys’ grades, this has usually at Ieast been matched by similar improvements in the
grades achieved by girls: little change in the grade differential between boys and girls has
been recorded: |
,‘Many' interesting duestions have been raised by examination statistics, not
least why boys have failed to raise their performancev levels over the last
decade at the same, or an equivalent, rate to girls’ (Arnot et al, 1999: 125). ¢
These strategie; and iniﬁatives, often stylistic and pfesentational, have largely been based
upon a series of gendered assumptions, deriving from and reinforced by anecdotal classroom |
' experience and professional folklore, from teachers and wider professionals puzzled by such
a sudden and dramatic change in emphasis and seeking practical answers. These gendered
aSsﬁmptions quickly became accepfed as ‘truths’ by the English teaching esfablishment, ‘
although at/the time there was little, if any, research-based evidence uplon which to base‘
| these wide-rahging, blankef statements about an entire gender group. The new ‘truths’
were that | |
‘.. girls had an advantage in: e*tended pieces; answersj to open-ended
questions; showing audience awareness; writing reflectively; writing
empathetically; writing imaginatively; discussing | character hotivation;
conversation/dramé; writing about poems, about literary prose and about
drama; preparing for assignments; discussing assignments with teachers, and

listening’ (Frater, 1997: 32).
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As a school subject, English seemed to be based ubon too many uncertainties to be
cd'r';\prehensible to the Uncomplicated dominant mascﬁline mind, which is attracted to
notions on strength, muscularity, and beating opponents:

‘It is a rare young man that can maintain his position as a heterosexual male,

appreciate sport, and perform outstandingly in Engli.;,h' (Mclvor, in West,

1996a: 77). o ' |
for the rest of the boys, appérently, English is ‘enemy territory’ (Alloway and Gilbert, 1998:
11): boys and r;eading and boys and literature were frequently mentioned by teachers as
potential trouble spots in educating boys. - Potentially - hegemonic constructions of
masculinity are not necessarily compétible with the constructions of the ‘literate self that
are expected of students in the English or literacy classroqm; in short:

| 'pérformances of masculiﬁity rﬁay be at odds with‘perfc;rl_'nances pfeferréd in

English literacy classro‘oms" (Gilbert‘1998: 22). N

Odone (2003),"wri§ing in The Observer,‘ links the numbers of men teaching English and the

number of boys studying English at A level:
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The boy who believes that reading the Brontés Will get him teased in ihe
playground can on/Iy be disabusedrby a respected male role model waxing
lyrical about Jane Eyre and Wuthering Heights. But this figure is Increas;ingly
rare. Just as learning English is branded girly, teaching English — indeed
teaching any subject —is stuck ever more in a pink ghétto of Miss Jean Brodie
with only the odq (very oc{d, the rumour mill \&ould have it) Mr Chips’
(Observer, 12 October 2003).
Here, she links ‘together‘ two other elements relevant to a study of male English lteachers:
English as a feminised subject suitable for girls and the impact of representations of English

teachers in literature and popular culture (Weber and Mitchell, 1995). - -

Howevér, it was not only in the United Kingdom where the subject of English was felt to be
: un'dergbing some form of gender cfisis; | In Australia, fob, the sLnbjett that shbwed the
greatest gender différence was Ehg!ish; girls' fesults Were on averagg of 25% hiéher than
those of the boys (McGaw; 1996)‘. Similariy, a repor}tk intvo4achieVemen; thro:}uxghdut Australlia
fbund that: | | :
'Where boys can avoid doing Engli’sh, they often do; and wlhén they éan't, they
often fail. 6nly certain subjects are real subjecfs fbr boy;' (:I'eese et al, 1995 |

108-9).

" There has been a téndency to construct the topic of boys’ underachievement in English

!

principally in terms of gender difference, and to investigate the issue almost exclusively from

a gender (and gendered) perspective. A perhaps unintended consequence is that a

1
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stereotypical construct of male achievement has emergéd, and now dominates the way male
underachievement is perteived. For example, Pugh (1995: 19) asserts that ‘the underlying
basic reason for boys’ underachievement’ is boys’ view that English is a female subject. In
similar vein, Reynolds (1995: 16) states‘ that the subject of EngliSh is ‘literature-based,
privileging rial;rative and valuing personal, affective responses’ and that 'these‘founda‘tions of
the subject can be fundamentally unattractive to boys.’ Anvexplicit link éxists between
identification with hegemonic or complicit ma‘}sculinity and the rejection of traditional school
literacy practice;s. Ina Widely cited example, Martino (1995: 354) found that not only were
heterosexist practices connected to specific kinds of school perfprmance, but also that
students could clearly articulate the positioning of workers and achievers as gay, quoting one
pupil who argued: -

‘English is m;)re suited to girjls because it's not the way guys think. This =

subject is the biggest load of bullshit | have ever done. Therefore, | don’t

particulérly like this subject. 1 hope you aren’t offended by this, but most

guys who like English are faggots’ (Martino, 1995b: 354).

M.ore recently, a 2002 research réport ‘Addressing the educational needs of bbys‘ (bEST,
2002) found that: |
‘a number of boys sugge.;,ted ‘that they or other boys would not want to work
hard or to appear to like school,i ’and espécially subjects su;:h as the
humanities or English, in case they were p;rceived to be gay or called a girl’

(Lingard et al, 2002:128). -
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In similar vein, Casson and Kingdon {2007) qqesﬁon whether there is something about the
nafilre of schooling itself vwhich contributes to boys’ diséngagement. Their report for the
Jolseph Rowntree Foundation argues that the pursuit of an anti-education culture is a refuge
for boys who rﬁay have lost their esteem as learners in primary education. Peer group
culture and fhe influence of hegemonic masculine identity practices are identified as
particular barriers to boys’ achievement. Lack of literacy and resding skills are identified as
critical factors contributing to boys’ disengagement:
-~ ‘Boys may‘indeed identify reading as ‘feminine’ or an unmanly thing to do, ata . = -
" time when they are forming their own identities’ (Cassen and Kingdon, 2007:
21).
The authors conclude that whilst there is concentration on boYs' achievement, ‘it is because
being boy§ constitutes a source of difficulty over and above that conferred by disadvantage’
(ibid: 23). The idea that studying English is an inherently female process Is also articulafed :
by Frith: e . I U R
-l am suggesting, theﬁ, that the idea that the ‘normal’ position of the reader as -
male is a very odd one. - The required position of the readilng subject, the
reading process, conforms much more closely to the conventional prescriptioné
* of femininity than those of masculinity.'- Itis hardly surpfising that most students

of Engl.ish Literature are women’ (Fﬁth 1991: 72).

It would appear from such studies that not only are some forms of masculinity at odds with

academic achievement, but also that specific forms of achievement are at odds with
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heterosexué‘l hegemonic masculinities. Tellingly, in theif report on the educational need.% of
bdyé, Lingard et al (2002), ycon‘\ment on gendered subject cl‘wic'es,' ‘notivng that:: .
}'boys' avoidance of humanities subjects .. steers them away from the Very T
areas of fhé curriculuh’that have fhe potential to enga'ge them in critical

reflection on issues of gender’ (Lingard etal, 2002: 21). T

Milier (1992,V199‘6) considers the gendefed construction of English'alongside the WIderr
feminisation of 1£he teachizng profession.” She argueé that English is not regarded as a figofous ,
course of study (1596: 193) because of its poténtial ‘civilising influence' and perceptions of
its female characteristics as ‘domestic, parochial, consolatory ahd unthkeatening’. Miller
- (1996: 193) suggests that this ‘femaleness’ of English is due to the large nu4mb’ers of fémal.e ,
students wantihg to study English, t6 the subject’s ‘civilising influence’ and toa suspiéion
about ‘academicising’ the teaching\of reading, writing and literature. waever, fhe sitUatipn :

is fu&her con;plicated by the history“of English as a curr’iculx‘:m subject ‘that‘has bee’nl s
dominated by male legislators and academics in constructing a subject which,‘as Miliel; ‘

observes (1996: 190) promotes male hegemony but is staffed mai’hly by worhen.‘ ‘Indeed, o
because of the numerical predomiri‘énce of female English 'teache‘rs, [‘)Upibls';’e;(perienéés of
male English teachers generally tend to be limited to men-who ‘are perceived as lacking :

economic power or being generally irrelevant and therefore are viewed as unmasculine.” -

Such studies of English as a gendered curriculum space can be seen as a key contributory

factor in English as a university study being studied mainly by WOmeh'-f indeed, recent figures
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(TDA, 2010) suggest that, in the United Kingdom, ?ftef several years when relative male
paft’icipation in the subject was slowly ris‘ing (partly due to the increasing popularity of A
level English Language, which attracts a higher proportion of male students), full-time intake
now stands at around 75 per ceht female. fherefore, male pupils who opt to study English
are assuming a position that is in many ways counter-cultural (Millard, 1997: 81-82). As a
minority group, men studying English tend to form homosdcial bénds against ofher students;
in svpite of English being a field one of whose major concerns has been a critique of
traditional assun‘1ptions about gender. As Knights (1998) has noted:
- The hale student of English is going against the social grain ... As members of
a minority within the student body, males have to negotiate their standing,
and fend off the effeminacy that may be attributed to them by other

- students’ (pp. 39-40).

2.6  Proper work for a man?

Arguments relating to boys’ performance in schools, in particular to their underachievement
in English and literacy, potentially risk pel;petuating an essentialist _’vie'w of boys, together
w‘ith a deficit model of boys’ achievement, as suggested by Myhill (1999, 2000). However,
one of the principal strategies for raising bc.ays', achievemént ink general has been the
encouragement of more men to enter the teaching profession; a response fo the perceived
_feminine culture of schools (Mills, 2000; Hayes, 2002): Headlines have aéked: ‘Are schoéls
failing our boys?’, ‘Do boys need more ;nale teachers? and ‘What about the boys?’ (cited in

Fine, 2001). Foster et al (2001) provide a perspective on the issue of men providing role
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models for boys:
) ‘... it is proposed by supporters influenced by recuperative approaches that
more men teachers should be encouraged into teaching to provide boys with
male role ’models’ (Foster et al, 2001: 6).
As Carrington and Skelton (2003) highlight, a number of such initiatives aimed at boosting
' male teacher recruitment have been presented within'official discourges asa s‘olution to the
attitudinal problems of many working class bays in schools, together with their lower Ievéls :
of achievement. However, the authors argue that there is no evidence to suggest that the
fact that the teaching profession is predominantly female makes any significant difference to
young people’s achievement. Similarly, Smedley (1998a) in writing about ‘the feminised
culture of primary schools’ warns against the dangers of naiveté in approaching the issue of
boys’ undéracﬁievement with a 'comrﬁon sense’ solution of recruiting more male teachers:
‘It is too simplistic to assume that r_\umbers of men can be recruited, work as
- teachers 4of young children and straightforwardly raise standards, in part by

offering positive role models for boys in particular, or for girls’ (Smedley,

1998a: 147).

In promoting these strategies, it appears that there has beeﬁ little explicit cdhsideration of
the types of male role model to be recruited, although by implication these 'm_en should be

_macho, straight and able to identify with boys’ inte’rests (Skelton; 2001). Howéve_r. a
potential danger then is that such male teachers may encourage a particulér type of bonding

with boys, which will encourage laddish behaviour, further reinforce stereotyping and, at the
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- same time, margin"alise girls. Furthermore, the evidence éctually suggests that the gender of
the Eeacher does not impatt on the academic attainments éf either boys or girls (Martin and -
Marsh 2005; Carrington; Tymms, and Merrell, 2008), nor that boys seek male teachers in
order to provfde them with ‘role models’ (Bricheno and Thornton 2003; Hutchings et al,
2007). EqQaIIy, i't appears that whenever: researchers have investigated the extent to which a
significant improvement in boys’ attitudes and achievements caﬁ plausibly be attributed to
the fnfluence of male teachers, the conc_lusion has invariably been that they are unable to do
so {Ashley and Lee, 2003; Carrington et al, 2005; Thornton and Bricheno, 2002, 2006;

Carrington et al, 2008).

Universities report higher failure rates and greater difficulties amongst male trainee teachers
than with- female trainees (Carringfon and Skelton, 2003; Foster and Newman 2005;' .
Thornton and Bricheno, 2006). However, despite such research findings, the Training and
Development Agency (TDA) has funded a number of projects aimed at encouraging more
AnA'\en into teaching. Underpinning such initiatives has been a belief that the absence of
appropriate male role models is a contributory factor invboys' undefachievement. Indeed,
the majority of arguments in favour of increased numbers of male teachers suggest that the
teaching profession has become increasingly feminised and'that, as a consequence, the
education of boys has suffered because of the lack of male role models. - Although teachers
_are clearly not thé only role models for pupils, they are both powerfui and strategically
located (Connell, 1989). In public perceptions, the field of feaching Is élosely related to

femininity (Walkerdine and Lucey, 1989), and it has been argued that men might avoid
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| teac‘hing because working with children is pércei{/ed as ‘women’s work’ (Burgess and Carter,
1995), or a ‘soft option’ (Connell, 1985). In fact, such perc’eptions might well be reflected in
statfstics from Powick Bridge University, which reveal a significant imbalance between males
and females entering the PGCE course to train as secondary English teachers. Figures overa-
ten-year period 1998-2008 clearly reflect a trend, in which males form less than 27%.of the
total intake, possibly a reflec;ion of male educational undérachiévement; of a perception of

English as a ‘feminine’ subject; or of society’s view of teaching as a feminised profession. .

2.7 Male rdle models for boys

However, achievement is not the only concern of those advocating male teachers to be
teaching boys. There is a way in which there is an engagement with mythopoetic, or what
Lingard aﬁd D'ouglas (1999) refer tc; as ‘recuperative’, masculinity politics (Lingard et al,'
2002). Mythopoets freqﬁently draw on assﬁmptions about a natural or essentialised
masculinity, which needs to be nurtured from boyhood to manhood by a father figure
(Biddulph, 1994; 1997; Pollack, 1999). The theme of.the rﬁissiﬁg fathér is a common one. in
the mythopoetic literature (Kimmel, 1995; Mills and Lingard, 1997; Gilbert_ and Gilbert, 1998;
Mills, 2003). For many mythopoets, the pressures confronting boys could be avoidéd if there
were a greater proportion of men involved in their upbrjnginé. Ukewise, they highlight the
fact that so many boys are currently being brought up by mothers in single-parent .
5 households. In the light of such domestic imbalance, it.is suggested that male teachers cén

become influential father-like figures for boys:

‘Men can show boys that reading, writing, music, art and learning is as much a
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- man’sasa wbman's world’ (Bjddulph, 1994: 145). .
The fi’mpoftance placed on fathérs is evident in some schools' programmes of fathers reading
to sons or’in ‘dads and lads’ evénings' that have been organised in braer to bring fathers into
their children’s, or more specifically their sons', lives. A key role that such father figures are

often expected to play is in the disciplining of their children. -

Simiiarly, an aspe;:t of teaching that can be seen as providing a context for the emergence of
particular formaﬁons of rhasculine identities is that of classroom discipline. Howard (1991)
" has contextualised the ways in which historically, school discipline regimes have created
particular kinds of men; for example, the schools that she investigated subscribed to the
ideology that 'tough’ feachers make tough boys’. . Likewise, Connell (1989) suggests that an
inability to be powerful and authoritafive is culturally reflective of an inability té be a ‘proper
man’; indeed, a lack of competence in a particular practice is frequently associated with signs
of ‘weakness’ that align with popular assumptions in relation to femininity. n schools;
teachers’ aWareness of the pedagogical styles other teéchers, informed by notion’s of gender,
creates an irhpression of ‘good’ or ‘bad’ teachers. Consequently, ‘good teachers’ can be seen
a§ ‘real men’, with ‘bad teacl';ers' having ‘problems’ (Wolpe, 1988). Likewise, in Robihson’s
(1992) school, a competent teacher is one who can keep a .class quiet: a quiet class vyfas
viewed as a class‘tha’t could be managed (or ‘tamed;) and in which learning éould be
zachieved. The implied suggestion that male teachers 'are‘ better able to ‘discipline’

troublesome boys reinforces dominant impressions of masculinities at the heart of many of
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the issues relating to the education of boys, in pérticular (Martino and Meyenn, 2001; Mills,
ZOOi} Martino and PalIottaQChia'rolIi, 2003)." Indeed, as Franf:is ana Skelton (2001) suggest:
"Mahy students, teachers and parents see meﬁ -as being ‘natural’
_ disciplinarians. - And many male teachers may seek to perpetuate this
construcﬁon of themselves in order to befter achieve a construction of ‘hard'

masculinity’ (p. 13).

The recruitment ¢.:f male téachers is not without complexities and coﬁtradictions (Francis and
Skelton, 2001;'Skelton, 2001). ‘Real’ men are the desirable ideal, that is, those who are
heterosexual and'whq engage in manly activities that mark them as heterosexual, activities
that they can model as appropriate interests and pursuits for boys. This descrfption of ‘real’
men, however, is in contrast v«vrithx nﬁrturing qualities so often situated as important for
teachers (Epstein and Sears, 1999). In developing recruitment campaigns aimed ét attracting
‘more men intoutéaching, governments have not been clear about what kinds of men are
| required if boys are to be motivated to want to work harder at school. If the “addishness’ of
boys is equated with anti-school attitudes then presumably male teachers need to be the
antithesis of such masculine constructions, but, ‘if they do nof draw on hegemonic forms of
masculinity (such as ‘having a Iaugh", being competitive, enjoyfng sp‘ort) then it fs likely that
boys will fail to relate to them (Francis 1999; Skelton 2063; Martino 2008). In order to
| _emphasise their ‘manliness' some male teachers rely upon gendered discourses or puf--
do‘wn§ to male students iﬁ ways to control them (Mills, 1996; Roulston and Mills, 2000;

Francis and Skelton, 2001). As Francis and Skelton (2001) argUe, male teachers often:
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o ‘emphasise those aspects of teaching that are’ more compatible with

conventional masculihity' (p. 12).
However, the suggestion that male teachers might be more likely to accept or tolerate
‘boyish energy' does point to potential Iissues relating to complig:ity betWeen male pupils and
male teachers, particularly in relation to'boys' gendered performances (Roulston and Mi!ls,
2000; Francis, 2000; Skelt_on, 2001).  Such notions of 'bdyish eﬁergv evoke ‘an image §f
essentialised masculine behaviours, typified by the ‘boys will be boys' approach to boys'
behaviours, together with a view that schools should value such behaviours. The suggestion
that ‘normal' boy behaviours»are not valued in school is often associated with the backlash’

perception of schools as feminised institutions that are not ‘boy-friendly'.

28 Asoftoption?

The ‘concept of teaching as a ‘predominantly female’ career (Sargent, 2001: 44) has been
~examined fromufeminist and pro-feminist 'perspectives (Deem, 1980; Miller, 1992, 1996);
Traditionally, teaching has not been viewed as an appropriate career for men (Skelton, 2001). |
One potential explanation for this rejection of teaching \a‘s a suitable occupation fc;r men is
the interrelationship between hegemonic.gender and heterosexuality; heteronérmatiﬁity
applies not only to pupils and their performance, but to té‘achers as well (Evans, 1999;
Francis and Skelton, 2001; Skelton, 2001). For example, an interest in working with children
_is associated with ‘the feminine’ and ‘womanhood’; therefore, a man who expresses an
interest in teaching can be read as not a ‘real man’ (Sargent 2001). M‘oreover, the link

between masculinity and sexuality is sometimes seen as carrying a further implication: thata
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sinister sexual agenda must be part of the reason for wanting to teach young children.

The men in this study are seeking to enter a career where they will be outnumbered by
women undertaking similar jobs (Goodwyn, 1999). Given that statistics suggest that‘more
pupils are taughf by female teachers than by male teachers (Thomas, 1990, 1991; Daly, 2000;
Wiiliams, 2005), then numerically, at least, teaching is not only a predominantly female
profession but also one that arguably is becoming more feminised:’

‘A central ti’\eme of >this new anxiety is also, of course, the femi}misation of ~ -

schooling: all the Ways in which the increasing presence of women in teaching -

may have led to the sense of education itself being somehow an unmasculine - -

business, inimical to the majority of working-class boys’ (Miller, 1996: 135).

The qualities of caring and communication that women are generally percéived as possessing
can be particula‘rly associatéd with t’he role of the teacher. The term the ‘feminisation of
schoolirng‘ (Miller, 1992, 1996) is moSt frequently used to refer to the numerical
predominance of women teachers; Sargent (2001: 44) deliberately uses the term
‘predominantly female’ rather than ‘female dominated’ to indicate the inequalities of power,
where the majority of workers are women but the major poliéy makers tend to be men. It
can also be used to imply that this gréafcer number of women teachers haks ensured that the
climate of schools has become overly ‘feminine’, where classroom »c‘)rganisation ‘and
management, assessment practices, curriculum content are all sympathetic to girls and

alienating for boys. - As such, the ‘feminisation of schooling’ has negative connotations.
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However, such a presumption that schools are ‘feminised’ in the sense they are ‘girl-friendly’
is in contradiction to the literature that indicates girlls - and indeed boys - continue to be

treated in gender stereotypical ways (Paechter 2007; Forde 2008).

The concept of the ‘feminisation of schooling’ (M'iller, 1992, 1996) provides a useful way of
approaching a study of mabl‘e En.glish teachers’ entry to the brofessfon. Similar tb other men
in studies of ﬁon-traditional occupations (Williams, 1992, 1993, 1995; Smedley, 1998b;
Roulsten and Mill;, 2000), the men in this study, were viewed as something of an anomaly.
They were entering a profession where women were in the majority; théir rarity value not
only conditioned th'e ways in which they were perceived by men and women within a school
setting, it also raised questions regarding pupils’ precon;:eptions about themf | Also of
relevance is the notion of being an outéider entering an established community (Tinto, 1993).
Cornwall and Lindisfarne (1994: 4) address the assumptions that link masculinities and power
in social intera&ions: these berspectives on masculinities and power inform this study,
especially in relation to workplace relationships between male trainees and female English

teachers and mentors.

A wide range of preyious research has been conductéd into ’thle initial teacher education of
secondary English teachers (Davies, 1996; Goodwyn, 1997; furvey, 1997, 2000; Leach, 2000;
Marshall et al, 2001).7 In the main, such research has tended to focus upoh studént English

teachers’ ideologies and upon their understandings of the subject of English; as such, it ha; ,

relevance, both for higher education and initial teacher tkaining and for the teaching and
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learning of English in‘ schools. However, the majority of thi.§ reséarch has not concerned l;self
eithél: with the gender of student teachers and the mentor§ With whom they train or with
notions of the feminisation of English (Miller, 1991, 1996; Thomas, 1990; Daly, 2000).»
Similarly, the issue of génder ha; tended to be overlooked in research into English teachers’
philosophies. Several writers provide useful perspectives on Eﬁglish teachers’ relationships
with their pupils, colleagues and the subject of English (Peim, 2003; Bousted, 2000, 2002;
Marshali, 2000a, 2000b; Marshall et al, 2001) that are relevant for the current study;
however, they do not specifically consider the role of gender. Similarly, research into pupils’
gender and éttainrlneknt in English (Thomas, 1990; Ma&ino,1994; Millard, 1997; Myhill; 2000)

has tended to omit the role of teachers’ gender.

The conflicting "perspectives on the éendered nature of secondary schools need to be
considered. The study is rooted in secondary English, an area of controversy and debate,
which has tradiéionally been a male-dominated subject in terms of its legislation and
canonical construction (Marshall, 2000b), but has also become female-dominéted in ifs
delivery in the classroom (Reed, 1998; Darling and Glendinning, 1998; Williams, 2005).
Typically, in an English Department, there may be one man to five or six women; indeéd,
qui;ce frequently,"ghe only mén will be the head of departmént. Reed (1998) reveals a
dirﬁension that is particularly relevant for this study, by identifying the specific areas where
female teachers dominate the teéching wofkforcé, including English teachers‘: " |

‘It is also of significance that thé subject areas and teacherS linkedy most closely

with the problems of boys’ underachievement are predominantly female:
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~ English teachers, primary teachers and special _educétional needs teachers’ (p.

“62).

Mac an Ghaill (1994: 1) highlights the paradoxical nature of gender in schooling, which he
refers to és a ’mé.écuﬁnising agency’ (p. 23), with a teacher workforce dominated by females
and where schools‘ are managed by managerial systems ‘th‘a't become intreasingly
mascﬁlihised. The paradox for this group of men training to become English teach‘ers is a
~crucial one: as tﬁe men enter schools, they must negotiate their masculinities and
professional identities within the predominantly' female English departments in which female
teachers deploy hegemonic beha\;iours. Davies (1992) warns of the potential dangers of
contextualising dominant forms of secondary school management alongside ma-sculinity.‘
Bradley (1993), too, is helpful in identifying the issues in relation to the ways in which men
entering predominantly female work contexts are perceived, in terms of ihvasion, infiltration
and take ovef. This might possibly be a perception of the male student tnglish teachers who
are about to enter the profession by women currently performing the role well. 'Th‘ere is

possibly a similar suspicion, held by the women, of these men wanting to do their job,

underpinned by a feminised vision of how the job of an English teacher should be performed.

2.9 Men learning to teach English
The professional standards for initial teacher education require all student'Eninsh teachers
to be allocated a trained school-based mentor, who will be an English teacher working in one

of the university’s training partnership schools. - In this study the majority of mentors,

66



responsible for ‘coaching, counselling and assessment’ (Fletcher, 2000: 1) were feméle, as

weréj’most other English teachers with whom the students came into contact. As a result,

the concept of the ‘feminisation 6f schooling’ (Miller, 1992, 1996) is central to the

experjences of the men in this study. Miller’s study provides a social and historical context

for the male student t_eachers' experiences in joining a prédominantly female profession with

a history of low status. If, é.s suggested, education has become an ‘unmasculine busjness' for

pupils (Miller, 1996: 135), the extent to which teaching is also perceived as ‘unmasculine’ by

the male trainees- who, 95 pupils, wili themselves have experienced a 'predomihance of

female teachers is Worthy of exploration.

However, although the numerical superiority of female teachers is' a key feature of such

feminisation, i‘t ‘is’by no means the ohly one. Teaching has been, and continues} to Be, |
perceived as ‘women’s work’ (Williams, 1992, 1993; Miller, 1992, 1996), hot only ‘in the

, pfimafy and earIy yeafs sector but also in arts and humaniti‘es’ Subjects iﬁ the ;econdaw

‘school. ’ Wheré they do exist, male teachers in this sector or these subject areas are seen as

‘minority men’, something of a curiosity in. a predominantly female-populated profession.

According to Mac an Ghaill (2003), teaching has become more professionalised over the past
‘twenty-five years, its functions seen as ‘masculinised’ despite ‘being performed mainly by
women, many of whom have taken on ‘hard masculine’ roles in middle and seni‘or
management positions (Hey, 1996; Coleman, 2001). He argues that, because teaching has |
borrowed'managerial practices from the world of buéiness and c»ommerce,‘ it has become

more masculinised. However, paradoxically, whilst management and leadership structures
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‘have been masculinised, teaching is increasingly ma'naged and led by women. The men in
the current study remarked upon their female colleagues’ perceived power (Duncan, 2002)
and achievement and commented on the ways in which they merged the managerial and

caring elements of their role.

By investigating the experignces of the nine male trainees, an understanding can be gainéd
both of their expectations in relation to teaching and of tf\e productipn and perfor’mance of
their masculinities; in the classroom, in line with Haywood and Mac an Ghaill (2003). The
men’s experier;ce is further magnffied because of its setting within the secondary school
environmevntv. In secondary schools there are further layers of 'masculiné’ and ‘feminine’
subjects (Thomas, 1996). Thg feminisation of English as a subject in itself (Daly, 2000) exists
in the perceptidns of» pupils and feachers, in addition to the workforce statistics of men
entering a predominantly female profession. Here, the issue of men entering occupations -
thvat are regarded as ‘women’s jobs’ {(Williams, 1993; Miller, 1992, 1996) relates to a groub of
men enterihg the predominantly female workplace of the English department. In their
ethnographic re‘searchv study, Warren and Hacknéy (2000) have explored 't'he issue of a
female researcher’s reception in a male-dominated field, usiﬁg the coﬁcept of ‘the honorary
male’ (Sexton, 1969). The cbhcept'of the ‘honorary female’ is relevant to the men in the
current Study, as ‘honorary’ gender status and feeling ‘gend‘erless' ‘are part of the experiencev’

of male student English teachers.
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2.10 English teachers are different
Pike"l(2003) claims that trainees are unaware that English is ‘ontological’ (p. 92’) and that
‘Being in English teaching tfanscends method and explication’ (ibid: 98). Being an English
teacher involves Soth conscious uses of methods and explications and an awareness of less
tangible processes. The impoftance of a particular type of personalfty and a particular type
of subject knowledge welre noted by Mathieson (1975), whose | study considered the
relationship that English teachers have with their subject. English teachérs d’o}form a
distinctivé group :;nd are aware of their diﬁerenée (Goodwyn, 1997: 29), as they both see
themselves,‘and afe seer;t by others, as different from other teachers because their teécher
socialisation is actually framed and informed by the subject. Itis a distinctive way of teaching
that is associated with the content and the processes of ‘doing’ English that is a creative,
often organic amalgam of reading, eriting and talk that utilises what pupils bring to the
English classroom. As Dooley has pqinted out: |

‘English is a subject'more profoundly engaged with the processes of identity

fqrmation than any other. Every engagement with evefy text involves, at

some level, the negotiation of our sebnse of self with external world. When

that engagement takes place in a public space with a group of péople, thereis

no telling how many personal stories coqld be circdlating, how many

narratives are being written and‘rewritten,‘ challenged and affi‘rmed’ (Doolé?,

2008, in Knights [ed.] 2008:73).
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As Creber (1990) obServed, good English teachers are ofte’n unable to articulate quite what
they”'ére doing, but understand how to shape a lesson in 'order to exploit good learning.
Similarly, C'larke et al (2004: 2-3) characterise English teachers as being concerhed with
certain core values, ranging from valuing the sentient individual and linguistic heritage to
generafing responses steeped in individuality but founded on a shared unshakable ideology:
'Cerfain values centr;l to English teachers’ common ideolo.gical stock have
vlooked on tempests and have not been shaken’ (Clarke et al, 2004: 2).
However, at the sgme time Clarke et al acknovx;ledge the ‘permeability’ of English, believing it
to be a subject that is mutable in a way that Mathematics and Science are not. Indeed, the
problem and the joy of English is that the subject defies definition and continues to grow and

change (Davison, 2009).

In discussing the first iteration of the English National Curriculum in 1991, Professor Brian
Cox (1991) identified a number of different views of English teaching: |
e  The ‘personal growth' view, which focuses onthe child; it emphasises thé relationship |
between language and learning in the individual child, and the role of liferature in
developing children’s imaginative and aesthetic lives. |
o A ‘cross-curricular’ view, which focuses on the school: it émphasises that all teachers
(of English and other skubjects) have a responsibility to help children with the
~ language .demands 6f different subjects on the scﬁool curriculum: otherWise argas of'

the curriculum may be closed to them, -
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An ‘adult needs’ view, which focuses on communication outside the school: it
" emphasises the responsibility of English teachers to prepare children for the language
demands of adult life, including the workplace, in a fast-c'hanging world. - Children |
-~ need to learn to deal with the day-to-day demands of spoken language and of print; -
they also need to be at;le to write clearly, appropriately and effectively.

A ‘cultural heritagef view, which emphasises the résponsvibyility of schdols to lead
children to an appreciation of those works of literature that have been widely
regarded a; amongsf the finest in the |a'nguage.

A ‘cultural analysis’ view, which emphasises the role of English in helping children
towards a critical understanding of the world and cultural environment in which they
live. Children should know about the processes by which meanings are cohveyed,

and about the ways in which print and other media carry values.

Here, we can begin to see some of the philosophical standpoints underlying particular

epistemologies of English teaching. Often, English teachers will have adopted such

viewpoints instinctively, without entering into an inner debate on the relative merits of

‘

particular cases. Positions taken will be intimately tied up with Individual teachers’

personalities and areas of interest; indeed, some teachers may be unaware of their own

natural inclination, never having questioned the rationale behind their own particulaf

approach. -

The teacher taking a ‘personal growth’ view considers the transforming power of literature,

of pupils seeing their world in new and different ways as a result of exploratibns inside the
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Engljsh classroom. The teacher who adopts a ‘cross-curricular’ view might consider the
) overlé/p petween English and literacy, asking where one ends and the other begins and
seeking to identify links between the literacies of individual subjects across the curriculum,
perhaps looking .for opportunities to design and implement integrated arts projects across a
number of subjeéts. The tea;:her with}an ‘adult needs’ view sees English very much as a .
vtransactional subject, one that prepares pupils for the particular démands of thé workplace
and of adult life in' general, keeping an eye on changing technologies ~and seeking
opportunities to utilise thesé within the English classroom, with life skills such as letter and
report writing being paramount. In the ‘cultur:;al heritage’ view, literature is at the heart of
the curriculum, with classic poetry, prose and drama being studied in order to gain an
" understanding of our nationhood and as an exemplification of éur national heritage. For the
teacher with a ‘cultural analysis’ view, hew media - TV, film, the press, .the internet, blogs,
wikis, podcasts and vodcasts are explored, both as texts for study and asv vehicles fér writing:

alongside newer literary texts, often from non-English settings.

Of course, such distinctions are artificial; there is scope for overlap; they are certainly not
mutqally exclu'sivve, nor is there an implied hierarchy with one pérticu|af viewboint seen as
the ‘norm’ or the most preferred. However,i they are useful ih summarising ’the rangé of
standpoints within English teaching,‘ and the majority of teachers wjll prpbably find
themselves instinctively drawn tdwards a particular standpoint. In a ‘s:ensé, these artificial
divisions are less evident in teachers’ everyday pracﬁce now than they wéré at the time of

writing, certainly since the establishment of the National Curriculum and the embedding of
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the Framework for Teaching English. Today, English teachin‘g is far less polarised. However,
pre-NrétionaI Curriculum, such distinctions were crucial, as teachers had the freedom to

follow their own areas of interest almost to the exclusion of other areas.

In a recent straw poll survey with the PGCE_ English trainees at Powick Bridge University, by
far the largest cohtingent (over 65%) identified themselves mbst strongly with the ‘personal
growth’ viewpoint. Of the remainder, they were split almost evenly between ‘cross-
curricular’ and ‘cultural anélysis’ viewpoints, with ‘cultural analysis’ just shading second
place. Significantlf, not one of the trainees fe\lt particular attracted to either the_'adult
needs’ or ‘cultural heritage’ viewpoints. Interesting \though these figures are, it rﬁust be
stressed that this was a relatively small sample (51 trainees) in a room together on one
particular afternoon, and as such should‘not be seen as particularly representative of a wider

group.

Importantly, for trainee teachers it is not just the subject that changes; they themselves -
change. How English should be taught in schools is informed by both what the Iegislator§
and the teachers think English is. Marshall ef al (2001) kobserve that:’ .
‘student teachers have not only to negotiate betwee_n theif own idealism and
the turbulent realities of the classroom but between competing views of i
English teaching’ (p.189). |
The experiences of the male student teachers in the study are analysed within the changing E

context of initial teacher education and the subject of English. Chapter 4 will present the
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men'’s experience of entering’ and being trained to te’ac‘h in the pfedomihantly female
‘envir\o‘/nment of the English 4Department. However, the next chapter outlines how in this
case loosely ethnographic methods were used for the data collection and analysis in

undertaking the study.
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Chapter 3: Research methodology

3.1 Research questions

The field work design was selected in order to explore the ways in which a group of male

secbndary English student teachers experience their in’itial teacﬁer education programme

and discursively construct ktheir masculinity around a subject traditiohally pércei?ed as

’femalé’. In particular, it establishes the key questions driving the pfoject:

1. Whét domiﬁant and Subordinate discourses do the nine male English studénts use in

» defining and constructing their‘mésculinities? -

2. What were the principal influences that had affectéd them to develop an affin}ity for
English and to opt for this career choice? |

3. How do they experienc.;e 'theirl year of training, and how do these discourses
contribute to the shaping of their experiences?

4. -  Howdo th‘ey construct particular forms of professional identification, and what s the
role of gender in these construétions;? ‘.

5. Inwhat ways does their gendered subjectivity become challenged over the course of

their training? = .

My intention in this chapter is to examine the decisions that were made in designing a study
appropriate to the investigation of these research questions, to discuss the nature of the
decisions that were made and to explain the issues that arose in making those decisions. The

chapter explores possible approaches to qualitative research methodology and specifically
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considers how loosely ethnographic methods were used to yield insights into the experiences
of a small group of men training to be secondary English teachers. The ethical and relational

considerations inherent in such a study are explored towards the end of the chapter.

Working as a university tutor on the Post Graduate Certificate in Education (PGCE) English‘
programme at Powick Bridge University presented me with an opportunity to investigate a
group ‘of men becoming iEngiish teachers by conducting a study in of 'people.in naturally
oceurring settinés' iBrewer, 2000: 6). Such an opportunity to collect, analyse and theorise
the contextual sour}ces of knowledge generated on the programme on which | myself taught
was appealing, as it enabled me to investigate an existing ‘social totality (Ball, 1991). By
exploring the “social authenticity' (Duncan, 2000: 460) of a small group of men who were
themselves examples of the phenomenon under scrutiny, the under-representation of men
training to’ be secondary English teachers, | anticipated that the findings would not only
benefit my own university education department but also have a wider relevance within the

areas of masculinities, the subject of English and initial teacher education.

Since the mid-1990s, debates about masculinities in the media ‘(Purves, ’1999) had
propodnded the value of male role models for boys' academic achievement and for the place
of men in a post-industrial society (Hey, 1996; Cohen, 1998; Connell, 2000; Delamont, 2001).
In addition, at the time of the study and throughout the years immediately leading up to it,
the recruitment and retentionviof undei'-represented groups, in terms of gender, ethnicity .

and age had been under close scrutiny in order to address a national teacher shortage in
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England, a scrutiny that has continued to date and, indeed, now serves a major focus for

Ofsted inspections of initial teacher education providers.

The focus of the research is an investigation of how this particular group of men’s
" experiences of mesculinity impacted both upon their self-perceptions and upon their
identities as student teachere. Drawing upon Foucault (1977; 1982)‘and Butler (1993), | was
interested to investigate the waye in which these men came to understand themselves as
gendered snibjects -within the context of a dominant culture in which normalisation and
gender hierarchies were endorsed. To what extent did these men demonstrate "an
awareness of their embodied practices of masculinity? In what ways did their own insights
into ‘doing masculinity’ (Colemen, 1990) inform their understanding about their developing -
skills and pedagogical capacities as prospéctive English teachers? Did the signifying potenfial
of English as a feminised Iearnihg area impact upon the performative and self-fashioning
practices of mascelinity, in terms of how these men talked about their own experience of
schooling and initial teacher education? In short, in what Ways did these inen's self-
perceptions as gendered subjects and, consequently, their experiences of doing or

embodying masculinity mediate their pedagogical relations and practices in the English

classroom?

In seeking to address such questions, | draw on a series of interviews with the nine men
during the course of their training to become secondary English teachers. The men raise

important issues about the performative dimensions of masculinity and‘t_he ped‘agogical
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significance of this in terms of their developing understanding about the limits imposed by
the ‘regulatory apparatus of heterosexuality’ and, consequently, a gender system built on the

repudiation of the ‘feminine’ (Butler, 1993: 12).

The initial spark that had fired the study arose from research into boys and Englishr, which
had developed into an area ‘of particular personal interest over a period of around fifteen
_years, first as h.ead of a secondary English department and subsequently in relation to my
roles wit'hin initial ceacher education. The research topic was pertinent as, since‘ the cnid-
19905, debates abnut masculinities in the media (Purves, 1999) had expounded the
importance 6f male role models for boys' acadefnic achievement and for the place of men in
a post-industrial society (Hey, 1996; Cohen, 1998; Connell, 2000; Delament, 2'001).‘ By the
~early years of the twenty-first century, tne topic of male teachers as role models had come
increasingly to the fore, in turn Ieading to a consideration of the topics of male
underachievvemeni,‘particularly in English, of English itself as a gendered curriculum space

and of teaching as a gendered profession. .

It was towards tne notion of ‘becoming’, fecusing upon a .sense of self-image and
professional identity, that the proposed research design became drawn. It was clear frem
the outset that | was deeply involved and engaged in the'pcoposed area of research, both as
participant and as researcher; as such, it was perhaps natural at that point to feel
»predisposed towards reflection and observation, but as yet without either an articulated

theoretical perspective or a methodology. - The initial planning process began with an initial
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" interest in participant observation, possibly adopting an aufobiographical stance, but with a
keen ‘éwareness of my place as a potenti'al locus of tension in the narrative. :Early
considerations also focu;ed upon notions of truth and validity within both the research
process itself and the eventual thesis presentation, especially in exploring the relationshfp
between the researcher and the‘res-earched in a qualitative study of this nature. Over time,
these questions, tpgether with a sense of my situatedness, led to a decision tb depart from
the approach‘initially planned. Indeed, so intimately involved with the area under
consideration did'l feel, potentially so closely connected fo the viewpoinfs of the
participants, that vthe deliberate adoption of a rather more removed, noh-participant
research style was preferred (Cicourel, 1964), although one that would still allow both M

engagement and reflection.

The study involved researching a number of roles that | had previously experienced: English
student teacher, éecondary English teacher, curritulum mentor and university tufor. Burgess
(1984) describes the ways in which he ‘ar)d other education reséarchérs, Hargreaves (1967)
and Lacey (1970), utilised their status as a former teacher as ‘a base from which to conduct
their research.” In terms of non-participant observation | was, in Burge#s's terms, an outsider
}to the schools where the students were on placement but équally an insider, not only
working in the university’s education department with tﬁe student teachers but also With
personal experience of the issues involved in working as a man teaching‘in the 'seconda‘ry‘
English field. Such an outsider / insider position was similar‘ to that of Lacey (1977) in his

study of teacher socialisation, which provides a number of inSights relevant to this study
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- regarding the use of roles inherent in non-participant observatioﬁ in order to generate new
mean’iﬁ‘gs about students' perceptions of thei;r school exper;ence. As a male researcher who
was teaching male student English teachers, | had an intimate relationship witﬁ the study's
subject (Denzin and Lincoln, 1998). Both professionally and personally, | Wished to treat the
| male research participants as a special group, worthy of invesfigation, rather than as a
/ problem, My attitude wasv underpinned by writing about meh trhat shapes the field of
masculinities (Kimmel; 1987a, }1987b, 1987¢; Mac an Ghaill, 1994, 1996; Connell, 1995) and
was inflﬁenced by ‘theories on teaching boys (Jackson and Salisbury, 1996; Epstein et al.,

1998; Martino, 1999; Martino and Mayenn, 2001; Skelton, 2001b).

3.2 Research design-

The initial focus in the planning proces.s was in regard to the sélection of an appropriate

paradigmatic framework, within which such a study could éomfortably fit. As »part of such”
considerations, three key issues arose, regarding the ‘nature of the knowledge sources t'hat

could appropriately be collected if the researcvh questions werel to be' addressed; how such

sources mfght be collected, and the wéys in which they might t\)e analysed. A ‘close

examination of the research questions themselves revealed two distinctyivé features of the

research design: that it was the nature of the reflections upon‘ professional identities that

were to be explored and that this was a longitudinal studykthrough which differences,

changes and develqpment in the student teachers’ thinkin‘g during the ccv>urse‘of the PGCE'

year were to be examined.
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My own preferénce kfor qualitative research afises from an interest in people's lived
experiéhce (Van Manen, 1990), which is both part of my biography and of my work as an
English teacher, reflecting Strauss and Corbin's (1998: 11) belief that: "Some persons are
" more orientated and temperamentally suited to doing this type of work'. Denzin and Lincoln
(1998) similarly characterise such an instinctive relationship with a particular research
methodology:

‘Qualitative researchers self-consciously draw upon their own experiences as

a resoUrce in.their inquiries. They élways think reflexively, historically and

'biograph'icalh/ (p. xi).

Strauss and Corbin (1998: 33) also suggest that 'a researcher's own preference, familiarity,

and ease with a research mode inevitably will influence choices'.

As the study focuses upon uncovering and exploring developmental influences and critical
incidents among a group of nine male student English téachers, a quantitative research
framework was felt to be unsuitable. In contfast, a qualitatfve, loosely epistemological
approach has the flexibility to meet the needs of a small-scale research project ~focused on
seeking insighf into a particular situation. It was therefore decided fhat such a qualitative
approach would be appropriate{ as it seeks to look: ‘not so much for causes as for meaﬁings
ﬂbased upoh understanding of lived experience’ (Finch, 1986: 7). Such an approach seeks
insight and understanding, rather than statistical analysis. lhdeed, as John‘son (in Bell; 1_984) '

suggests, the principal requirement in qualitative research design is to give the researcher
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the chance to become enlightened, and to avoid a research situation that rules out

exploration and open-mindedness.

The data gathered were de|iberately ‘soft’, relying upon the men’s refléctions upon their
expefiences, rathér than the r;rocessing of a series of figures or statistics. This type of
constructivist approach has én aim of exploring and displaying a mdltiplicity of constructed
realities through a shared investigation of meanings and e‘x‘planations in order to achieve
understanding. It jalso implies the adoption of an interpretivist ontology, one that is
concerned with uﬁderstanding individuals’ perceptions of the world. lnterpretivfst
researchers are less confident of the existence of social facts, considering that reality is
subjecti\(e and constructed, with both researcher and object (respondent) involved in the
knowing process: ‘The subj’ective researcher seeks to know the reality tﬁrough the eyes of
~ the respo‘ndent' (Oison, 1999: 3). Such an approach seeks insight and understanding, rather
than vstatistica! aﬁalysis. The main study was conducted in line with Shipman's (1985v)
position: .

The methods used are not only kept open-ended and opbortunistic, but are

often reported "autobiographically. The one distinguishiné feéture /that

researchers of all persuasions should have is being frank and full about th‘e :

methods that were used to collect the data’ (p.277). - <
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3.2.1 A case study of male student English teachers
A casér study approa;h was selected, as the principal intentioh .was to explore and
understand the nature of the gendered subjectivities and professional identitie§ arpong
beginning teachers, together with the ways in which _their gender had impacted upon their
changing self-perceptions. Similarly, because of the time-sca!e and the participants s’elected
for study, it Was felt that th.e case study method would be the mpst appropriate style of
researcp for the study to be undertaken. According to Adeiman et al (1980: 49): ‘Case study
“isan umbrelia term.for a fahily of research methods having in common the decisiop to focus
an inquiry round anA instance’. Nisbet and Watt (1984: 74) provide a similar definition: ‘The
case study focuses on a single instance and aims to identify the unique features of
interactiqn within that instance’. The strength of such an approach is fhat it allows the ‘-
researcher to concentrate on specific inStances or situations and tp identify, or attempt to

identify, the various interactive processes at work. .

- In the current study, the‘ single or ‘intrinsic' case (Stake, 1998: 88-89) is the developing
identity of secondary English student teachers, in relationvto masculinity and the squect of
English. It would have been possible to identify either the universityytréining programme pr |
the student teachers themselves as the case_to_ be studied. However, the eventual decision
that the case would be development ‘of professional identity during the process pf becoming
a secondary English teacher reflected the focus pf the research questions. Within such an
approach, the institution would provide the bounded cpntexi for the case, with the individual

student teachers being the units of analysis. - Of particular interest were the students’
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pyrofessional identities; the ways in which these changed and developed, and the ways in

which these édaptations related to reflections upon gendered subjectivities.

Tne study matches the widely held definitions of a case study (Merriam, 1988; Hammersley;
1992; Ragin and Becker, 1992) in terms of its limits and boundaries. In line with Pole and
" Morrison (2003: 3) an intrinsic case'in a discrete setting was se.lected,' concerned with
exploring developing identity through the experiences and reflections of a group of men
duri'ng their treining year. ‘ Case study here is understood to mean an ‘approach to
u}nderstanding’ (Stenhouse, 1978: 24), in which the concern is witn the ‘situation as a whole’.
The emphasis that Stenhouse gives to understanding the totality of the situation rather than
particular aspects or variables is reflected in this study, and the boundaries aredetermined
by what is seen as the ‘potential for ooherence and the development of interpretation’
(Stenhouse, 1978: 26). The totality to be explored here is, for each of the nine begmnmg
English teachers, theur gendered subjectivity and professnonal identity and how these relate
to wider ideas about male educational underperformance, the subject of English and
teaching as a profession. Whilst the study uses existing theories end concepts as tools in
framing and designing the research, they are not used either as constraivnts or as limita_”tions
to the terms in which the cases might be understood; they are not, for example, used’ in the
way that Shulman suggests in his definition of case study:

‘To claim that one is conducting a case study requires that an answer be’

provided to the question, “What is thisa case of?” Not every description is a

* case study. It may be a description of a singular individual or event. To claim -
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that somethihg is a case study is to assert that it is a member of a family of
individuals or events of which it is in some sense representative’ (Shulman,

1981, in Wilson and Gudmundsdottir, 1987: 44)

The study' matchés the widely held definitions of a case study (Merriam, 1988; Hammersley;
1992; Ragin and Becker, 1992') in terms of its limits and boundaries. The study is bound by
the confines and pres’crip'tions of the academic year 2007-2008, when it took place, and is set
against a pa‘rti:cular contéxtual backdrop, most clearly represented by the numerical data
regarding the numbér of men in initial teachér training and concerns about male educational
underperformance. Though preaominantly intgrpretative, the stﬁdy takes place against fhe
context outlined in Chapter Two, namely fhé numerical predominancé of women, both on

PGCE programmeé and in secondary English departments.

fhe ﬁ\ale student ‘English teachers were studied in the settings of a university education
department ahd the secondary sﬁhoéls where' they were on placement. The construction
and conduct of the research enabled the participants' béhaviour to be studied in everyday
contexts, rather than under unnatural or experimental circumstance;. The data collection
was flexible, in order to avoid pre-fixed arrangements that might have imposed categories on
what the students said or did. The focuS was on a single group in a single setting and was
'fntentionally small s;ale, acknowledged by Cortazzi (1993: 1) as an inevitable' feature of such
studies. The only 'anatural' circumstances were the iﬁterviews themselves, although these

interviews as conversations' (Burgess, 1982:107) created a space where the contextual
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sources of knowledge obtained through non-participant observation were followed up and

trianguiated.

33 Gathering the data
As Weber and Mitchell (1595) explain, there is now a érowing recognition that the process Qf
becoming a teacher actually' starts long before people commence the process of initial
teacher education (Britzman, 1986; Cole and Knowles, 1994; Goodsc;n and Walker, 1991;
Hargreaves and Full.;m, 1992; Raymond et al, 1992). Indeed, as Britzman (1986) suggests,
tea.chers bring to tea?:hing not only their personal biographies, but also: | |

‘.. their implicit institutional biographies — the cumulative experience of

school lives = which, in turn, inform their knowledge of the student’s world, of

school strucfure, and of curriculum. Al this contributes to well worn and

commonsensical 'images of the teacher’s work and serves as the frame of

reference for prospective teachers’ self-images. But the dominant model of

teacher education as vocational training does not address fhe hidden -

- significance of biography in the making of a teacher, particularly as it is lived

during student teaching’ (p. 443).
Fuvrthermore, in writing about different aspects of the culture of teaching, Weber and
Mitchell (1995) point out that our stories are not only our personal accounts:

‘we live embedded in biographies that are simultaneously personal, cultural,’

institutional, and historical’ (p. 9).
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In this way, our identities as téacher; can be seen as stemming from both individual and |
collecti\;é life Ijistories.

As the research focuS becaAme clearer, so too dld the necessity for the creation of somé form

of logical and intellectu’al bridge between the two educational ‘phases under consideration:
the Vsecondary school environmeﬁt and the higher education field. An appropriate resealfch

model needed to bek adopted, one that would allow the participants to explére their own’
personalv and profes;sional ide‘kntities, reflecting and elaborating upon their own life histories

and career journeys. -

~ Having seleéted thé case study style as being/ appropriate fo the pylanned research, ah
appropriate aﬁd effective method of gatHéring thé data n’eeded to be chosen. It ’wa‘s de‘cvi’ded
that the principal method of data collectioﬁ Wa§ to be the semi-strqcturéd biographical-
narrative intervievb, follbwing an introductovry wriften reflection dndértaken by‘ éach of the

- students, in order to gain as rich a picture a$ possible of the procéss anfl product of the -
students’ thinking and the ways in which this had changed and dévélbped. The serr‘m‘i- |
structured interview allows both the researcher avnd pa&icipénts to in;/estigéte and shérek
their understandings of meanings and explanations. - Although recounting of“expeﬁ'encet Qas
to form the basis for the construction o% the interview scheaules; my primary interest Was in

the way the participants talked about their experiences, about their discursive cantruCtions ‘

of the experieﬁce and about their positidning of the ‘self’ within these discourses.
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The intention was that participants would reflect upon their oWn career paths through
English,./énd that their personal voices would explore and describe the critical incidents (or
‘epiphanies’) along that journey. In creating é unified whole from such a wide-ranging
research focus, it was important to look for recurring themes, key critical instances and
enlightening insights. In essence,( the life story is a meéns of fashioning identity, in both
public and private senses of the word, which aids an undefstanding of an individual'svworld
and myriad identities (Qchberg, 1994). Here, with developing professional identities among
male stqdent teachérs of English ‘as the 'specific case, it was necessary to genefaliée to
theoretical propositions, making statements about the nature of the 'formation of
professionél identity, in relation to masc.ulinities, the subject of English and initial teécher
education. However, generalisability was not a principal motivating factor in the study: the
establishment of universal truths was not the aim of a study such as this. Rather, the aim
was to present insights in the words of the parﬁcipants‘about their personal experiencés, in
order to further kn/owledge of thé process of developing as and becoming a malé teacher of

English.

Because much of the data collected was in the form ‘of interview transéripts béséd around
life histories and focusing upon critical incidents, a central feature o% the research findings
was the reporting and interpretation of the participants’ wdrds and actions, in order to assist
ih‘the telling of life histories (Gubrium and Holstein, 2002). Sﬁch a hermeneutic apprqach :
would also assist in creating a unified commentary from a series of pdtentially diyérse and

wide-ranging narratives. As Rundell (1995) suggests:
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‘It has now become a commonplace to say that we all interpret. However,
hgrmeneutics - the critical theory of interpretation ~ is the only current in
western thought t4hat has made this issué 'its own ... Through hermeneutics,
interpretation has become part of our culturai self-understanding that only as
historically and culturally located beings can we articulate ourselves in

relétion to others and the world in general’ (Rundell, 1995, in Crbtty, 1998).

‘Indeed, over recent- years, researchers have begun to use the method of biogfaphical-
narrative interview With increasing frequency. This process focusés on individuals whose
person‘alliife stories reflect their self-identity vand culture (Bruner, 1986; McAdams, 1996).
Such personél stories serve not merely as a means of tellir\g‘ about one’s life; rather they
provide a way by which identities may be fashioned, a key aim of this study. The
biographicél-narrativé interview can help uncover a personal description of life course: the
story of one’s life 6r what one ‘perceives as meaningful parts of one’s life. ’ As such, it is both a

personal narrative and a story of personal experience (Denzin, 1989). |

3.4  Theresearch approach

Designing a study of nine male ;tudent teachers on a PGCE English pr;agramme necessitated
careful planning to ensure that key data were capt;Jred. As the cohort yéaf was only thirty-
six weeks in length, with a completely new group of students arriving the fol!owing year,
there was little room for error: indeed, it was important» to ensure that sufficient

opportunities to collect the necessary data were established. It was equally important that
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the process of data collection neither burdened the participants nor hampered their
progresé. Through careful, appropriate and sensitive collection, the richness and quality of

the data was ensured and any disruption kept to a minimum.

3.4.1 The pilot study (phase 1)

| ~ During the 2006-2007 summer term, | ﬁonducted the first phase of a pilot study ata large
‘new' city-centre university in the north west of England. This small-scale s;tudy involved
seven male PGCE seeondary English student teachers, using an open questiohnaire, student
diaries and recorded‘semi-strﬁctured individual interviews. The recordings provided a rich
dafa source, alléwing me to listen carefully and repeatedly for possible areas of interest.
However, what also became apparent was that the diary entries andkresponses to the
questionnaires were brief and cursory, suggesting that the participants had regérded them as
rather tedious and irre|evént, a source of irritétion during a busy period in the programme.
By contrast, however, the data from the Intervkiews suggested that the participants had
found them both useful and relevant to their turrent situation. A close evaluation of the
written data suggested .abandoniAng them, in favo.ur of an approach whereby | would have
access to a variety of more ‘naturally occurring' (Brewer, 2000: 6) knowledge sources, with
semi-structured interviews as the principal vehicle for data collectién (Hammersley and

Atkinson, 1983).
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Until this point, the research questions had been:

1 What dominant discourse do these men draw on to reinforce their sense of
masculinity?
2. What subordinate discourses of masculinity are apparent within these individuals?

3. In what wayg do these men recognise their gender as a factor in their experiences as
a trainee teacher? |

4, What discourses of profeésional identification are appare;'\t with these men?

5. What change; in the géndered subjectivities of these men become apparent dvef the
course of their train:ing? |

However, the findings of the pilot study did suggest that the initial focus of the research

questions did risk highlighting the differences of a group of men who were already aware of

their minority status. Asa result, the research questions were refined, in order to create a

specific focus upon the gendered implications of the process of becoming a secondary

English téacher.

The key issues emerging from the evaluation of phase 1 of the pilot study were grouped into
four principal areas: the men’s influences and reasons for becomihg a teacher; th'eir
relationship with English as a subject; their hopes énd expectations about the training year,
together with their anxieties and concefns, and othér people's responses to their decision to

train as an English teacher.
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34.2 ﬁre pr'lot study (phaﬁe 2) and main study
The main stu‘dy’was carried out betWeen Septemi:ier 2007 and July 2008, with e group ef nine -
male student secondary English teachers studying for a PGCE in Powick Bridge University.
These nine male students, out of a total of forty-five menb and women, form the majer data |
set. Most data were collected wivthin the PGCE year, between September 2007end July
2008. Additional eources of knowledge from the recruitment and seieetion process, i/vhieh
tbok place during the previous academic Year, were collected between becember 2006 and o

- August 2007.

On PGCE programmes two-thirds of the overall time is spent in school, comprising two -
placements (Professional Placement 1 and Professidnal Placement 2) Vtotalling 129 d'ays,k with
60 days of university teaching. Decisions regarding the siudy's locatipn were ma’de based
upon both pragmatism anci opportunity, as suggested by Rock (1978), its ‘shape end ciesign
develyoping during the course of the reseerch: ‘the design, like the eonCepis, must be alloVVi\/ed
to emerge during the research ‘process‘ (Streuss and Corbin 1998: 33) A significentkf‘ 4

~ aiivantage of this form of research was the continued availability‘of aecess to the students, -

both individually and as a group. .

During the early months of the programme (October-December), the student teachers’ time "
was divided between school and university, three days e week in school (Monday- ‘

Wednesday) and two in the university (Thursday-Friday), with the programme ‘providing a
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clear framework and structure for much of their work related to English teaching for these
joint weéks. In December, the student teac‘hers moved into school full time, now having Ies§
frequent contact with either university tutors or the un'iversity itself. From this point, the
vprogrami"ne had been constructed in the assumption that the student teachers’ individual
learning needs would come to the fdre, especially in demonstrating their achievement of
Qualified’Teacher Status (QTS){ é common set of competence-based criteria for students on
all initial teacher education programmes, and that the trained school-based mentors would
take on an incréasingly imporfant role. Professional Placemént 1 ended in mi’d-Febru(ary,
with two weeks of uﬁiversity-based planning and reflection before movfng back to another
school for Professional Placement 2, whicﬁ ended in June, with only one subsequent week

within the university before the completion of the programme.

Throughout the year in which the data were collectedvthe student teachers spent much of
their time engagea in work related to the development of National Curriculum and
Secondary Framework English, and in experiences designed Ito meet their oWn particularv
needs and interests. As a na£ural part of the programme, all were engaged_in a constant
| process of reflection and self-evaluation, articulating what was important to theméas
beginning English te"acher's. and I.earning about ways of evaluating their practice in relation to
these criteria. Within the specific contéxt of the PGCE‘Eninsh programme, the students’
individual reflections on gendered subjectivities and professional identities bécame’ the fo_cus
for the research. The programme alddressed issues relating to learning about the classroom

practice of teaching English. It was organised into four broad themes: subject knowledge and
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understanding in English;_ planning, teaching and assessment in English; research and

-

enhancement in English and professional values and practice. .
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Ser 2007 ‘ tart ofprr. mpg d-Fri. e-wek riry
| placement

October 2007 Professional Placement 1 (Initial Phase) begins; in schools Monday-
Wednesday; on campus ThUrsday-Friday

November 2007 | Professional Placement 1 {Initial Phase) continues; in schools Monday-
ngne;sday; on campus Thursday-Friday

December 2007 Pro‘fessionalkPIacement 1 (Irﬁtial Phase) ends. Professional Placement 1
(Developmental Phase) begins; in schools Monday-Frida‘y

January 2008 Professional Placement 1 (Deve|0pmental Phase) continues; in schools
Monday-Friday

February 2008 Professional Placement 1 (Developmental Phase) ends; back to campus
for two weeks

March 2008 Professional Placement 2 begins; in schools Monday-Friday

| April 2008 Pfofessional Placement 2 continues; in schools Monday-Friday
May 2008 Isrofessional Placemeﬁt 2 continues; in schools Monday-Friday
June 2008 Professional Placement 2 ends; back to campus for one week

Table 4:

Powick Bridge University Secondary PGCE Programme Structure
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From the over‘all total of 45 student teachers, 12 men potentially formed the major data set.
During an initiakl meeting at the start of the year, the purpose of the research was explained
to the entire English cohort and it was made clear that participation in the study was on a
burely voluntary basis with neither exbéctation nor obligation to become involved. Students
were also assured that anyone opting not to participate in the study would suffer no ad'verse
‘ consequénces in terms of eithér academic or professional training outcomes. Subsequéntly,
3 of the male studenfs opted not to participate in the study from the‘outset, Ieaving a total
of 9 students who formed the basis of the study. Of these nine initial ‘start_ers', all
participated throughou'g the entire Iengih of the study, with no withdrawals either from the

project or from the programme itself.

Following the introductory ou.tline of the regearch process, it was intended that the initial |
means of gaining access to these male student English teachefs’ reflections on their
experiences and expectations would be‘ addressed through an lhtfoductory written
reflection, undertaken by all members of_Fhe secondary English cohort during the first week,
as a natural feature of the training programme.  This contextual soufce of knowlédge wa; :
seen és an important part of the opening stages of the research, as it allowed each of the
«participants time for consideration and reflection rather than making hasty responses dukihg
the face-to-face interview. . In addition, it was intended that this onId help to provide

participants with a sense of the possible directions in which the research might travel.
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At around the same time‘as‘ the second and final phase of the pilot study, two focus group
intervi‘ews‘ﬁwerew held, one with the nine male student teachers who had agreed to
participate in the study, another with a similarly sized group of female students from the
PGCE English cohort. <The focus group intewiew with the female students was carried out as.
a ‘way of exploring the gendered elements of the training experience; however, here it wasv
important not to focus on bihary differences betwgén male and female students' experiences
and perceptions, which would have risked producing a comparative study, in danger of
.perpetuating an essentialist view of gender by polarising male and female sex roles, in ways
widely rejected by gender theorists (Butler, 1990; Segal, 1990; Connell, 1995). The two focus
groups were framed around the key topics that had emerged froh the pilot study and served
as an introduction to the research process: influences and reasons for becoming a teacher;
_people's responses rto the decision to traih as an English teacher; hqpes and expectations
together with anxieties and concerns about the training year. Through the focus group
interviews, the studént teachers were able to articulate their hopes and'aspirations at this
early stage, whilst working Jthrough anxieties and concerns, providing them with a place in
~ which to reflect upon the process of becoming a classroom practitioner and on their
socialisation as teachers (Lacey, 1977). Listening repeatedly to the comments emerging from
the focus groups and evaluating t'hem reaffirmed my belief that individual interviews would

best provide the student teachers with a place in which to reflect more deeply on the

process of becoming a classroom practitioner and their teacher socialisation (Lacey, 1977).
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Because of the 36-week-long structure of the PGCE prograrﬁme within which the study was
} located, é/decision was taken to conduct the interview sets at three crucial points in the year.
Thesé infewié\;/s were regarded as the principal data source in addressing the research
éuestions. The first 'nine individual student interviews were held in October, just before the
| sta‘rt of Professional Placément i, recognising thé importance of capturing the experiences
and perceptions of this group of students at the very start of the training process. Interview |
- two took place in February, éither dﬁring the ﬁnal week of Professional Placement 1 or

i during the two-week period during which students were back in univefsity. The final '

interviews were conducted in mid-June, towards the end of Professional Placement 2.
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Summer Term 2007

Pilot study (phase 1) of 7 male student teachers in a city centre, ‘new’

university

September 2007

Outline of pfoposed study explained to entiré PGCE Engllish cohort
Pilot study (phése 2) - focus group intewiew of9 male student B
teachg'rs ' | |

Pi[ot study (phase 2) - focus grqub interviéw of 9 female student -

teachers

October 2007

individual interviews with 9 male student teachers at the start of

Professional Placement 1

February 2008

individual interviews with 9 male student teachers at the end of

Professional Placement 1 o

June 2008

individual interviews with 9 male student teachers at the end of

Professiqnéi Placement 2

~ Table 5: Pre-pilot and main study - inter\)iew schedule

The decision to conduct the first set of individual interviews either before or at the start of

1

Professional Placement 1 arose from an intention of capturing the experiences and

perceptions of this small group of male students at the very beginning of their training. This

would then allow a comparison between their initial experiences and subsequent

adaptations that might occur during the remainder of their training, in order to uncover
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meanings. According to Delamont (1999: 7) ‘the central method of ethnography is
observation' ;ﬁd, although ! observed the participants both as members of fhe universityv
taught sessions and on campus, it would not have been logistically feasible to observe them
in detail during the twenty-four weeks when they were on placement in a number of
different schools. As a vconsequence, my opportunities for observation of the men were
| necessarily more Iimitgd than Delamont's ‘central method' (ibid): my stuﬂy ofa groupkof men
training to be secondary English teachers was influenced by the shape of the PG‘CE
programme on which they were studying and beiﬁg trained. Hence, this is a qualitative study

that utilises the loosely ethnographic approaches offered by interview data and contextual

sources of knowledge from the PGCE programrﬁe.

The individual intervievx) process was. divided into three constitﬁent stages over the course of
the year, during which a nu}nbei; of different i‘ssues were introduced, while recurring themes
" were explored. The skructure and conduct of each of the rounds of interviews were
different. The first round interviews (6ctober 2007) were designed to gain access to two
 distinct aspects éf the students’ thinking: their initial preconceptions, values and aspirations,
and théir early thinking about their professional identity in a relatively abstract contexf. Thg
guidance of Maykut ana Morehouse was followed, in defining a semi-structured interview
guide as:
‘a series of tqpics or broad interviequuestions., which the interviewei' is frée

- to explore and probe with the interviewee in order fo have a deeper
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understanding of experience from the perspective of the participants’

(Maykut and Morehouse, 1994: 44).

Following Patton’s (1990) advice, during the opening‘ stage of the first round interviews, the
interviewer and the rersearch topic were introduced, together with an assurance of
anohymity and a promise to provide a copy of the interview once it had beén transcribed. At
this stage, before thé s:;art of the ihtervi‘eW process proper, my own interest in fchg
interviewee's Iif_e-story was empha;sised. The interviewee was asked to permit the recording
of interviews, in order to facilitate tﬁe accurate aﬁd unobtrusive cépturing of responseS,

whilst also assisting the subsequent transcription process.

This stage Was fhe pc;':-inlt at which the fi_rst individual conversations took place. Thése
interviews (of 45 to 60 mihutes duration, as were all the in;erviews) were the most open-
ended and began by fc;cusing upon the students’ feelin'gs, hdpes and apprehensions about
the trainihg year ahead and exploring questions of why the students waﬁted’ to teac'h,
together with what they saw as important in their role as a teacher. Probes were utilised, in
order to seek further clarification or elaboration if a particular idea appeared to be cenfral in
the student’s thinking.‘ | also asked about their relationship with English as a subject, how
this had developed and who their principal influences had been; about their experience of
Englis.h as a pupil whilst at school; about English teachers who had affected thém and how

they would characterise them; about what kind of teacher they each wanted to become;

about reading habits and about how their interest in English was perceived by friends and
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‘contemporaries. The students were also encouraged to discuss and explore any details from
their out-of-s;hool backgrounds thatvthey felt were relevant to their future development and
interest in either Engliéh or teaching: friends and family, expectations, emotiqnal experiences
and anxieties. The parti&pénts were asked about the as;;ects of Ehglish they had most
venjoyed during their prirﬁary, lower secondary and upper secondary years; how they woiJld

describe themselves as readers or writers at that time; who their favourite authors were, and

if they could remember any occasions in that period as having been particularly memorable.

Upon listening repeatedly tc; the recordings of the first individual interviews and revisiting
| interview notes, emerging »themes were iden;cified, which in turn helped shape the areas of
questions for the next stage of interviews (February 2008). This second round explored
students’ - interpretatio‘ns, opinions and feélings, building upon areas that had been
introduced in the earlier interviews and focusing upon such areas as how the meﬁ felt they
were progressing; percéived changes and developments; areas of tension; changes ’in the
‘way they viewed themselves and their rolesﬁ critical incidents; vrelationships with mentors -
and other teachers; relationships with pupils; changes in their behaviour, and how they were
adapting and learning to become a teacher. Towards the end of each intervier, a check was
made with the student; in order to ensure that what had been undefstood was cdrrect and
to allow them to clarify or reﬁng what had been fed back to them. The purpoSe of this
sectio‘r'\ was to assist in the identificatjon of new areas of interest, not méntioned in the

previous round of interviews.
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Between the second a_nd ihird round interviews, | once again Iisfened repeatedly to the
recordings. I revisited interview notes, 'not.ed emerging themes and created th’e areas of |
| questions for the fina'l interview sessions. In preparation for the final round of interviews,
potentially emergent themes of mascﬁlihities were highlighted, signposted by such labels as
‘male teacher’, ‘man in the classroom’, ‘role modevl’, ‘non-traditional work’, ‘women’s work’;
‘predominantly female’, ‘relationships with male and female teachers’, A‘.relationships with

male and female pupils’.

In the third and final interview round, the students were presented with a series of questions
aimed at clarifying and deepening understanding of some issues of particular relevance for
the study that had' been raiséd or emphasised in the earlier interview rounds. - These
included an exploratior; of fhe key critical incidents, turning points, and motivational drivers
for each of the participants;: The students were asked about their expefience asmen frainirig
to be secondary English teaéhers;Ain what ways they felt they had changed during the year;
how they‘felt the pupils perceived them; whether they considered themgelves as role
rﬁodels; what expectations female teachers (and particularly mentors) had had of them;
what expectations other male teachers had had of them; how they would describe the
culture of the schools Snd Engli\sh departments where they had been’training and whether
they viewed the subject of English as a feminised subject. This building of theA areas for
discqséion around the participants' own emphases was only utilised in tﬁe third interviews, in
order fo probe areas of shared interest. During the final interviews the‘ men talked

voluntarily about gender and masculinity issues, which | questioned more vigorouslky
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following threads drawn from words and phrases they had employed in previous interviews
as a legitimate means of entry into this territory. This more structured approach is similar to

the description of the interview ‘égenda' provided by Burgess (1984: 107).

For the nine participants | did also have access to a wide range of conte*fual sources of
knowledge that formed the basis for the case study of the male studénts' ad;ptations as they |
trained to become.Englj;h teachers: GTTR application forms; Powick Bridge University
interview record forms and writtén literacy tests; tutorial récords; observation recérds;
weekly térget and end-of-placement report fbrms, toéether with their comments 'during
seminars at the university. Thése sources of knowledge were all néturally oécurring, as part
of the PGCE programme. Such professional knowledge gxisted as a backdrop to the entire
data set, infl.uencing”the qu_estions 1 asked and ihforming my reactions to the responsés, as
well as the analysis. By the end of the main ;tudy, I was satisfied tHat | hadk been ab|e to
‘capture the necessary Breadth of knowledgé sources; it had been ksuccessfulyly carried out
| within the ongoing KPGCE programme, with any disruption kept to a minimum due to a-
detailed planning process, together with the knowledge | possessed regardirig the rhythm of |

the year.

| During the course of the maiyn study, a total of 27 interviews took place: three sets o_f nine :
individual interviews. The table below presents an overview of the nine male Powick Bridge
participants. Each of the participants in the study had met the university’s subject

~

knowledge requirement of having at least fifty per cent of their first degree in English, with

104



three h#ving achieved first class honours degrees, five with a 2: 1 and one with a 2: 2. Four
of the men. t;ad English degrees, two had English Literature degrees and one had studied
English Language. Two of the men had gained joint honours degrees, one in English and
| Theatre Studies, the other in English and History. Three had higher degrees: MSc (Peter) and
MA (Chris, Ben). Steve was a mature entrant to higher education having ieft school at age
sixteen, returning to’study for ‘A’ levels in his late twenties and gaining a degree aged thirty-
three. Martin was the mgst dramatic career-change student, having previously been a town
planner and deciding to study for a part-time English degree whilst working. Keith had

worked for four years as an unqualified teacher of English as a Foreign Language in Malaysia.

The other six participants had moved directly from university into teaching, after completing

a first degree (Jonathan, John, lan) or a Masters degree (Chris, Ben, Peter).

Ben 122 English Literature : 1, MA
Chris o 23 : , English o 2.1, MA
John . 21 : English / History 2.1

Keith \ 29 Eﬁgﬁsh 1

Iz;\p - — ' 24 : English/ Theatre Studies | 2.2 - -
Martin | 3‘7 : ’ English ‘ | 1

Peter |24 ’ k - | English Language l 2.1, MSc ‘
Stevev — 35 ' English 121
Jonathan 22 - English Literature 21

Table 6: List of participants
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This was a group of men with a strong academic profjle and a confident view of their subject
knowledge and abilities in English.  From the outset, they brought to their initial teacher
education a philqsophy of English as a Iitefary subject (Ball and Lacey, 1980) that corrélates
with Cox’s (DES, 1989) ‘cultural heritage’ view and resonates edually with Marshall’s (2000)
‘old grammarians’. | However, as a result of the challenges they enéqUnfered dufing fheir
training programme, thedmen'\s notions of English as a subject and of English teaching in

particular were to become subject to a number of shifts during the course of the year.

3.5 - Amanresearching men

This case study of men carried out by a male researcher has foregrounded the special
relationship - between bthe researcher and the participants, in terms of masculinities.
Recognising the pl'.ea withi‘ﬁ masculinities literature to study men's experiences in their oﬁn
right (Hearn, 1992; Sargent, 2001), | have utilised the oppor_tunities prc;vided by é case study

to reveal new insights into the experiences of a group of men training to be English teachers.

" All such studies are gendered, and | am keenly aware of the implications of being a man
researching men, Stﬁdiés ‘using‘ ethnographic approachés involving mastulinities a;e
considered by Warren and Hackney (2000), who focus on the signifiéaﬁce gf the gendered
reIatic}nship between researcher and participants. During the process of data collection, it '
was important to ensure that any professional or ethical cohflicts inherent in the research

methodology were acknowledged and considered. Kimmel (1987a: 290-91 ) pfovides an
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explicit framework for research that contributes to the creation of a sdciology of men,
identifying ‘féur importapt and in’terfe|ated research and teaching tasks’, principallyvthat the
actual coh;eht of rthe sub-discjbline relating to the 'soc_iologyr of men needs to bétcalref’ully‘
defined;;‘that'research into the sqciolpgy of mer'\‘shouvld go beyo.nd the confines of sex-rolé
reseérch and should brir;g»a wider set of methodo'logical concerné; fhat a‘c‘ombin.atuion of the
personal and the an_alyti; should remain a central feature of the resgarcﬁ and the téaching
ébout thé soﬁology of rpasculinity, and t‘hat the soc‘iology of men must remain politi‘ca!’ly

sensitive to, and supportive of, the sociology of women. ’

'I"hi# set of guideljnes serves as ‘a useful cheék fpr my owh research: my study is chused onan
attemp}c to diécoyer t‘he e*periences of’a group of men training to be secondary English
teachers, specifically |n relation to their gender, masculinities, other teachers and the subjecf
of qulish. | deliberately .c\ﬁos‘e not to .'create a co‘mparative study of the ‘experiences of men
gn;i women; The‘dataA and contextual knowledge collected are from a combination of
Qiﬁerént fso»ur’ces: experiénce of English reflections, semi;structured interviews and written
records.‘ I!ut.vili;ed 'persq'na'l _experi‘ences and narrétives, both Before and during tHe da't"a
follection process, in order t'qmake se‘nselof my own motive; and history ;s an English
teacher and researchér; By deciding not to pursué thg coilection of a coh:pal;ative set of.datg
froh thé female participants | eﬁsQred that their experienc_eé were not used in akq‘/nicanl‘wa'y,

coll.eéting their data simply to shed light on the experiences of the men. -
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3.6 Validity

Although my study; acknowledges and recognises the influence of Willis’ (1977) seminal
research, his chosen method of participant obsen‘/ation was not selected for th\is particular
study. Instead, in this case, | adopted a»non-participant role, fora ’numb}er of reasons. First,
the clearly delineated timeescale‘ available (less than ten months) rendered .'a detailed
ethnologicalfparticipant ‘app‘roach' virtually impossible. Secondly, because of the power
reiationships between the researcher and students inherent inresearch undertaken in one’s
own institution, a participant approach was feItA not only to’ be impossible but also
undesirable, even if it we.re possibie: as a researcher, one does not want to inadvertentlyr »
create a situation where the participants are at risk of beingt manipulated as cultural pu‘ppets,

simply for thesake of the research.

A process of studylng the familiar by making it strange (Burgess, 1984: 26) offered the

potential for new msrghts but aIso demanded mtegrity Attentlon was pard to thmking
comparatively, comparing incident to incident in the data (Strauss and Corbin, 1998: 43) and

comparing the male student teachers with one‘ another at key moments in their traini‘ng and }
: with.those in prei/ious cohorts. In Irne with Burgess (1984 13), a variety of contextual
knowledge sources were utilised by usung written and mtervrew data from the partncrpants in
the study The recorded interviews were semi- structured (Hammersley and Atkrnson 1983) ’

. and were conducted as conversations in Iine wrth Burgess (1982 1984)
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In such research, the issue 6f objectivity is clearly a consideration. ‘Objectivity’ refers to the
absence of value judgements:
‘Whenever possible, researchers should try to eliminate subjectivity from the
judgments théy make about the a’tﬁl';ievement{ performance or characteristics
of subjects. Unfortunately, objectivity is probably never attained completely’
(Fraenkel and Wallen, 1993). |
This comment seems ’to, suggest that absolute objecfivity ought to be the aim of ‘any
research; that the researcher should attempt to be transparent, if not invisible, throughout
the study and that, as a consequence, qualitative research can never be anything moré than
a poof person’s quantitative study. Indeed, it seems to ignore any possibility that a

subjective view might well be équally valid, given the scope and aim of the research.

However, whilst such an a‘pproach might be viewed as fitting and appfopriate in some céses,
it is also important to recognise that, at times, researchers must be open about their own
roles in reiation to their research, acknowledging that their own backgrounds énd lnflubences
May well influence not oﬁly the results but also the interpretation of the résﬁlts. Indeed, ina
qﬁalitative sfudy such as this, an aim of validity would seem both more realistic and to offer
deeper insights as oppt;sed to striving for objectivity as an end in itself. However, the precise
nature of validity is itself a highly debated topic, since no single or unconfested definition of
the tendrm exists.” A number of qualitative researchers have argued that 'the term 'Validity’ is

/

not actually relevant to their research, whilst at the same time accepting the need for some

kind of qualifying check or measure for their research. As a result of this, man} researi:hers :
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have come to suggest alternative approaches, wHich either adopbt or generate terms that
they consider more appropriate,‘ such as ‘trustworthiness’, ,A‘rélevanlce', ‘plausibility’,
‘credibility’ or ‘representativeness’ (Denzin & I..incoln, 1998; Hammersley, 1987; Wolcott,
1990). Indeed, some qualitative researEHers have actually rejected any notions of validity,
viewing thém as completely inappropriate to their work:

‘Reliability and validity are tools of an essentially positivist epistefnology.

While they may have undoubtedly proved useful in providing checks and

balances for quantitative methods, they sit uncomfortably in research of this

kind, which is better concerned by questions about power and influence,

adequacy and efficiency, suitability and accountability’ (Watling, in Winter,

- 2000: 7). |

Such researchers claim that the }issué of understanding is actually more pertinent than that of
validity (Wolcott, 1992). However, qualitative researchers do endeavour to achieve ‘the
trustworthiness of qualitative reséarch’ (Bradley 1993: 436) - that which Lincoln and Guba

(1985) referred to as credibility, transferability, dependability and confirmability. :

A helpful and often quoted definition of validity can bé found in Hammersley:
- - ‘An account is vélid or true if it represents accurately those features of the
- phenomena that it is intended to describe, explain or theorise’ (H;mhersley,
1987:69).
| adopted this definition, ensuring that, at the end of each interview, the partici\pants were

provided with the opportunity to comment on or to refine any of the summarised points.,
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Similarly, once transcribed, copies of the interview transcriptions were provided to
pa;rticipants, again allowing them an opportunity for further comment, clarification or
elaboration. Furthermdre, following the completion of the main study, | have been able to
maintain regular contact with six of thé ;1ine men, which has allowed a further means of
verifying that it accurately represented the voices; of the men and the views they expressed;

both individually and collectively, in ways that they themselves recognised.

In many ways similar to the conflicting standpoints adopted in relation to validity, the range
of attitudes toward bias,. particularly toward bias introduced by the researcher, is affected by
the researcher’s underlying epistemic assumptions. As Mellon (1990) points out, an
objective researcher will try tﬂo eliminate bias whilst more subjective researchers will both
recognise and acknowledge it:

’Total‘ objectivity isd‘impossible for researchers who are, aftef all, human =

beings.  The difference between the two researcr) traditions 'is not that one

has and one lacks objectivity. The difference is \that naturaliétié researchers =

systematically acknowledge and document their biases rather than striQing to

‘rise above them’ (Mellon, 1990: 26).
Whilst such an interpreéation might be co»nsidered rather simplistgc, as ‘objective’ researchers
will often admit to bias of which they are aware, the view of bias is completeiy differeﬁt
betwe‘.én the two epistemological traditions. Subjective researchers completely shift the.
focus, from attempting to eliminate researcher bias to develbping the relationship with the

ﬁérticipant, the approach that | elected to adopt.” Given my own particular relationship Wit_h
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the participants, as both researcher and tutor, together with my personal history as a male
English teacher, it was important that my study sought to capitalise upon these 'multiflayered
experiences in order to represent the voices of the men in ways that they themselves would

recognise,

3.7 Ethical considerations - -
Qualitativle research fieldwork, by its very ~definition, does involve interaction bétween
researcher and participants in one form or another. Although some researchers might make
rigorous and genufne attempts to minimise the extent to which they themselves mighf
intrude upon the creation of authentic accounts, | quickly bécame aware that, by electing to
| carry out the research in my 6Wn institution for the very best of reasons (which did include
both accessibiliﬁ and cohvenience, it r.nu‘st be said), the nature of relationships between
researcher énd participant-s did come into consideration, involving issues relatiné to politics,
position and power. A particular ethical tension anticipated was the relationship | had with
the students as both tutor and researcher. ~Potentially, this‘ was fraught‘ wi'th ethical
challenges and called for sensitivity, integrity and a degree of objectivity. ‘Duncan (2000)
provides a clear explanation of what is involved in such an approach: o
‘Of ... importance ;s the integrity of the researcher in rela;tion to what 6r who -
is being investigated. This integrity necessarily involves the observance of -
: ;’chical principIeS in the conduct of the power relatior;ships between thé
- researcher and the researched as well as an ability to sUspend personal and i

“ideological agendas in a quest to render the familiar strange’ (pp. 460-61).
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It was this focus upon integrity in my research approach, together with an aspiration of

seeking new ways to make ‘the familiar strange’ that together became my goals.

Generally, in constructing qualitative stddies_ such as this, the samble tends to be purposive
in nature, in order to ensure that it possesses particular characteristics relevant to the study.
Therefore, random sampling is often neithér feasible nor desirablé. Howéver, in terms of a
sampling process, there are a number of issues that ultimately relate to thé extent to which
the research is intended to be generalisable, either internally or more widely. In order for
the Stl;ldy to proceed, it Was important that there were Sufficient numbers of potenfial
participants. - However, making decisions on admission to tﬁe secondarry PGCE English
prdgramme simply for the sake of creating‘ a viable research group would’ have been

completely unethical.

Within this study, the sample initially invited to participate comprised all the male }students
within the 2007-2008 cohort. Selectio'nA and recruitment process for setbndary PGCE
programmes at Powick Bridge University are in line with the standard"procedures for
select'ing candivdates fof initial teacher éducation programmes described by Fletcher (2000:
‘198). This vprocess Was completely separate from my own rerﬁit and undertaken
independently by the PGCE English Course Leader, who also functioned as admissions tutor,
follovﬁng the monitoring, evaluation and quality management and enhancement‘guidelines
stipulated in the university's‘ regulations, aﬁd operating within external public accountab‘ility

procedures. Indeed, to reinforce Aand(emphasise further the importance of scrupulously
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following agreed systemﬁ, details of selection, recruitmeﬁt, retention and progression rates
are routinely reported as part of Ofsted inspettions_ of initial teacher edu&ation providers;
similarly, TDA Performance Profiles also record data on ;tudents' ethnicity, gender and age. -
The PéCE\English Course(Leader, through her-role as admissions tutor, initially screened all
applicants' Graduate Teacher Training Registry (GTTR) fofms, with those who 'met the
admissions criteria as prescribed by the TDA (GCSE A*-C or equivalent in Mathematics and
English Language and a dggree with 50 per cent English, or equivale‘nt) being invited for
interview. Shbsequent decisions with regard to admission to the programme were taken.
following these interviews, which were alway; conducted by the admissions tutor, together
with a School-based méntor from within the ITT pannérship. This stgndard procedure, which
would have been in operation regardless of my research, ensured that thenfe was no
influence upon selectiop of candidates for the programme by any anticipated derﬁands of my

study.

In addressing potential ethical issues in research, there are four prihcipal areas that tend to
arise: informed consent, anonymity and confidentiality, protecting participants from harm
and Iprotecting researcﬁers from harm. In this particular case, as alllthe participants were
adults, one of the most common isgues in educational research - having to seek consent by
proxy . became irrelevant. However, as in any research study, participants’ informed
consent was obtained (see Appendix).' This involved providing them with information about

the purpose of the study, how the data would be used, and what participation would require
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of them, for example the subjects to be discussed and the est’iymated amount of time
required. !nformed consent needed to be based on an understanding that their participation
was véluntary, an issue that required particular emphasis in a study such as this, where the
résearch was actually conducted by sorriébne who also had a professional relationship with

the sample members that might inadvertently have resulted in féelings of either obligation or

gratitude (Holloway & Wheeler, 1996).

Anonymity involved éﬁsu(ing that the identity :of those taking part was not known outside
the immediate research team. Given this casé study approach, together with the traditional
closeness of a training cohort, absolute guarantees of anonymity could not be assured, and
the participants were made aware of anyone who would know of their participation.

Confidentiality meant avoiding the attribution of comments to identified participants;

_therefore all participants were allocated pseudonyms, by which they are referred to

throughout the formal written thesis. Both direct and indirect attribution were avoided,
although indirect attribution did require particular care as it could have risked éompromising

the extent to which contextual detail could be"given in reporfing specific comments.

Issues of protecting both researcher and participants from harm were less problematic in this
instance, although they could not be ignored. The researcher and participants were all adult

males, ’who had agreed to participate in the research. The one-to-one interViews took place

privately, and were recorded with the participants’ consent. The locations in which

-

interviews took place were either teaching rooms within Powick Bridge's Department of
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Education building (rather than in my office) or (more usually) a classroom in the
participant’s placement school, so as to be on relatively neutral ground for both parties. As '

the interviews took place at mutually convenient times, either during daytimes or early

evenings, the situation never arose where the researcher and interviewee were alone

together in the building.

As a member of staff of_the institution, and a tutor on the programme that participants
would be following, issues relating to deference, conformity and an unwillingness to share

the full bicture might have presented problems, and this was considered at the research

design phase. What if participants had felt that there was a desired or correct answer and

converged towards it? What {f they had felt that, by answering in a particular way, they were
ultimétely disadvantagfng themselves because of the impression it might create? How wbuld
the non-participants feel a\Bout their lack of involvement, and how might this manifest itself
in the dynamics of the cohort as a whole? All these were valid concerns and, in a nurﬁber of
ways, were unanswerablé until the research actually commenced. Indeed, in adopting an
anti-positivist approach, one accepts the importaﬁce of subjectivity: human ’beings aré each
individuals} their behaviour cannot be cqnstrained or predicted in particular ways. That is

the beauty and appeal 6f this kind of research, untidy and messy though it is. It is important,

however, that such potential drawbacks or problematic areas are foregrounded from the

outset, so that readers are able to draw their own judgements in an informed manner. -
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A significant factor in designing and conducting the semi-structured interviews was my own
duél role asm both r'esearche/r and university tutor; this affected both the conduct of the
interviews and their eventual outcomes. Throughout each of the interviews, | endeavoured
wherever possible to seek clarification of ‘what the students wére saying by making few
assumptions of what they might mean, especially when they used words or phrasés whose
meanings might be taken for granted. My over-riding intention was to.achieve a balance
between making use of _the contextual knowledge available through the insider posi_tion
. afforded by my role, whilst at the ;same time not falliﬁg info the potential traps of that same
position by assuming an u;'\derstanding of the students’ di‘stin‘c'tive ways of thinking. In
asking questions, | endeavoured to frame these in exploratory, open terms, particularly when

clarification and elaboration were sought.

The students were assuréd that what was important was their undersfanding and their
_meaning; indéed, when requesting further informatioh, every effort was made to do soin a
spirit of enquiry rather than of challenge. - However, it is acknowledged 4that potential
dangers do ;till remain; consequently, the validity of the data collected had to be evaluated
both initially through a consideration of the processes of data collection and subsequently
through an examinatién of fhe plausibility and consistency of the interprétéd data. In
relation to these, it was possible to ask whether there was evidence of my having acted in
ways 'that were likely to encourage the studenfs to have responded to me as a tutor rather
than as a researcher, fdr example by questioning or criticising their comments ’and

judgements. Similarly, evidence was sought for the students having responded to me in the

%
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role of their tutor, for example by seeking some form of validation for their views. The
interpreted data was examined for any evidence of the students seeking to attribute their
learning to what | had ‘taught’ them or, in a more complex way, if the most plausible

explanation of what they were saying wés’that they were trying to please me as their tutor. -

A final ethical assurance in relation to the interviews was that, both duriné the course of the
interviews themselves and subsequently in teaching sessions, no reference would be made
té the views the students had expressed. - Although it might have been the case that my
teaching was subsequently influenced by what | had learnt about these beginning teachers,
there was no artificial attempt to forget what had been heard. Equally, there was no
deliberate attempt fo explicitly incorporate this knowledge in a clearly attributable way into

my teaching agenda or that of any other member of staff.

As a non-participant researcher familiar with the field, | was able to pre-empt many potential
ethical issues. Keen as t was not to disadvantage thé men in the study; Munro'};s question was
central to my enquiry:
‘How do we carry out a collaborat‘ive, mutually beneficial prbject }whilst
- working through ‘\issues of knowlédge, power, control and privacy; héw as a
‘researcher can 1 contribute \as much as the sut;ject. of my work is gjving?f
 {Munro, in Hatch, 1995: 117) |
As a tutor on the programme that the men were following, | wanted the men to benefit from

i

their involvement,' and not to feel compromised or at risk because of it. Reinharz (1979: 240)
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uses the term: “the rape of the respondent' to warn against the eXpIoitation and violation if

participants are subjected to cynical and unethical research.

During the course of the study | was aware that ethical issues were complex because of the
multiple relationshibs | hac! with the students asv‘PGCE secondary English programme tutor,
general professional stud_ies tutor, personal tutor, link tu'eor and research student. In my
university role, | was a member of the team responsible for the assessment and moderation
of the students' performance througho‘ut the secondary PGCE English programme and for
their»assessment against the Standards for the award qf Qualified Teacher Status (QTS). In
order tc; avoid potential conflicts emerging as a result of this type of research (Burgess,
1984), | took the deliberate decision neither to observe nor to. assess the men teaching
during professional placements, thereby reducing the influence of my role and avoiding
consequential damage to\ professional or research relationships. |ndeed, as an unintended
but ackn’owledgedv outcome, in researc.h terms, this did reduce the number of opportunities
for classreom observa.'tion. However, having chosen not to assess the.part’i‘cipants in the
classroom as teacners-in-training, | believed that the trust and openness, of my research
relationship with the men throughout thev study was more likely to remain intact. Similarly,
as é non-participant researcher | opted to con_duct the individual inFewiews, wherever
possible, in the placement schools, in order to reduce my power base by be;oming a visitor
in their professional space. Here, | was following the advice of Lee (2000) that research
should not harm the subjects involved. These decisions regerding the research eesign arose

from a concern to avoid any potential harmful effects on the participants, especially those

N
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generated by clashes because of conflicting roles. In summary, the intention was that, as far
as these male student teachers were concerned, | was simply a member of their English tutor

team who was also researching their experiences as they trained.

As the study began, | had expected that the men would have had some relatively clear and
forthright views in relation to identity, both about themselves és hen aﬁd about how this
might be subject to change as they began the process of learning to become English
teachers. Howéver, | soon realised that this was my research agenda rather than thefrs.
Indeed, at thé outset, the men's principal concern was with finding a kéy to survival as a
teacher, which they saw as completely separate fll'om issues regarding the development of
professional identities. Itis here that my influence on the men over the peri‘od of the stu»dy,
~ as both researcher and tutor, must be foregrounded. Had the research not taken place, the
men may not have becomé. as aware of their masculinities or their teacher socialisation: they
might not have realised or considered the chénges that were taking.place in their thinking

and behaviour as they learned to become English teachers.

As the foéus for the study, the men contributed to fhe research through their increasing
involvement as they thémselQes becamé more interested in exploring fhe links between their
experiences and the'emerging cénéepts. Woods (1985: 52) claims that ethnographié
resear;i:h is. ‘particularly well sQited to helping to close the gap between reséarcher and
teacher, educational research and educational praétfce' and this was borne out in practice

through the conduct of this research. Unsurprisingly, the students were actually more
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conce'rned about their success on the PGCE programme than about their contribution ‘to
research intc; professional identfty and teacher socialisation. | was tonsciqus throu‘ghout the
research phésé that ethical tensions might. potentially emerge if, as a result of their
’participatvion in the ;tudy, the students ’:were to become resentful about helping me fo )
complete my doctoral research. lnt:e‘grity and openness needed to be exercised with a
degree of diplomacy, in order to ensure the men felt valued and were treated with
consideration.  Each individual interview session invariably ended with informal and
sometimes lengthy discussions regarding particular concerns or their progress to date,
reminiscent of tdtorials. For these men, part of the reward for being involved in the study
was access to more tutorial time, demonstrating the mutually beneficial nature of‘the

project.

By the end of the data coiiection process, I had gvleaned a significant amoﬁvnt of knowledge
about the participants. Some of this was acquired first-hand during the natural course of the
university ytaught programme; further contextuai knowledge was acquired by .visiting othery
sfudents on schoo.l placement; conversations about individual students with mentors
providéd additional perspectives. My knowledge was further augmented by the contact the
students made during tiwe programme: visfts to my office, c’onversatimv’\s after taught sessions
or ‘on the corfidor’, telephone ca‘lls and emails. These additiohal sources of knowledge
provi&ed the background to my enquiry. | have not attempted té hide behind é veneer of
neutrality, awafe that the particular knowvledge I held as university tutor would i‘nfbrm both

the collection and interpretation.
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| was aware when Iistening to the recofdings of the interviews ahd reading the student
teachers' written pieces that my twin roles could influence what the students either said o.r
wrote: | needed to ascertain whether thélﬁtudents were adapting what they said because of
their uncertainty in regard to these differing roleé. As a result, were my roles as universi’ty
tutor and researcher compromised or my credibility improved? Wh.en ‘writing a.bout
unobtrusive research mefhods, Lee (2000: 136) notes that: ‘Participants often change their
behaviour once they become aware they are being studied’. Would the participants in my
study be even quickér to modify their responses? To overcome this potential problem Lee
(ibid) recommends building the bonds of trust with those being studied. My own perception,
partly based upon discussions with aﬁd feedback from mentors, was that these student
teache;'s did trust me as a tutor. However, it was still important for me to signal that | could
| not negate the fact that th;. research was rooted in my relationship with the .;.tudents astheir
tutor. This context of the study was explained on the initial consent forms (see Appendix). -

However, l do accept that, as students following a programme on which | was feaching, they
were in a subordinate position (Davies, 1985) and therefore less likely to have refused to
take part. Wh%lst requesting and securing their involvement avc;ided breaching important
ethical brinciples, the‘process did create other possiblé conflicts,' for example, pﬁtting
additional and unnecessary demavnds on these male s‘tudents, 'who were vul‘nérable ask

memb'ers of a minority group, during an already pressurised programme."
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Res_earch by 4Nicol (1997) focuses upon some of the tensions ihherent in research into
student teachers carried out by their teacher educators. In my own study there is evidence

to colntradict her view that conducting research into her own students reduced h.er crediBiIity
as a teacher. In the case of my study;,"the male students were the focus of my enquiry,
clearly demonstrating my research interest in them; similarly, the study was not about my '

practice as their tutor, but about their experiences and adaptations.

3.8  From analysis to theory
- The data and contextuél knowledge sources were rich;. the nine men took part in a series of -
detailed and thoughtful semi-structured interviews. The process of analysis converged and
overlapped with that Qf data‘gathering at the start of the study and this continued during
sub;equent collection. It was important that the voices of the individual participants
remained clear;and vi‘t))ra}nt during what was to become a close,va'nalytical reading of the
data. At thi; point, the particular challenge described by Alexiadou (2001) resonated for me:
“‘My search was for a set of theoretically informed brocedu}es in ar‘\alyslng“ R
* interview data, that enabled an undérstanding of ‘lived experience’ and the |
‘discovery’ of the meaning behind the talk providedlby the interviewee, while at
the same time sllowing the exploration of language as it performs a social
function’A(p. 53). | |
My approach vx-/as in line with that of Denzin and Lincoln (1998: 161), who acknowledge the

interrelatedness between data collection and analysis that occurs “throughout the course of
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a research project'. ~Such ’an apprdach alIoWs themes and} thebretical constructs to be
created aft;zr the déta have been coded (Duncan, 2000). Verification and theory
development toyok place during t‘he data gathering process, as well as during thg postf
_collection analysis. As noted by Denzin Fand Lincoln (1998), | believe that this richness of
cohcept development or ‘conceptual density' depends on a deep knowledge of the da‘ta, as

the emerging concepts are ‘checked out systematically with these data' (p. 161).

Strauss and Corbin (1998) encourage qualitative researchers to step back periodically and
ask, ‘Do | see what | am thinking in the data?’ (p. 45). During the data coilection process, |
frequently applied their advice,‘ pausing and taking stock to allow ‘the design, like the
concepts to emerge during the research process' (ibid: 33). The more | got to know the
students, the more | wanted to probe and check. For me, this provided an opportunity to
give the particir;ants a clé;rer voice and to involve them in interpreting ‘w’hét is obseNed,
\heard or read' (Denzin and Lincoln, 1998: 160). At this juncture, the reseérch needed to
rﬁoye t.owards what Denzin ﬁnd Lincoln (1998: 169) describe as being ‘embedded iﬁ a thick
context of descriptive and conceptual writing', in line with Glaser and Strauss (19.67) and

Strauss (1987).

3.8.1 Coding the data
The jo<urney from data collection to theorising seemed long and tortuous, as at that stage |
could not yet view the entirety of the process either as a whole or in a meaningful format. In

order to address this, | constructed a schematic for the data anélysis process and followed
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this lmeticulously. During the transcription of the interviews, I began a process of ‘open
coding’ {Strauss and Corbin, 1998: 101) by highlighting participant cencerns, noting thoughts
. and particular links to pursue. The criteria for identifying these situated ideas were no more .
specific than open questions (ibid: 89-9'24)", for example: What do the participants focns on?
What do they want to talk about? What do they say they are enjoying? What are their‘ '
concerns? What is interesting or surprising? What are they not saying? Snch an approach is
advocated by Weods (1977). The questions aided me in seeing their position on the general
student teacher ’journeyf and their specific development as English teachers. Strauss and
Corbin (1998) term such an approach to generating initial categories ‘microanalysis', As lb
engaged in this ‘Iine-t;y-line' analysis, words indicative ofithe participants' perspective, acted
‘as triggers for the microanalysis, for example: ‘English’, ‘teacher’, ‘pupils’, ‘women’, ‘enjoy’,

‘nervous’, ‘relaxed’, ‘confident’, ‘friendly’, ‘mentor’, ‘management’.

| rejected using available software packages, NVivo, Atlas.ti or XSight, after a brief period of
experimentation during the early stages of working on the transcriptions. To have used
computer software would have created a misleading impression of objectivity: moreover, in
this study, the particular challenges in terms of ethics and the analysis were deserving‘ of
exploration rather than circumvention.  As | was working with a iarge but manageable ‘
amount of data yielded by the nine men in the main study, a manual analysis was possible
and, | felt, nreferable; however, it is acknowledged that, with a larger number of participants, .

the use of software might well have become necessary.
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The next sta)ge in the process of data analysis involved transcribing situated ideas into
columns, using the participants' own words as potential ‘in vivo codes' (Glaser and Strauss,
1967: 43), occasionally adding ‘memos' (Strauss and Corbin, 1998: 110) or ‘waving the red
flag' (ibid: 97), telling myself: ‘Look ouffér this’; ‘Check this’; ‘Why is this?’ ‘What is being
said?’ ‘What is 'not being said?’ ‘How does this\ de\)elop?’ 'bo other participants say this?’ The
result was that a number of situated ideas were grouped together over tirf\e in order to forﬁ
emerging themes. This ‘progressive focussing' (Glaser and Strauss, 1967: 22) was an
important part of the anélyticai process, along with questioning of the other contextual

knowledge sources (for example, application forms and written assignments) and

comparison across the other interviews.

To assist verification of this procedure, | uSed ‘a second grouping method involving a |
whitet;oard and a série; ovf( post-it notes labelled with situated ideas that were then grouped
together into larger sets, whe}re there were broad similarities, in order to form the efnerging
themes. In both methods the names of t‘hese emerging themes changed, and continued to
change, as the situated ideas were brqught together into them‘es. This prbgfessive focusing
process moved towards the stage. of conceptualising a set of five emerging themes at similar
levels of abstraction: | | ‘
. perceptions of the subject of English;
. "awar.ene‘ss of the process of becoming:

= ateacher

- ® an English teacher
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. amale English teacher;
. relafic';ﬁship between masculinities and being an English teachér;
= . relationships with pupils;
. _relationships with:

= . female teachers

= female mentors

* - maleteachers

These were used as a set of concepts and applied to the entire data set, including all the
transcribed interviews and written data. These concepts were then recbnéeptualised and
classified. To assist this procedure, a number of possible models were created. This allowed
me to see the findings afresh before engaging in a se;ond microanalysis of the data, during |
which further potential rheanings materialised. The erﬁerging theoretical constructs (for
example relationships with colléagues, pupils and the subject of English) were subjected to a
final process of selective coding as the categories were refined and integrated. The coding
revealed sequences of adaptations and developments over the period of the research, for
example: the deliberate adoption of a non-hegemonic feaching persona; a preference for
teaching particular eléments of the English curriculum; aiming for an appeararice of
effortlessness and the linkage between perceived sexuality and subject choice. 4

The creation of the theorised constructs was consistent with Strauss and Corbin’ (1998: 19): | _

‘So although description of those experiences clearly is not theory, it is basic to theorising'.
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My'way of structuring the findings and analysis of the case sfudy, which uses loosely
ethnographic approaches has muéh in common with Strauss and Corbin's (1998) in
attempting to:

‘depict the pefspeptives and actions of the portrayed actors, combined with

an explicit ordering of those into plausible non-fictional accounts. The final

presentation is organized around well-develobed and ordered themes, but

the themes are not connected to form an integratéd theoretical sche@e’ {pp.

20-21).
The fhéoriséd construcfs wére connected and a structure formulated by which to forn'}\u‘late
a logical, explanatory and theoretical schemé. Applying définitions offered by Glaser ahd
Strau;s (1967: 32-34), the resulting theories are “substantive’ in that they are applicable to

the group but are also ‘formal' as the theories are more widely applicable. -

The next chapter presents an analysis of the data gathered, in light of the naturally occurring
cbntextual knowledge sources located within the PGCE ‘English programme:‘ \At the initial
;tage of planning the project, it had been my inten;ion to have had three separate data
analysis chapters, each one focusing on one of the main drivers of the original study: men,
gnglish and teaching,‘which would in turn, have been seen as the principai theoretical
constructs shaping the research. However, l‘abandc‘med such a planned abproach early 'in
the éésigﬁ phase: to have adopted such a structure would have risked impésing my own
shape and structure on the research. What was far more imponant, I felt, was to allow the

fheoretica| constructs to emerge from the words of the men in describing their experiences.
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Such an approach is far more consistent in relation to the resea‘rch design and rationale,
avoiding potentially artificial divisions arising from an externally imposed design that had

been selected prior to commencing the research.

[Theoreticll Construct]

1 1
[Situatad |dea I { Situated ldeaJ [ Situated IdelJ Lsnuated M“J ‘ Situated Idea } [ Situated Idelj

Fig. 3: Tree diagram to represent order of analysis of data

This order of analysis informs the organisation of the next cha\pter, which focuses upon an
analysis of the findings. The chapter is structured and shaped according to the emerging
theoretical cénstructs, each arising ffom linked or connected themes, in order to represent
authentically the voices of the nine participants in presenting and describing theif experience -

of the process of becoming a secondary English teacher.
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Chaptér 4: Data analysfs
This chapter presents the varjous négotiations and repositionings in relation to masculinities,
the subject of Englis;h and the development of professional identity that the nine male
student teachers in the sample undertake as the course of their teacher education
progresses. The theoretical constru;ts that emefge from a deep and systemkatic analysis of
the data are used in order to frame the discussion. In outlining the shabe and structure of
the chapter, the theoretical constructs, together with the themes from which they emerge,
must not be viewed either as exclusive or self-contained; there is a degree of overla;; and
connection; at times, a situated idea will appéar in or contribute to more tHan one theme.
This is to be expected in a study that focuses 'upon change and adaptation among a gfoup of

nine individuals engaged in the process of becoming secondary English teachers.

~ The lintersections and”co\rArelations between masculine identity and the role of the English
teacher will be explored as the pérticipants become increasingly aware of the implications
not only of being a teacher but more specifically of being a male Englishwteach‘er. “The
chapter will focus upon the men’s shifting perceptions of the nature of English as a subject
and of the kinds of English teachers they themselves wanted to becorﬁe. It will also reveal
the participants’ encoﬁnters and interactions with mentors, other teachers and pupils, and
the ways in which these experientés work to reinforce or challenge previously held genderéd

assumptions in relation to professional identity.
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41 A procéss of reinvention

The theoretical construct of ‘reinvention’ comprises two core themes emerging from the
interview data: ‘memories’, relating to the panicipaqts' own recollections of studying English
themselves .and, linked to this ’ekpéctations’, invdlving the men’s thoughts and
understandings regarding the kind of teacher they would want to become. A detailed

analysis of their properties and dimensions suggests that the two themes are closely

connected, each one both informing and being informed by the other. -

From the outset, each of the participants had brought to the process of training to teach
English their own particular history and relationship with the subject of English; often
complex individual journeys that had contributed to the construction of their identities, both
as teachers and as men. These helped formulate and shape their initial approaches to school
cultures and fhe forn?ati‘dn’of effective relationships with pupils (cf W&ods, 1995), and
would continue to develop as the PGCE year progressed, shaping and in turn being shaped by
their experiences.  This procesé reflecfs Mitchell and Weber’s (1999: 8) éoncept of the -

‘pedagogy of reinvention’, the student teachers reflecting upo'n their school experiences in
order to find ways of seeing themselves as teachers.” Mitchell and Webér (ibid: 48) describe

both beginning énd ;nore experienced teachers as ‘seasoned travellers’ because their .
attitudes towards their work arevinformed by the autobiographica] joufneys of their oWn |

schoc;Iing and teaching.

131



Paradoxically, although the men’s attitudes at the outset toWérds becoming secondary
English teachers were overwhelmingly positive, théir memories of their own experiences at
school were predominantly negative (‘brutal and brutish’ [Steve, Interview 1]), with the early
years of secondary schgoling in particuylér characterised by ineffectual teachers (‘the most
boring maﬁ alive!” [Jonathan, Interview 1]) and pelrsonal feelings of isolation (‘just wanting to
be accepted’ [Martin, Interview 1)}; ‘never part of the ‘in-crowd” [Peter, lnferview 1]; ‘treated
asa non-persop' {1an, Interview 1]). Their teachers were often remembered as having been
unable to manage bupilsf behaviour and as subjects of ridicule (Chris, Jonathan, John, Peter),
frequently burdened with insulting or demeaning nicknames by which they were known:
‘Butch’; ‘Piggy’; ‘Rocky’; ‘Dopey’; including nicknames of a more sinister sexual nature:

‘Paedo’; ‘Gaylord’; ‘Boner’.

When asked to explauin \fheir atypical d‘ecision to study English af A-lével and later at
university (Thomas, 1990) the participants were critical of other subject pedagogfes they had
expefienced at school. Mathematics and.the Sciences were ‘boring and too tev.‘acher-focused’
(Chris, Interview 1), while the Humanities subjects ‘were just about how to write essays and
learn exam techhiques, nothing more; (lan, Interview 1) at the expense'of‘ fostering a love of
the subject. Steve, Who had returnAed to English as a mature student,‘ remembered his own
secohdary school English lessons as having failed to capture his interest, identifying a neﬂed
for é;)ntext and motivation that had been influenfial in shaping his own approéch to

teaching:
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‘Studying one single texf in such depth can get a bit derhotivating at times.
.Lobking back on my own English Iessons; | think that what | really wanted was
fewer texts and less writing but more context and more action, which would have
made the subject more relevant 'tb’me and where | was at the time’ (Steve,

Interview 1).

Similarly, Keith’s recuperative approach to English teaching (Biddulph, 1997) was typi‘cal of a
number of the partfcipantls (Steve, Jonathan, Martin, John), whose decisi»on to train as English
| teachers had been influenced by a determination to provide a better version of English
teéching than that which they themselves had expérienced in their own secondary schooling,
particularly at Key Stages 3 and 4: |
‘I felt that my own passion for the subject basically developed in spite of my
experience of English lessons at school. It doesn’t have to be thét way, though. 1|
~ genuinely believe that pupils can really be turned on to English by encountering a
~ teacher who can make the subject come alive for them. If you ‘can't'~ make a
subject like English interesting, then really teaching is the wrong jdb for you’

- (Keith, Interview 1).

Although, for all the participants, English in the early years of secondary schooling had
seem;ed barren and lacking in purpose, their perceptidhs of the subject of English and of male
teachers in particu!ar' altered radically during the sixth form years. Goodwyn (1997: 31)

points out that student teachers will often identify enthusiastic and passionate teachers of A-
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Ievél English Literature who went on to became principal motivating factors, acting as
catalysts in their decision to becomé English teachel_fs. Indegd, in my own personal journey
toward becoming ‘a secondary English teacher, it was an encounter with one such
. inspirational sixth form\_@eacher that wébsn a significant factor in my decision, first to study
English at univérsity and then to train as an ‘English teacher. Jonathan (Interview 1)
articulated the significance of a male English teacher in his own decision to teach, a man
whose influence had céntinued well beyond the A-Ievel years, developing into a central tenet
of Jonathan’s vown ‘perspnal growth’ approach to teaching English:

‘If it hadn’t been for Joe, | certainly wouldn’t have chosen to study English at

degree level. I'd probably have chosen law or accountancy instead’ (Jonathan,

Interview 1), ,
For a nqmber .of the other men (Keith, Peter, John, Ben), an influen"ciai male English teacher
emgrged during the firs"c rgund interviews as a significaﬁt factor in their subject choices at ‘A’
level and univérsity (Goodwyn, 1997: 31) and on their eventual decision to train as English
“teachers. The importance of such influential role models for these.nien matvcv}hes what Mac

© . an Ghaill (1994: 25) identifies as ‘memories of significant others ... [which] were important in

shaping male teachers’ subjectivities’. -

Through remembering their own male English teachers in this way, male student teachers
are provided with an effective masculine scaffold of ‘doing’ English {Eaglestone, 1999), which
frequently acts as a model for the version of English that they themselves want to teach.

Indeed, for the participants, the importance of such influential sixth fdrm teachers emerged
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- from the interviews, when the‘ men spoke about the pﬁssibilitieé o'ffe‘red by English and} thg -
sorts of teachers they themselves wénted to become‘:‘
| ‘My A-level English teacher always gave the i’mpression of being really Chilled and - -
relaxed in his épp(qach to his c]asées, bdt at the same time he was interesting to R
“listen to and amazingly knowledgeable aboﬁt the subject. Hé was a really gifted - -
communicatyér: for him, Epglish wasn’t just a means to an end, b;n: something
that could a_ctua|ly ,cr;ange our outlbok and expkand our imaginations, something

that had the potential to be life-changing’ (Ben, Interview 1). :

At ther outset, the participants had come to the PGCE programme with clear views and -
expectaﬁons about English asa subjecf, Whic‘h had been influential in their decisions to wéht '

to train as seco-ndary English teachers. During the first round of intefview#, the parficipants
were asked to articu\laté their feelings, preconceptions and aspikatibr{s ‘abkout English |
teaching as é career on’.the basis of their experience of English, both ’at school and at
university level (Thomés, 1991) and ktheir knowledge of the world of w;)rk (kReid and
Caudwell, 1997; Smedley, 1998; Reid and Thornton, 2001). Such terms ask“passi’on',' ’l"ove',yl
'excitément’, ’pléasure', 'erigage’,' ‘privileée’ and "transform'bfe’atured repéatédly. Howéver,
during the course o’fﬁthe PGCE programmé, the men’s éxperiencés forcedi them to re-;
éxér:rmine thei.r relationship with fﬁe subject of English; indeed, through working wfth 'pup>ils’
and ;;aachérs on school placements they were chaliénged to repfoéess and re’pﬁobksitioh both
théir beliefs about and their approach to English as it is constructéd and presenteﬁvd withih the

secondary curriculum.
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The participantsf comments broadly aligned with qudwyn’s statement (1997: 1) that the
majority of applicants to English PGCE programmes allude to a love of reading as a primary
influence upon their decision to train as kt‘eechers. However, although a passion for literature
had motivated their decisions, a number of the men had also wanted to ‘make a difference’
(Jonathan, Chris, Martin, Ben, Keith), as noted by Ball and Lacey (1980:; 174) and to heve a
role in the pupils’ development as individuals‘(Bousted, 2000: 24). A natural tendency
towards Cox’s ‘personal growth’ model of Englisn teaching (DES, 1989) and Dixon’s ‘growth
model’ (1967) was also evident from their interviews throughout the study, reflecting the
philosophy of the majority of English teachers (Pike, 2000). * For this group of men, the
decision to pursue a career in teaching had been founded upon a desire not simply to teach,

but more specifically to teach English.

4.2  Theright subject knowledge? -

The theoretical construct relating to ‘subject knowledge’ comprises two themes that emerge
from the data: ‘preferred versions of English’, focusing on literature and the effecti\’/enatu’re
of the subject a}nd ‘knowledge and expertise’, lnvolving the men’s reflections upon the
appropriateness and relevance of their own particular brand of English subject knqwledgekin
relation to that required to underfake their classroom role effectively.” The two themes ‘do
beco#r\"ne interlinked, as the men articulate their feelings in relation to Englisl\ asit le currently

shaped within the National Curriculum.

136



The journey towards becoming secondary English teachers involved the participants in
undergoing a series of complex and’, at times, seemingly contradictory shifts in identity and
self-image. The hitherto stable relationship between the subject of English and their own
individual identities became exposed, with each of the men being forced to explore, clarify
and reposition hi§ private relationship with English, wHiIst at the same time publicly Iearning
to teach the subject to classes of pupils. As the participants workedk to acduire the necéssary
subje& knowledge in English, at the same time they a!so‘needed to develop the professional
ideniity of an English teacher and to reposition fhemselves as men, reminiscent of the
‘private troubles’ and ‘public issues’ described by Mills (1959). The process of negotiatiné
tﬁeir relationship with English involved an increasing awareness of how to operate within a
subject they came to see as feminised: at times this led to difficult and uncomfortable

~ questions about how they saw themsel\)es, not only as teachers but alsoas men. - -

One unexpected feature for this group of men, who had previously always regarded
themselves as being ‘good at‘Eninsh', was thaf much of the subject knowledge they needed
to acquire and teach was both new and unfamiliar (Goodwyn, 1997: 29). Although, in the
first instance, this was viewed as an interesﬁng and exciting feature of the process of initial
teacher education, thé actual content of the secdndary English eurriculum (DfEE, 1999)
seemed remote and far removed from their‘university English degreés (Daw, 2000). . John
(|nte;"view 3) gave the example vof ‘writing to persuadé, argue or %dvise’ as something he had
been aware of in general terms but had neVer studied or given a great deal of thought to,

either at sixth form or at university. He found such transactional features of English ‘tedious’
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to teach and much preferréd teaching the more familiar literature frdm the canon, together
with mére recent teenage fiction. | However, as he'pqinted out, with Eurricul‘unyw menfors and
other English teachers being complétely immersed in Nationél Currikculum English, such Ia’ck
of knowledge and intereﬂst in particular éébects of English was frequently viewed as a seribus

subject knowledge gap.

Without exceptfon, the participants did énjoy encountering the world of feenage fiction anq ,
described the pleasure they had gained from having discovered new titles (‘Holes’, 'Milliéns') ‘
and authors who had also become popular with adult readers (Philip Pullmén, Eoin Colfer, JK
Rowling). However, Keith (Interview 2) did poiﬁt out that he had envisaged teaching
ghakespéare to tob set classes and had been disa‘ppoi‘nte'd to find that this was not to bé the '
case. Althbugh the panicipanfs expressed ﬁo overt or explicit criticism of the quality of
teaching in primary schuool\s;, a number of them (Steve, Keith, Martin, Johh) v(/ére dismayed at
some pupils’ ability levels, particulafly inwriting. - | |
‘I was reaIIy‘ surprised at how much they [the pupils] couldn’t do.  |t ‘v'Va’s real
back-to-basics stuff. I'm not talking about middle-order l}iteAracy s:kills. It was DU S
- thinés like sbentence structure: capital ietters, fuli stops,kthat kina of thing’ (Stéve, i
_ Interview 2). L | |
4 didn't think l"‘d be teaching them word;level skills. '~'I"m not criticiéing‘what’s =
mgone before. They’\}e 'obviously~ covered thése things, kbut it's as if it’s;’all T\been g
forgotten. It just makes you wonder if there’é‘any point to teéching it at’vaI‘I' -

i (Keith, Interview 2).k ;
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In similar vein, Martin expressed his surprise at finding he was teabhing phonics to Year 7
_pnpils; he had certainly not envisaged having to teach the basics of reading and writing. He
therefore found a sense pf security and‘farmiliarity in\ teaching older pupils, especially A-level
English Literature:
‘It's what | envisaged when | imagined myself as a teacher, | actually feel like 'm ‘
teaching them something and that it's worthwhile, whereas with some of the
younger classes it feels more Iike I'm filling time for them’ (Martin, Interview 2).
Peter (Interview 2), in spite of his very secure grasp of grammar and linguistics from his firstv
degree, was suspicious of what he saw as low-level, reductive and decontextualised
approaches to |inguistjc analysis of non-literary texts and was uneasy with the amounf of
'non-literary material he was required to tea;h at Key Stage 3.
‘If you take everyth}ikng out of context, all you have is a series of sound-bites and
nothing is connected to anything else’ (Peter, Interview 2).
Jonathan (Interview 2) commented that, for him, the prasentation of English as a set of key
S‘kills"in the National Curriculurn (1999) served to reinforce the view ‘that English is simply a
service subject’. Such a comment reflects the ;:Iemands and expectations of the Cox (DES,
1989) ‘adult needs’ m‘odel of Enghsh and has more in common with the Framework for
Teaching English: Years 7,"8 and 9 (DfEE, 2001) than the more traditional and estabhshed
subject of literary English with which these men had prevnously been comfortable and

successful, either as school pupils or as university students.
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A common feature in their development as teachers was the way in which all the participahts
had to renegotiate' and reposition their relationsljip with a subject that han changed
| signiftcantly since they themselves had studied it as pupils and which they had often viewed
through a specific lens, according to thé'ir/ particular area of interest. English, particularly in |
its current guise of Literacy, now seemed far more functiénal and prosaic than most of the
men had either recollected from their own schooling or anticipéted in their trainihg as
teachers. At a number of points during the PGCE programme, this led to the paradoxical
situation of this group of highly qualified men being seen as having inadequate or
inappropriate subject knowledge to teach in a secondary classroom (Daw, 2000). - This came
as a shock to the particit)ants, who had not previously c‘onsidered the possibility of Such a
situétion arisihg; indeed, at the start of the PGCE programme the participants had exprested
the view that their strong subject knowledge would be useful irt effectively countering .and
managing the workloaq d‘evmands. Keith and Martin, in particular, had not énticipated being
caught by gaps in their subject knoWIedge.'
| ‘rd vthough‘t that | would need to fotus on getting the behaviour manégement -
side of things right, or on elements of teaching aknd' learning, but I'd just never

considered that subject knowledge would be an issue at all’ (Martin, Interview 2).

Jonathan’s view of classroom practice in English in which ‘the majority of questions used by
teachers are open questions, because they leave so much more scope for discussion and
development of ideas’ (Interview 1) was shared by John (Interview 2): ‘English often

encourages an empathetic response to a text and, because of this, the questions asked are
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hardly ever pgrely factual’. However, the pérfcicipants did acknowl:ed/ge tﬁat the demands of
both the National Curriculum and, iﬁ paﬂi;ular, the Eram’ew‘orkkfor Téaching English: Years 7, "
8 and 9 (DfEE, 2001) required a significant number of closed responses, with the result that
. English was ﬁot necéss§rily as 6pen to -ih':cerpretation as it had been when they themselves "

had studied it at school.

Indeed, over the course of the’study, the pakticipants’ relationshib withkthe subject‘ of
thinsh, as defined» by Ball (1987), was challenged by its ‘relatively recent transformation into |
Literacy. " The Key Stage 3 Strétegy was viewed as having ‘encou(ragred a more didactic,
teacher-led 'approa‘ch (Goody, 2002); howéver, such an apprbach to teachin’g and classroom
management, with its ineviféble consequence' of potential struggles around cdntrol and
power, was not favoufed by the men in the study. Moreover, not only were there issues
with the style and forrpatﬁ of‘lessons; the men reported feeling no real sensé of ’affinityk with
- or affection for thg more forfnal aspect§ of grammar or English Ianguage; In fact, the need to
acquire ahd develop‘new subject knowledge seemed to have drained soymye :of the fnen of - ‘
théir confidence in:and enthusiasm for English; Martin (Interview 2) felt that he ’had ‘had té

learn to speak English in its secondary school format from scratch’.

It was during the process of training to become teachers of English, that the participants
became increasidgly aware that their practices in relation to the subject were éctually

manifestations of their own private and public m,asculir'ﬂties.v Althdugh as students they had .

been accustomed to performing private roles as consumers and creators of English, the
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familiar and comfortable practices of speaking, listening, readilng and writing took on
-completely different meanings and implicatioﬁs, gach with the potential to threaten or
challenge their nﬂasculinity when observed publicly, questioned or criticised by others. In
effect, their engagemen; in an initial teétﬁer education programme had required thé men to
undertake a complei and public cours:e of action to acquire not only a new identity as
teachers but also a new understanding of the subject of English. Een commented thaf the
PGCE programme had developed in him:

‘a fresh understanding of a subject that | love but also more of an awareness of

myself as a man and my relationship with that subject. Becoming aware of and

- sometimes having to confront other people’s attitudes to the subject makes you

consider your own relat‘ionship with it’ (Ben, Interview 3).

4.3 " Englishasa ger!defed curriculum space

The theoretical construct relating to ‘gendered approaches to English’ is made up of three
closely connected core themes: ‘boys and English’, which relates to the ways'in which boys
~ view their work in English; 'gendéred approaches to English’, which discusses the wéy in
which the subject of English is viewed as feminised, and ‘male student teache;'s of English’,
which concerns the} rf\aen's perceptions of the ways in whic‘h theilr own approachés and

~working styles are themselves gendered, reflecting those of the boys they encounter in

schools.
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From their own histories as successful pupils and students of Englis(h, the group of nihe men
did understand that to perform weil at English is to be able to.express oneself clearly and
thoughtfully in speech or wriiing about what one has read, seen or heard. However, the
premise that girls are gopd at emotion aha therefore good at English was one of the central
’tenets of Ofsted’s (1993) report into boys and English. The r'nen in the study frequently
mentioned the emotional and err{pathic nature of Ehglish as one of the majbr surprises about
the process of learning to be a t'eacher:‘because it wés not a problem that they themselyes
had ever experienced, they had neither considered nor anticipated that boys would have
faced such difficulties in dealing with the subject’s emphasis on personal feelings. They
found that they were having to deconstruct ahd then rebuild an aspéct of learning that had
always come quite naturally td tﬁem:
I really can’t getit. | mean, all you have to do is think about what ha; happened
and then consider why it might have happened or what might happen next, but
the boys just can’t see it. It's as if the'y're hard-wired into just thinking about
what has happened: like things happen for random reasons; one thing, then -
another, then another, but nothing’s linked or connected. There’s no mbtivation,

no reasoning, no emotion, just a series of actions or events’ (Peter, Interview 2).

Indeed, as the study progressed, the expectation for pupils to empathise in order to be
successful at English was cited by all participants as a crucial factor in explaining why boys are
less attracted to English and less successful in it. Peter (Interview 2) explained that he had

started approaching textual ;tudy as an exercise in literary detective work, deliberately
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asking the pupils to surrﬁise and explain why certain events might have happened or why
particular words had been said, in an attempt tg engage the béys in such conjecture.
Hdwever, as lan commented, fbr many boys it was as if they saw such activities as nothing
more than idle and bointless speculatidn: .
‘Like one of them [the bqys] said to he last week, “If it happened, then it
.4 héppened. It's pointless thinking about why it happened. It's nbt as if that’s

”

- going to change anything” (lan, Interview 3).
Indeed, it was these emotional and affective aspects of the subject that the participants saw
as being at its very core, and of particular importance to male pupils, emphasising the
potential for English to be an agent for social change. Such an approach aligns closely with
Cox’s ‘cultural analysis’ model and with Béll's (1987) brienfation toWards critical literacy, the
oppositidnal and the radica!, as expressed by Chris:
‘One of the most interestin‘g‘things about English is that, all the time, you are
considering and &iscussing what people have done - relationships, mrotivation,
tracking hO;N things have developed, looking at situafions fro&l. different
viewpoints - | think that by doing that it helps the pupils to stop, stan‘d back and .
. evaluate what t;mey themselves are doing’ (Chris, Interview‘ 1). | |
Such an approaéh seems to echob that of recuperative masculinists, who often promote the
teac;\ing .of English as a key tool in ﬁddressing and tackling male diseﬁgagement, both

educationally and socially: -
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‘by specifically tackling English, it tackles the key life skills of self-expression, self-
awareness and communication - the very things men traditionally lack. Theseare. -~
the skills that make boys into better fathers, partners and workmates’ (Biddulph,

1997: 3).~

Cver tHe course of the study, the participants did not view boys a§ being particvularly
resistant in English, but equally they did not perceive them to be Vpowerf‘ul actorsina subject
in which they were significantly less likely to succeed than girls. By the time of the‘ final
round of interviews, John had reached the conclusion that fhe affective nature of the subject,
together with the numerical predominance of female English teachers had contributed to
boys simply becoming attuned to a notiqn of academic achievement in English befng
feminine in nature, with the result that .the boys then reject it and, as a consequence,
becomé still less engaged in lesson activities:

‘I have come to believe that tﬁeré really is a gender bias in English, and that in

mény circumstances this actually affects the way that it is positioned cJIturaIly ‘in |

the minds of the pupils’ (John, lnter\}iéw 3).
John's conclusion with regard to the feminisati‘on‘of English as a centralrfactor impacting g
upon boys’ underachi;evement in the subject was closely aligned with that of Daly (2000)?

‘"l' he relative performancé of boys and girls has been attributed to the

\l ‘ferﬁinisation' of Englisﬁ as é subject, which is populatéd by Women téachersr '
offering a eurriculum which validates emotional and subjective response,‘ where =~

. girls feel at home’ (p. 230). -
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The participants had bec_omé accustomed to occupying positions of being atypical and in a
minority, both at school as boys good at English (Millard, 1997) and at university as students
of English (Thomas, 19»90)( This was a 'sftuation that the men had learned to adapt to over
time, some finding it more natural or comforfable than others. Some had deliberately
adopted traditional ‘hegemonic "behaviours as an outward demonstration of their
heterosexual credentials (Duncan, 1999): John had becorﬁe a committed rugby player, seeing
his sporting prowess as a means of validation as a man (Newsome, 1961). Peter had
deliberately distanced himself from the ‘English crowd’, instead preferring the corﬁpany and |
friendship of othe'r men studying science or technology based subjects, and at school had
been particularly scathing and critical of other English pupils. .Ben and Chris had been far'
more comfortable, both in female company and in studying érts-based subjects:

‘I don’t k‘now why fhe others [male pupils] didn’t see it. Because of the subjects |

had chosen, | was spending my time with the best looking and most intelligent

gir‘Is in the school, while they were all hanging around outside the scvi‘encvé labs

gazing at okne another’s pimples. 'To me there was just no contest’ (Chris,

Interview 1).

In spite of their backgrounds at school and university and of the ways in which théy tended
~ to view themselves, at the beginning of their programme of initial teacher education, the
male student teachers did bring their embodied masculinities into the PGCE course and were

performing hegemonic masculinities. Some of the participants were aware of this, remarking

146



about how disproportionately they were contributing and drawing comparisons with the
behaviours of boys in school: |
"Even though there is a much smaller number of male PGCE train‘eesv in the
English groups, | have noticed thét we.are exactly like the boys in school: we
contribute and participate disproportionatély’ (Martin, Interview 3). -
This observation aligns with the findings of Penn (1998), who reinarked that ‘men cio not
necessarily modify their masculinity on coming into a woman's profession; they bring their
masculinity and male assumptions with them’ (p. 246). Thus, from the outset, the men bofh
saw themselves and \ivere seen as 5 numerically small but pqwerful nnd vocal ‘significant
minority’ whose dominance of interactions in university sessions was out of propqrtion to
the actual size of the group. They also noted that they had different working practices
during university sessions: |
‘Even though we'\ié become used to wquing in the environment of the English
class, we do work differently. Like last week, when we were doing that sorting
acfivity in groups, we hnd fifteen minutes to get it finished, but our éroup was
done in half that time. When we’d finished, there was never a possibility of going
back to revisit what we’d done, to see if we could approach it from another :
angle; it was dnne, and that was that. But the other grouns were all WOrking

- right up to the last minute, and some didn’t finish at all’ (John, Interview 1).

‘At this stage, the participants did not articulate the significance of their gender in their .

teachér dev'elopment,and socialisation (Sikes, 1991). Similar to Bell -and Yalom'’s
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observatioan (1990), they did ncv)t perceive gender to bek an orgahising influence or fo‘rc‘e in
thefr professional Iives.» Jonathan explained how this male subject sub-culture A(Lacey, v1997)
had manifested itself at this point in the year: ’ -
You just get usgd to it. [n sixtH’férm there w.ere always loads more girls than
boys in the English classes. At uni, it wés even more pronounced. The boys'
- always tended to gravitate togethef asa gron, but it waé néver réally a case of |
| “us and them’, it was juSt that you find a social grouping that y"ouy feel
comfortable in. It's the same now in our seminars — there’s always a table’with
most of the men on it. It’s not ‘exclusive; sometimes there’s movekmen’t ’in of )
out. It’s quite fluid, but that’s always ‘the boys’ table” (Jonathan, Interview 1).
Being part of a gendered ﬁwinority was familiar to most of the participantﬁ, given their
relat(.ively Arecent experiences of being male English uhdergraduates 6n predominaﬁtly fema!é
degree courses: | ‘
You caﬁ’t escape from the fact that ydu are a significant mi’norvity. -The
de’partments we’ve been jn héve been full of female téachers Land neal"rily all ourk'

mentors are women too’ (lan, Interview 2).

Initially, on professional placement in school, Jonathan had reacted positively to being in an :
evenly balanced English department:

‘It’s about 50: 50 men to women. It’s nice.”

. (Jonathan, Interview1) .
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However, iEsoon became apparent that, even in such a seeming|y bélanced department, the
v,vho|e ethos of the department was feminised: the ‘English departrhental office had bécome .
“a female dominated room’, its walls dotted with family photo'graphs, thank you cards and
letters from former pupils and orgah.isational rotas fof various'duties, but with male
colleagues’ ‘who you don’t see véfy often’ (Jonathan, Interview 2). By the end of the
placement, Jonathan had becéme very aware of being in the minority, culturally if not
numerically, and of how he had changed the manner in which he constrUcted and performed
his male identity in relation to the women he found himself working with every day. -
- ‘'The department has been female-based, | know. l've enjoyed it though. | quite
like being in the minority in some ways. | think | have become a bit more - .
‘macho’ (laughs). | méan, | would never have said that | was a ‘man’s man’. I'm
. very used to being around women and working with them, but my sense is | -
~have become a bi\tr more ‘butch’ in my outlook and approach,\ a bit’more - not
" laddish or loutish - but my type of sense of humour has betorﬁe more overt, °
louder, a bit more male ... Maybe it's because we are outnumbered ... | like
" being outnumbered, but you want your voice to be heard’ (Jonathan, Intervi’ewr

2).

In fact, the strategy that he was adopting was one of hy;per-masculinity (Whitehead, 2002), |
together with a reversion to hegemonic behaviours. Jonathan’s adoption of such overtly
‘male’ behaviours could be viewed as an attempt to establish and emphasise his own

heterosexual masculinity (Kehily and Nayak, 1997). In order to cope, he had Consciously
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adapted or exaggerated the way he behaved as a man. In part, this was a type of res;istance '
or “coping’ strategy (Duncan, 1999); to resist the dominance of and criticisms from his female
colleagues he had consciously become more masculine (Newsome, 1961) and made more

overt use of “male” humour.

4.4  Finding the balance: entering the gendered workspacé

The theoretical construct of ‘éntering the gendered workspace’ is drawn from two of the
themes highlighted in the data. First, ‘search for a persona’ explores the men’s need to |
develop a comfprtable andv appropriate way of ‘being’ in the classroom, and the extent to
which their preferred, more relaxed way of ‘being’ can be seen as gendered. Secondly,
‘teacher-pupil relatiq‘nships’; examines the men’s reflections upon classroom management,

particularly in relation to establishing affirming and appropriate professional relationships.

On the PoWick Bridge University Secondary PGCE English course, male student teachers were
~ clearly in @ numerical minority: 12 out of a cohort total of 45,7 corresponding to Howson’s
’findings: (2000) and reflecting the typical male/femaie ratio in ~p!acement English
departments within the Powick Bridge initial teacher education partnership. Thé majérity of
" curriculum mentors,‘ responsible for the §tudent teachers’ ‘coéching, counselling ahd
assessment’ (Fletcher, 2000: 1) were also female, as were the mkajority of other English
teat“:whers with whom fhe participants would come into éontaét. - In éntering such a

predominantly female workplace as the secondary English department, the experiences of
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the participants mirror earlier studies of men entering occupations regarded as ‘'women’s

jobs’ (Allan, 1993; Williams, 1995; Miller, 1996; Owen et al, 1998; Cémeron et al, 1999).

At the start of the first professional plééément, in line with Furlong and Maynard’s (1995: 12)
“‘survival stage’, the areas o'f concern at the forefront of the participants’ minds regarding the
transition into the role of a teacher related to managing and cohtrolling claséroom
behaviour. Untjl this point, the participants had tended in the main to rely upon their own
personal recollections of the classroom culture of secondary schools in order to develop a
hypothefical strategy of how to manage pupils’ learning effectively. However, for all the
particjpants, initial observations soon highlighted the extent to which school§ had changedin
regard to pﬁpﬂ behaviour since they themselves were pupils at school, in some cases
relatively4few years. Their early concerns about classroom management became further
exacerbated when the student teachers discovered the disjunct betweén their individual
subject ideollogies and some of the classroom management strategiés that they witnessed.

Indeed, the shock they reported was not so much at any perceived deterioration in pupils’
‘stan\dards of behaviour but, rather, at the tactics they saw employed in addresﬁing and

countering such behaviour.

Principally, what they experienced was a cultural clash between the need to manage pupils'
behaviour effectively and the seemingly more relaxed English pedagogy that they saw as the

desired norm. Chris’ aspiration at this stage was typical; .
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‘I just’ hope that I'll be able to find é kind of happy medium between getting the
behaviour and classroom management right while at the same time still keeping
a sense of approachabilityk and a relaxed and friendly atmosphere’ (Chris,
Interview 1).
Indeed, throughout the en'iire course of the study, the men used the\terrn ‘relaxedf to
characterise their intended and preferred classroom relationships with pupils. In aspiring to
achieve a productive, conflict-free classroom environment, it appeared that the men were
seeking to achieve an outward valiciation of their mas;culi.nity, an impression that discipline
and ord'e‘r weré achieved as a mattei of course (a possible unexpected and unintended
manifestation of ‘effortless achievement’ (Agglestone, 1987)). Keith was able to attribute his
" natural feeling of ease in the classroom to his prior experiénce (albeit very different) of
feaching English in Malaysia. He prided himself on his relaxed style when deaiing with his
classes: | |
‘What I'm aiming for, | suppose is a feeling of being at ease - an énvironment in -
which | am not on edge, worried about the classroom management, worried
about my teaching, my agenda, where | keep having to stop or constantly having
“to rnake sure that the pupils are on task. A situation where | am relaxed enough
. to let the pupiis get on with their }work, and one where théy feel comfortable

- with me, so that they trust me and want to work for me’ (Keith, Interview 3). -

All the participants expressed a strong dislike of silent classrooms, instead preferring pupils

to express their own opinions and to challenge interpretations. Ben’s view was typical:
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‘I’)m lucky to be based in one classroom all the time, but it’s right next déor to the
head of department.- Every‘le'sson, she has the classroom door wide open, and
there’s never the slightest sound coming out of Her room, It's like an outward
sign for all the »treaching staff of her classrpom control. The thing is, though,
. that's not the kind of learning envirohment that | want to achieve’ (Ben,
Interview 2).
The men did not feel comfortable with a didactic style and preferred instead to facilitate and
manage group learning tasks that involved a lower teacher profile. For Chris (Interview 3),
his version of feeling comfortablé with the pupils involved ‘allowing some classroom noise,
within reason, letting the pupils talk wh_ile they work’. - His intention was to create a |
purposeful learning space where pupils would have the freedom to e\xpress themselves ina

‘ group and the confidence to talk to him individually.

Utilising group work in this way freed the male student teachers from having to adobt more

dominaht and didactic classroom personae and released them from having to use hegemonic

cont\rol of the lesson. However, some mentors and English teachers viewe‘d the student

teachers’ use of group work with suspicion; their effdrts to foster relationships'where they
félt comfortable ana relaxed with pupils repeatedly-' received négative comments frorﬁ

female mentors, who viewed such approaches critically as an ovéﬂy laid back style of

‘tea;:‘hing, which they tended to associate with ineffective and unchallenging feaching.‘ To
their mentors, the men’s rejection of more hegerhonic styles of classrbom management was
| often viewed as ‘ducking thg issue’ or ‘taking the easy optibn’.'

\
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Here, the men were sclbject to wﬁat Haywood and Mac an Ghaill (1996: 54) describe as the
‘legitimation’ of teaching styles associated with the power, autﬁority and competence of
mesculinity and the incompetence, fai'lure and weakness of feminiqity. Paradoxically, a
group of males in a bredominently female environment, they were seen as weak and
incompetent by their (usually) female mentors. Thfs was further exacerbeted as they Were at
the same time involved in activities that pupils perceived as gendered, especially readjng
~ poetry and novels, that are associated with feminine subjects (Deem, 1980; Thomas, 1990)
and English (Thomas, 1991; Gilbert and Gilbert, 1998), especially in relation to other more
‘masculine’ subjects, such as mathematics and science (Thomas, 1990). They realised that
adopting the practices of mesculine hegemony in a school setting (Lesko, 2000) was difficult:
"I think it is really difficult to be a very masculine teacher of English and to take

what might be considered a masculine approach’ (Martin, Interview 3).

Before the participants took over the teaching of classes, the first professibnal placement
" began with a period of lesson obsewation,'cnoving gradually over the course of a few w‘ee’ks
into a supported teaching role. At this stage, much of the early focus was upon formulating
and brejecting an eﬁ;ective and appropriate classroom persona. ﬁuring the ‘early idealism’
stage identified by Furlong aed Maynérd (1995: 76), the effecti\)eness of teachers’
reIalionships wit}h pupils was seen as a crucial factor. Jonathan (Interview 1) expcessed hkis

admiration for male teachers who showed they were relaxed by being immersed in English,

but was extremely wary of those teachers who tried to be ‘cool and hip, which the kids see
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through stfaightaway and never works’; ‘the trendy teacher: one of the most tragic sights
known to man’. However, in contrast, John (lnterview 1) regarded being liked by his pupils as
a key factor in the teacher-pupil relatibnship and an indicator of his success as a teacher; thi§
led to later criticisrh from his mentor fof being ‘too nice’ and was a contributing factor in his

ongoing problems with classroom management throughout the programme.

When discussing gendered classroom ﬁanagement strategies, Ben’s experience was typical:
‘Mdst of the observations that | have made of other teache(s have been of |
female teachers, simply because they have been in the English department. So
much of my experience has come from watching female English teachers. it's

~ been helpful m developing my application of subject knowledge, but it’s not -

really helped me pedagogically in my role as a male English teacher’ (Ben,

Interview 2). |
Keith described having been impressed at the ruthless efficier_\cy of a femé|e teacher, who
-had reihforced her discipline at the start of lessons and had then directed thé lesson by
" following a stageé series of outcomes. 'However, despité this, ‘he had actually been more
attracted to a male teacher’s more fluid start to a lesson, which had developed from anv |
opening discussion with the class. Keith took on the approaches Qsed by this male teacher
himself, as they felt apprépriaté,"safe ana comfortable. Other student teachers who had
beé;’a ablé to see men teachiﬁg English reported significant differences in fheir teaching sfyles

from those of the women they had observed:
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‘The female teachers are completely different. Thgy tend to have more thihgs
like Strategy starter activitiés and lots of shorf activities. They don’t juSt goin
- and talk and I_et things build from there. There is just a really big difference
between their styles and their 'attitudes towards teaching. | thihk thé male

teachers I've seen are more traditional’ (Peter, Interview 2). .

lan described his own difficulty in finding an appropriate teaching persona, highlighting
female teachers’ more maternal manner of interacting with pupils:

*The female teachers that | have taken err from are very chatty, quite touchy- -

feely an\d almost maternal in the way that they talk to the pupils and deal with

- them’ (lan, Intgrview 2)

Ian’s_tomments echo the link between mqthering and teaching drawn by Walkerdine and
Lucey (1989). Jonathan; too, believed female teachers were ‘more fnothérly’ (Interview 2).
However, ?eter (Interview 2) believed that not only was'Eninsh ‘seen as a feminised subject;
teaching in general just seems more natural for women’ and that women seemed more '
successful when handling groups of children.  Peter’s comment matched the stereotypical
v‘iews.of one of Reichert’s (2061: 41) participants who saw fémale teachers as matefnal ‘
figures, in contrast | with male role models who were the ‘iﬁtellectual giants of the
commur;ity’.' Peter viewéd worﬁen as better teachers because the job lent itself to being’
A ma{ernal (Duncan, 1999). However, the physical proximity that somke of the wohen teachers

~ adopted was a concern to some of the student teachers:
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‘They’re not afraid of touching the pupils, putting an arm around them, calling
them “love”, giving them a‘ hug to calm them down. I'd be terrified of doing
anything like that. It’s like, as a man it’s drummed into you from an early age:
- do not touch, dp not go too near, and that creates a wariness, a distance

between you that’s always there’ (John, Interview 3).

45 - Real menare good teachers: order and discipline
The theoretical construct relating to ‘men and discipline’ comprises two themes that emergé
from the data: first, ‘establishment of order, which 'examines the men’s experience in
relation to discipline and classroom management. Arising from the men’s preference fof a
more relaxed classroom sfyle discussed in the preQious section, the issue of~ gendered
manifestations of classroom control is also explored, questioning whether some of these
performanceks are ingpbropriate or even impossible for men student teaﬁhers to replicate.
The second theme is ‘being Sir’, involving the men’s reflections‘upon their developing
relationsh'ips with and acceptance by the pupils they teach. The two themes are connected,
" as the men present their feelings in relation to English as it is currently shaped within the

-National Curriculum.
The female teachers’ more maternal style, as perceived by the male student teachers, was

not simply about caring and nurturing. Women teachers were frequently described as using

more forceful ways and being stricter than the male student teachers felt they could be: -
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'l am nowheré near as strict as the female teachers | have faken over from, put

it that way. They are really strict, some of the‘m' (Jonathan, Interview 2).
However, female strictriess invoivéd a confusing mixture of shoiiting and physical proximity,
“like their mum’, as lan described:

‘She goes right up to them and leans down next to them and just shouts at

them, right up, really close. AShe starts off slowly and builds u‘p louder andv

louder - the kids jusi sit there, not knowing whether to laugh or cry. You can see

it in their faces’ (lan, Interview 2). .
lan was disturbed by the women teachers’ ‘in ybur face’ approach, which he felt he cquld not
replicate because of his size and his geni:ler, even had he wanted to. Like the other male
student teachers, lan resiéted deploying his ‘real man’ masculihity (Sargent, 2001) as a
classroom management de\iice and consequently risked being perceived asan ineffective and

'

weak teacher.’

\The pafticipants’ clear rejection of a controlling classroom persona and the adoption of
| gentler, quieter épproaches conflicted With the expectations of some ’me‘ntors, creating
tensions at times, but became for the men an indicator of emerging cbnfidence and success
in cIas;room inanagement. The interview datga reveai_that visiting tutors were moie likely
than ‘mentors to value such quieter approaches. Rafher than utilising male-orie'nfafed,
he.;emonic teéthing styles, 'réliant on patriarchal authority and power’ (Arnot, 2002: 155), as
relatively experienced feminist and post-modernist readers of Iitera.ry texts these nine men

were gentler, not merely skilled readers of literary texts but also of men and women (Frith,
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1991). quch as men and, more particularly, as English students the participa‘nts héd been
exposed to gender theories and to the gender lexicon, which often feature on university
English cou.rses. - They had espoused the idea of the sensitive, anti-sexist ‘new man’, as
summarised by Haywood and Mac ’an‘ Ghafll (2003: 47) and were pro-feminist in ways
described by Lingard and Douglas (1999). They‘ combined this knowledge and experience in
order to read female teachers, identifying teachiﬁg styles ranging from m'aternaI:
‘When she talks to them it is like they are being tqlked to by their mother’
(Mértin, ln:cerviev_v 1) |
to disciplinarian:
'l felt that some 6f the classes were a bit too quiet and subdued because the
teachers were too keén to be in charge all the time’ (Keith, Interview 1). |
By taking responsibility for maintaining the balance, the male student teachers sought fo
promote this mutuallre;sbect by asserting their masculinity in alternative énd non-hegemoﬁic
'ways. For instance, Peter, a Territorial Army officer cadet, might haVe been expected to weaf
the badges of hegemonic masculinity rhore openly. However, he was a particularly quietly
spoken, gentle téacher who avoided using aggression with pupils and felt unéasy around

shouting teachers.

The nine men developed teaching styles that fitted their changing masculinities. All nine
regularly said they wanted to feel ‘comfortable’ in the classroom and to be more ‘relaxed’
than the female teachers they had mainly observed. In line with Sargent’s study (2001), they

felt that they could not replicate the more forceful discipline strategies utilised by somer
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female coIJeagues. John highlighted the frequency of female teachers shouting at disruptive
pupils, who then became marginalised and discouraged (Lingard and Douglas, 1999). When
asked about thé shouting culture in the school, he acknowledged:
‘There is an awfﬁl lot of shoutihg; That is ﬁot necessarily always a reflection on
- the way that the teachers work, though.a It is just that sohe of these kids will
- not shut up. Whenever I start shouting, though, it sounds differenf - my voice is’
Iouder; deeper, stronger — to me it feels like it’s bullying. It doesn’t feel right’ .-

" (John, Interview 2).

Believing English to be a subject with ‘the potential to effect social change’ {Thomas, 1991:
121), the men (Chris, Marﬁn, Keith, Steve) were genuinely surprised that'the teaching of ‘
English involved so much shouting and aggressive discipline strategies.  All the men had
expected pupils to be fémiliar with shouting in their home lives but weré sufprised to have
seen SO many Englisﬁ teachers shbuting:
"r he;'e are some genuine séreamers here, although I'm sure that there are
screamers |n every school. | do ';hihk these kids get shouted at a lot at horhe,
though. It is that kind of environment around here, so | don’t think it’s'

particularly effective’ (Ben, Interview 1).

Often, the men felt that the advice offered by mentors was based on the impossible task of

replicating women’s styles:
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‘Sheu said, “Make your presence felt from the start. Fill the room with your

personality. Hit them like a whirlwind.” In sqme ways, I'd love to be able to do

that but I can't try and ape her’ (Steve, Interview 3).
Indeed, the partiéipants reported bé'iﬁg confused at seeing female tea.chers operating a
strategy that, as men, they felt unablé to'replica‘te. The men reported anecddtally from their
peer group discussions that female mentors, upon advising female Student' teachers on
classroom management and tgacher persona, had urged them to dominate and control
classroom inter-actions.‘ Indeed lan {Interview 2) reported that a fellow-student had been
advised by her mentor to ‘Just get in there and play the psycho-bitch from hell’. For' the
participants, the sub-text of such a‘commeht was that in the ‘real world’ of school, this was
an efféctive strategy in a‘fremale teacher’s repertoire of p\jpil management strategies. The
men in the study understood that their female colleagues used gendered manifeStatioris of
their authority; howe\}er, some manifestaticlms. were simply ina‘pprobriate for men to
exercise.  For example, even had they wanted to, they were unable to locate a masculine

version of being a ‘psycho-bitch’.

Similarly, Steve (Interview 3) remarkéd upon the seeming contradiction betweeﬁ his
mentor’s advice tha‘t effective classroom management was aideci by communicating with

pubils ‘in a polite and respectful manner’ and observing her ‘overly forceful’ approach to
dis‘c'ipliné. He spoke about not wantihg to go in too’ heavy-handed’, as he divd not think it
could wofk for him as a male teacher. In describing this tension, he attempted to di;tingdish

between power and authority:
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‘Authority is achieved through respect, but power just relies on fear for its right
to lead. An environment of mutual respect is essential in a classroom and must

constantly be asserted by the teacher’ (Steve, Interview 3).

John explained how pupils positioned him as a man (Askew and Ross, 1988), expecting him to
use his size and natural male authority to control them with force. vln being unable or
unwilling to take on such a role, he believed that he had failed as a man:
' “Last wéek they absolutely drer me round the bend, they just drove me mad - |
thought that was it. | thought if a bunch of Year 7s won'tvbehave for me then
I'm just useless as a man’ (John, Interview 2).
Unable to control a class of schoolchildre.n, he was unable to conform to Idedlogies of
dominant masculinity. 'fhis confirms Wolpe’s (1988) research into kpupils' perceptions of
teachers, where “good féachers' were ‘real men’ and ‘bad teachers’ had “problems’. Such
tests of male strength and aggressioﬁ contributed to the participants’ beliéf that men and
women control pupils in different .ways, sim‘ply because of their physical power,
" demonstrating Weber and Mitchell’s (1995) analysis of the gendered enactmentb of power:
tﬁe implication beipg that men, because of their size, strength, andrtheir very maleness, are -
not afraid, and haQé less difficulty controlling and maintaining ‘order in a classroom than
worﬁen do (Weber and Mitchell,v 1995). In fact, they reported that they felt at times they
we;é be‘ing deliberately tested to show that fhey could handle the bbys’ challenging

behaviour. As Keith explained:
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‘Ong of the reasons that | got some of the classes was that my méntor thought

that it would be a good challenge for me to have to deal with them’ (Keith,

Interview 2). |
Indeed, the mentors’ expectations of tvh“e male student teachers revealed the misconception
that they would be able to exert forceful power simply becausg of their gender. However, it
becamé clear that the men did not want to deploy forceful power as a téaching strategy and
were resistant to sharp, agg?es;ive managefnent Strategies, preferring instead to be more

relaxed in their approach.

In fact, for mentors and pupils alike a paradox emerged: in spite of their physical size the
participants were not particularly strict. . Without exception, all the men rejeéted '
authoritative or aggressive approaches to classroom management, especially whén tﬁey
involved public displays-bf reprimanding pupils. Steve (Interview 2) was fypical of}the group
when he observed a number of female teachers, ‘whose strict policing of speaking and
listening activities in class was, in his view, counter-productive to:pupi|s' learning, their
“interactions becofning confined to ‘shouting, stern words and discipline’. Steve’s preference ‘

for a ‘quiet word’ was typical of the preferred approach of the parﬁcipants.

During the course of their training, a number of the participants (Keith, John, Steve, Peter,
Ian)gexpressed their increased awareness of their physicality when wdrking with pupils, who
had often commented on the male teachers’ size which they associated with dominance.

" Indeed, all nine participants quite deliberately adapted their physical stature in the classroom.

163



For instan_ce, lan and Keith who were both very tall, began to "'crouch or kneel beside the
pupils, so as to address them at eye level and so_‘that the pupils did not have to look up at
them. Being malev and older conferred on some of the participants the impression of being
more experienced teachers, as describ'eci by Keith:
‘It is an advantage being 6ft 5in and a mature trainee, as the pupils don’t see me ‘
as a student’ (Keith, Interview 2). |
Keith also believed that being a man gave him the physicalk confidence not to feel ‘too

threatened’ in a disruptive classroom (Interview 2).

The initial experience of being addressed as ‘Sir’ often came as a pleasant surprise to fche ‘
participants. Martin (Intefview 2) realised that, although he could not replicate‘ the kinds of
relat‘ionship established by female colleagues, he found that the pupils’ use of ‘Sir’ helped as
it was an outward arnd\i.angible sign of developing rapport. The men’s expectations‘ at the
outset had been that, through their training, they would Iearn how to adopt and act out the
practices of pe_rforming the role of English teacher by observing and mimicking its successful
' techniques. However, in actuality, they had to learn to take on the persona oi the English
teacher, which frequently had more in c‘ommon \ivith being a proxy carer rather than a
deliverer of the curciculum. ‘Therefore, their adoption of the persenacf ‘Sir’, with its rather
outdated implication of a patrierchal role model figure was conflated with the expectation |
th;t the possessor of the title would have a pbsitive influence on pnpils in terms of

behaviour.
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Rather surpl;isingly, given - their comménts with “regard to appropriate classroom
management strategies and teacher personae, the men were not particularly concerned
about implications of power and control in the use of such a term. In fact, the men actually
commented on thve' vaiidating and poéitive effect of being called ‘Sir’ both around the s’chool
and in the classroom, seeing this as denoting belonging and acceptance from the pupils.r It
also served to create a safety barrier in the relationship between the men and the pupils.
The men enjoyed pupils using the term of address, especially as part of positive féedback:
‘There are some wf_mo say as they are walking out of c|avss, "Thanks, Sir” or "See‘

you, Sir”. That sort of thing and that’s nice. 1 enjoy it’ (Chris, Interview'2).

4.6 Influence beyond the cl_assroom
The theoretical construct relating to ‘wider !in‘fluence' comprises three closeiy connected cdre R
themes: ‘role mode_’ls’,\»which relates to the men seeing their influence With pupils as
extending beyond the‘ cIassroom;‘ ‘boys’ attitudes’, which concerns the men's views in regard
to teenage projections of laddishness and ‘real English’, which explores tﬁe men'’s work in |

presenting versions of classroom English that boys will both relate to and find relevant.

Over the course of the study, all the participants realised that they had developed an interest
in working with boys in particular ways, as noted by Nayak and Kehily (2001):
" “We believe that teachers can play an important role in helping boys to reflect on

and understand these practices of masculinity'....: What can be achieved at the
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local level of schooling, therefore, is an attempt to help boys to problematise
their social practices of masculinity’ {p. 122)
Steve identified the Iackv of a male figure in the pqpils’ home lives as providing him with a
particular role to play: |
I don’t want to take it too far and make it something that it’s not, but you have
got a lot of kids these days who don’t have a male figure or role model in their
lives. If they come from single parent families, then perhaps having a male
teacher will be good for them and they will. respond well to that’ (Steve,

Interview 3).

Keith, one of the older student teacheré, married and with children of h.ig own, similarly
became aware of and interested in exploring.thAe impact of the role he was playing in the. lives
of his pupils, many o_f vJEom came from single parent families with an abgence of male role
models. However, he. was also mindful of the fact that takihg on the role of‘a substitute
patérnal figure could potentially be problematic, as it could lead to discussions >abou_t
. emotions anid relationships with pupils who were not used to having such discussions with a
man (Keith, Interview 2). In contrast, éarly in the first school placement John, thbe youngest
of the participants, elected to cﬁltivate an elder brother persona sim‘ply because he could not
find an authentic replication of the maternal role adopted by his femalé colleagues,

part‘icularly his mentor: .
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: ‘When she talks to them it is like they are being talked to Sy their mothe?. When
I talk to theml | feel it is like they are being tall;ed to by their big brother’ (John,r .
Interview 2). |
Indeed, the male student teachers were unable to find a way of replicating the female
teachers’ motherly or ‘personalised’ (Arnot, 2002: 31) authority, 'which was markedly
different from the more formal or ‘traditiqnal’ style used by the m\en they observed.
As a result of his experiences on professional placement, Martin became interested in
exploring and addressing the underlying ‘laddish’ ;ulture (Willis, 1977), which he felt had Ied
th) boys turhing against academit; work and to the consequent underachievement of boys: -
‘Laddism definitely does reiﬁforce certain gender stereotypes. This then has a
negative effect on the attitudes that boys bring into the class and also tends to
have an effectuonhtheir behaviour and concentration levels’ (Mértin, Interview 3).
Ben, too, became aware that many boys lose interest in schooling simply in order to reaffirm
their mésculinity: : | |
‘The girls sée academic success a:;, important, but the lads ju;t want‘tq dick abo‘ut. :
You can see it in the way they act: they don’t act that way beca;xse they
particularly want to. You can actually see their eyes scranning. trhe room, seeking
approvél. ‘That's what’s at the heart of it. Until you get to that point whére they

" see success as important, nothing is going to change’ (Ben, Interview 2).
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Jonathanﬂwas equélly mindful of the discourse of peer pressure, with accusations around
aéademic success in English being rooted in thg language of homophobia (Epstein and
Johnsoﬁ, 1994): |
‘When you look at b‘oys' lack of éuccess in Ehglish, and think about its focus upon
feelings and emotion, you can see why for a boy to be good at English is to risk
- being called ‘gay’, which is a universal term of abuse forkanything that’s to be

hated or despised’ (Jonathan, Interview 2).

lan (Interview 3) firmly believed that English had to be packaged and presented as
‘masculine’ in order to be attractive to boys and that it must not be effeminate. Unable to
construct for himsejf a wbrkable or meaningful expression of Millard’s (1997: 166-7) ‘boy-
-friendly’ curriculum, he did not know how to ‘masculinise’ English although he did have. clear
ideas about some text§ and why they did not alienate boys. John was unequivocal in his
view that poetry was feminised and ‘a bit girly’ (Interview 3). His avoidance of téachiﬁg
poetry can be attributed to his view of poetry as a possible place of threat to his mas;Ulinity
and the cause of questions from pupils about his sexuality. John’s attitude to .poetry4
conforms to fhomas’s view of certain subjects embodying q\Ja|ities of masculinity and
femininity:

‘Not only are certain subjects (for example Physics, Mathematfcs) considered

more suitable for men than for women, but also these subjects in themselves

seem to embody qualities Which are closely linked to our ideas about masculinity

_- and femininity’ (Tho_mas, 1990: 19).
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In contrast, however, Keith (InteNiew 3) was suspicious of the continued prevalence of
tfaditional and canonical texts and the way they seemed to derive from and perpetuate
hegemonic masculinities. Referring to the predominance of female tea.chers and the way
English is taught, he called secondary .English teat;hing ‘a system that is female-dominated’,
yet noted that ‘the whole Eurriculum is male-dominated and weighted in favour of male
éuthors’, reminiscent of Conneil, who describes the subject-matter taﬁght in many English
- classes as: |

‘a dominant, or hegemonic, curriculum, derived historically from the educational =

practices of European upper class men’ (Connell, 1994: 137).

For Pefer (Intervievy 2), the principal challenge was in meeting the needs of those boys in his
' classvwlﬁo did not take readily to English and found it difficult, yet who had to negotiate the |

subject being taught principally by female teachers who expected thefh td participate in
activities that they found uncomfortable. In essence, for hfm, béys were mainly turned off
English because of its reputation for ‘being about girls’ things and taught principally by
women’. Such é conclusion reflects Mac an Ghaill’s view of matho boys rejecting academic
attainment ar;d underminipg it for others, and of the role played by male teachers in dealing
with boys’ behaviour: |

‘Male teacHers, in neutralising young men'’s behaviour, failed to acknowledge tﬁe o

inStitutional - power invested in masculi‘nity with the accompaﬁying - social

positioning of femininity’ (Mac an Ghaill, 1994: 129).
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4.7 l\{iale teachers as role models for the participants

Aiising from the previous section, similar in approach but different In practice, ,thek
theoretical construct of ‘male teachers providing role models fqr the student teachers’ is

made up of two closely connected themes: ‘male models of English teaching’, which relates

to the ways in which the men describe having been mentored or advised by more

experienced and senior male teachers of English and ‘men working togefher’, which presents

_the participants’ accounts of having sought oppoitunities to find examples of other men with

whom to discuss the production and projection of an effective and authentic male'classroovm

persona.

Over the course of the initial teacher edqcation progranime, all thé participants spent at
- least one placement based in English departments with m‘ale teachers. However, rai:her thari
seeing these few male colleagues and male department heads as vaiuabie role mi)dels oras
resources to aid them in their development, as nofed by Ailan (1994), a ‘number of
participants (Stevé, John, Peter, Jonat_han) reported that it appeared fhat their mentors
seemed to féei that male English teachers had been promoted more easily, iri line with jthe'

findings of Williams (1992).

The participants did not report feeling that they had benefited from whaf WiIiiamS
ch;racterised as closer 'guidance from these men; indeed, although the number of male

English department heads was disproportidnately high (Darling, 1992), their actual contact

.
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with the“ male student teachers was limited at best. Mafe kheads of department were
fr'equently reported as demonstrating evident status and power:

*I’'ve only seen Mike [the h.ead of department] teachihg once, but he carries a lot

of weight ih the school, you cah tell’ (Steve, Interview 3). |
However, these male department heads seemed to be seen, both by their colleagues and by
the students themselves, as having benefited from the “glass escalator’ of male pfivilege |
\ (WiII‘ia‘ms, 1992), displaying th‘e “laziness and caprice’ noted by Hills (1995: 54) and were
generally considered as undeserving of the status they held:

“ ‘Thé only male English. teacher in’ the department is actually the Head of
Department. He is seen as being really lazy and disorganised, and the rest of the
English Departmenf just tend to wor-k around him. Everyone knows that it's the
Second;in-Department who really runs things. ... | think their initial expectation
was that, as another male in the department, | was going to be lazy from the

start’ (John, Interview 3).

Somewhat paradoxically, the experiencej of those student teachers wi_th male heads of
department was consistently felt to have been negative, as they had seemed remote figures
who did not provide either professional or personal support (Hills, .1995: 53). Seidler (1997:
8) uses the term “cultural homophobiva' to explain the notion that males do n@t feel that.they
ne;:ed to Support other males, és the nécessary emotiona’l link behind suéh | support i:;,

culturally positioned as feminine. It was apparent from the men’s comments that these male

heads of department did not regard the pastoral and nurturing roles of training to be any
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concern of theirs. Steve (Interview 3) reported having spoken to his head of depértment ‘a
few times’, while Peter (Interview 2) noted that his male head of departnjént ‘madé a point
of keeping as far away from the rest of the department as possible’. He identified a lack of
contact and felt somewhat slighted that he had not received the professional nurturiné he
had expected:
*No, he certainly didn’t take me under his wing or anything Iiké that’ (Peter,
Interview 2).
. John tdo had limited contact with Jim, his male head of department who had aIIocatéd the
menforing to female colleagues:
‘Jim is completely out of the department, as far as | fan see. He s the\ onel
engage wiih"the least and the one that has nothing at all to do with my
development’ (John, Interview 2).
Jonathan had a mv‘ale head of department on placement one and a male mentor on
placement two. However, his nﬁale mentor was unsupportive in his mentoring; this lack of
male support led him to position talk about problems as a feminine practice:‘ T
‘He is my hentor, but actually | doh’t see him very often at all. ... | don't see .
him during the day. - It is the girls | talk to if | have a problem’k(Jonéthan,
Interview 3). |
Similar sexist language was uséd by several of the men (Peter, lan, Steve) when describing
thV the‘ir training was carried out by female colleagues, as expressed by Peter:
*My professional development has been handled by the girls’ (Peter, .

. Interview 3).
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The pejorative term “girls’ can be seen as both reducing and undermining the authority of the -
female mentors, a possible indicator of women being perceived as lacking in professional

authority because they were taking on the'caring and nurturing role of being a mentor. -

Given the apprentice mbdel that the studen\t teachers were following in schools, it was‘
" notable that the part(icipants were ‘rarely presented with an effective. model or sca'ffolyd in
. |earning how to perfofm and function as men in the classroorn; either from males or femalee.
They reported that they saw female teachers teaching Engllsh in ways they found unhelpful _
because they could not import such a feminine teacher persona. Perhaps because they dld -
not see many male English teachers in action, some of the men developed an idealleed,‘

mental picture (I\llitchellrand Weber, 1995) of being and performing as a man in the
: classroom constructed by television (‘Waterloo Road’, "The Inbetweeners’, ‘T he Law of the
, Playground’), film (Fever Pitch’, ‘The Class’ [‘Entre les Murs']) and ||terary ('Teacher Man , |
‘The Wave’) representations. Martin (Interview 2) neted how John Keating, the teacher‘

played by Robin Williams in Dead Poets Society hacl been a ,slgniﬁcant influence upon his

' | decision to become an ‘English teacher and believed that all male En'gllsh teachers ‘deep

down want to be charismatic mavericks’. -~

Keith did describe how some of the qualities he admired hal:l been displayed by mele
teachers whom he had seen:
*The male teachers that | have observed ... are mbre relaxed and are 'prepared S

- toleta bit of initial disturbance go without making a massive issue of it. They -
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seem to be saying: ‘Come on lads,’ being“more ‘onside’ in terms of how to deal -
with, say, a group of disruptive boys than perhaps a fe:male teacHer would’
(Keith, Interview 3).
The men did not have the opportunities to ‘read’ (Frith, 1991; Miller, 1996) a range of rﬁale
English teachers. It was therefore importanf for men to obse‘rve and talk to other male
teachers, often outside the English department, in order to consider aﬁd internalise a range
s of different ways of being a man in the dassroom:
. 'It's helping me, just from a purely observational point of view seeing different
men teach English. | have gbt different models now I can refer to... Jeff is very -
quiet,l controlled and calm and he’s an excellent teacher. Charles is not an ’angry
teacher; he has just got a very powerful voice. Just seeing the different
techniques, | don"t know why it is different to a woman. It just is. Women are

different’ (Jonathan, Interview 3). -

HaQing observed a young male Music teacher’s style and technique, Chris (Interview 2)
repbrted seekiﬁg but other y;ounger rrfale ’teachers to watch. Steve too believed that
watching other men had enhanced his learning:
“I'think it is difficult in @ way when you watch women teacﬁ because you’don’t R
. Ieérn as much as when you watch men teach, and | have watched an awful lot
. more women teach than | have men’ (Steve, Interview 3). -
Similarly, Ben reported that he had found it useful to meet and talk with a hewly qualified

male History teacher:
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"He told me that the stress in teaching is low-level stress. If today’s a bad
lessoh, it's OK; no one dies, or anything. The stress is constant but it’s not at a

high level. It's like it's an everyday thing’ (Ben, Interview 2).

lan commented that he had realised that hel had different conversations with the only other
male English teacher from those with either his mentor or the ofher English teachers. Some
. of these convefsétions were about being a male in a predominantly female department and
about dealing with some stereotypical perceptions. When talking about fhe other male’
teacher and himself, 1an used the term ‘we','suggesting recognition of shared characteristics:

.‘We are not dominant, disciplin‘arian types - we’d sooner do it another way, if -

it’s at all posSible. I supbose sometimes, two males in a female départment -we -
talk about it. We have got fairly similar attitudes to how we would like to be

and behave as a teacher’ (lan, Interview 3).

4.8 Effortless achievers: male student teachers as problems -

The theoretical‘ construct of ‘male teai:hers as problems' comprises two4 core themes
~ emerging from the jnterview data: ‘relaxed, laid back and lazy’, in relation to the participants’
perceptions of how they were seen by mentors and othef teaéhers and, Iinkéd to this,
‘private planning’, involving the men’s over-preparation and scripting 6f lesson plans,
uﬁbeknownst to their mentors. Analysis of their properties suggests that these two thémes

~

are interlinked, with actions in one often having consequent reactions in the other.

T
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“As the men in the study learned to become English teachers, their gender was perceived as
an issue, perhaps for the first time in their edu_cational careers. They saw their work as
teachers as different from that of their female colleagues. They reported experiencing an
initial loss of power upon entering iﬁfo a predominantly female working context and having‘
to find new ways of performing their roles as men. Some of these changes were brought
about by their encounters with mentors, other teachers and pupils. fhey were subject to
‘stereotyping and prejudgeme}nt on the basis of their gender. They developed creative
strategies in relation to blanning and consciously adopted a more rellaxed and laid back
approach. Their journey from students of English to teachers of English involved the
acquisition of a clearer and more vivid sense of their masculinirty. They repositioned their
masculinity by experir_nenting with both hyper-masculine and softer ways of being a man
* (Whitehead, 2002):

‘At first, | saw my role as a teacher as being reliant upon proje‘c'ting’a real sense of
- the power and force of my personality across the classroom, but now l'vé
realised fhat it’s about building up relationships and establishing trust, so I've
becom-e a lot quieter, less >forceful’ and driven in my approach’ (Petef, Interviewk

2).

~ Often in the position of being the pnly man in an otherwise all-female English department,
the participants were not only viewed as an anomaly, as noted by Allan (1994), but also had
relatively few role models to demonstrate and exemplify work patterns. Some of the men

developed ‘coping strategies’ (Duncan, 1999) in order to manage the work / life balance:

176



staying Igte in school to complete work before leaving V(Jonatha‘n); working after the children
 had gone to.bed (Steve); working throughout the weekend (thn). A strategy frequently
adopted by the participants as the placements progressed was to reduce the length and
detail of written lesson plans. - Prihéipally driven by pragmatism and necessity, such an
approach was frequently. viewed by mentors as an indicator of laziness and a Ia;:k of
professionalism, rather than as a manifestation of growing confidénce and skill. As a
. consequence, lesson plans deyeloped into sources of conflict befween mentors and trainees,

as found by Apple, 1985. - .

Cohen (1998) has explored the way in which the discourse of male underachievement and |
‘typical boy’ laziness can manifest itself m the workplace. Jonathan (Interview 3) reported
* that he was treéted like a boy, as he had no feal status at the workplace, felt outnumbered
and was made to feel ‘like the office junior. | started to feel they’d be asking me to make the
iea next’. In part, ih’e student feachers attributed their sense of being made to feel younger
and Iéss exberienced than female colleagues of a similar ége to thé feminised atmosphere of
the school ahd to a lack of the ‘normal’ szitioh of male power and centrality (Tinto, 1993):
| *Basically, it is the school world. | felt boyish and immature qufte a lot during the
course 6f the placement’ (Jonathan, Interview 3).

Jonathan reported being yiewed with ‘some suspicion because he appeared to be up-to-date
\;;)ith his Wo’rk whilst continuing to maintéin his social life. Whern he mentiorned having gone
to a footbgll match on a Saturday afternoon with friends, the response from his female
colleagues was that they had worked all weekend (Jonathan, Interview 3). fhe implication of
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their reaction was that by maintainihg a social life he had signaled a lack of dedication to his
professional training. This became an ongoing source of conflict: through focused and
efficient work in school Jonathan felt that he had achieved a satisfactory work-life balance;

he was happy and relaxed, yet perceived as lazy by the other teachers in the department.

The participants explained how important it was for them to ‘get it right’ with deadli‘nes and
. assignments (lan, Interview 2). Keith was particularly keen to be seen to get things right:
" “1 don’t want to get things wrong, which is why 1 do the work’ (Keith, Interview

3). -
Similar to the other men in the group, Chris also spoke of wanting "to get things right’ and
how things played on' hi«s’mind if fhey were going badly (Chris, Interview 2). waever,'
' somewﬁat ironically, ,it seemed that in éctuality the mentors rarely saw the male student
teachers getting things right (a clear contrast to Turvey’s ‘good girl’, }1996) and that the
mentors’ judgement was influenced in general by negative stereotypes regarding men and
male teachers in particular. During the course of the year, the male studént teachers were
also subjecf to accusations of laziness, even idleness. Jonathan, on being ‘described as lazy by
his female colleagqes, attributed it to his gender:

*I just think that jt’s a ‘me\m thing. |think they assumé that, ﬁecause lam a young

man; I'm a bit of a lad and | enjoy myself far too much, without even knowing

me that well. | think their ‘natural\assumption is that I‘m just a lad wh’o enjoys

life a bit too much and that | should do more work’ (Jonathan, Interview 3).
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However, he did comment that he felt his female colleagues wére rather surpﬁsed when he
was teaching well:
‘| think they think that | am better than they thought | would be’ (Jonathan,

Interview 3).

The attitudes towards iesson planning displayed by the men in the stﬁdy had been formed
before they ‘had even commenced the programme of initial teacher education. Analysis of
the first round interview data reveals how their approaches to planning were based upon
théir beliefs about how English should be taught. At the stért of the first professionali

placement, having previously observed only female teachers, Steve believed that lessons

shoqld be:
‘tightly structured ;‘md meticulously planned, with the teacher continuously
vleading the class from one activity to the next in a very neat and ordered way’ |
(Steve, Interview 1) .
"However, by the end of the programme, this view had shified significantly:
‘Yes, planning is obviodsly impoﬁant ‘but the lesson plan shopld never be
. slavishly fol|qwed if there is another force in 'the classroom |eadihg towards 5
- more fruitful and relevapt place’ (Steve, interview 3). "~ - . |
| For Steve, the key principle here was the acknowledgement that discussion is a more
i;\teresting and Worthwhile activity where Iearnin"g will fake place. Indeed, he écknowledged
that lesson plans need to be flexible because ‘learning is always a work In progress, alwayS

changing énd evolving’ (Interview 3).
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Studies confirm what teachers say they know about boys in schbol, that they engage Iin the
cultivation of ‘effortless achievement’ (Aégleton, 1987; Mac an Ghaill, 1994: 67; Cohen,
1998: 28). All the male student té’a‘chers preferred to signal such éffortless achievement,
Keith said he disliked usihg a fully scripted lesson, although he paradoxicalfy admitted that he
had at times meticulously scripted his delivery in advance, 56 as td sound ‘off the cuff’,
particularly in preparing for a formal observation. Chris was a dedicatedr student who
planned lessons in detail and attributed any failures to poor planning and‘ all successes to
good planning:

‘I think that the key to it is planning and structure of the lesson, if you know .« - -

exactly where you are going, then you are so much less likely be knocked off -

course’ (Chris, Interview 2).

Chris was able to adapt and improve his lesson-planning skills by planning jointly with his |
mentor, adding a necessary degree of flexibility. However, not ‘all of the mentors and
' teachers found time to do this and mo;t had onh‘/ a cufsory glance at lesson plans. . Some
mentors had expgcted that from the start the student teachers would be abyle‘ to plan
effective.lessons with minimal help for-classesk they did not kn.ow well. However, lesson
planning for the early survival stages required a different level of skill_ from planning lessons
t;ught towards the end of the course. ‘Experiehced mentors knew thiﬁ; Iéss experignced |
mentors and other ‘teachers often did not. Teachéfﬁ' demands fpr lesson plgns weré

inconsistent; however, the men tended to be viewed as lazy and poor pIanners:‘fTrhe men
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preferred to plan in secret and then keep their plans hidden., This was a conscious strategy
that was part of a creative reeistance to the obsessive burden of paperwork. Also, the male
studenf teachers saw detailed and meticulous lesson planning as being one part of a staged
approach to learning to teach duriﬁg fhe PGCE programme. They wanted to demonstrate to
their mentors that they were beyond the developrﬁental stage of needing to plan and script
lessons in detail. However; they did carry out detailed planning in private and felt
emberrassed to share this with expériented teachers, as they saw it as a symbol of their

inexperience and a source of criticism that was best avoided.

' The men wanted te be seen by pupils and colleagues as calm and quietly confideht, a mark of
their growing confidence and success as a teacher. However, such calmness and confidence
in the.stres'sfull situation of the classroom was often intefpreted by mentors as being too
relaxed. Martin was accused of heving a laid back style on first school blacement, but as he
explained:
“In fact, this was precisely whet I was looking for - to give the impression of -
being fai‘rly laid back while at the same time being clear about fhe standards |
. set! (Martin, Interview 3).
In Martin’s view, men wish to‘be seen as 'laid back’ or relaxed as fhat is how they are sociavlly
constructed, suggesting effortless achievement. In his previous employment, this same
;escription had been used of Keith as a masculine complimeht. However, he Eqnsidered that

its being used of him in teaching was largely due to his calm demeanour and evenly paced

L ’ .o R [
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Ianguage, which he contrasted with the female teachers’ classroom talk which he

characterised as: * relatively highly charged emotionally’ (Keith, Interview 2).

Chris explained that he had perceivéd a 'laid back’ description as a compliment when given
by a male university visiting tutor, who was recognising his attempt to demonstrate effortless
achievement. . He had aimed to be relaxed with the pupils, believing if *promoted a positive
environment’ (Chris, Interview 3) However,’ he also revealed how such an informal approach
had confused the pupils, who had at times interpreted his manner as overly casual, which
had evevntually I’ed to Chris’ decision to change his manner:
“It’s something that has changed me from being someone who has a
proféssionai kind of happy-go-lucky attitude, quite light-hearted and friendly to
. ultra-pfofessional and deliberately distant, which I’just haven’t found natural at

- all’ (Chris, Interview 3).-

. Often the men wanted to be ‘relaxed’ and ‘comfortable’ in fhe classroom and disliked -
didactic styles: ‘Taking a formal role at the front of the class just feels unnatural’. (Steve,
Interview 2) Thé men had deliberately aimed to be more relaxed than the highly organised
female teachers:
It's difficult not to get involved in sexist dissectfons of these things but | have
- found that the most planned and to some extent uptight English teachers | have
met have been women. Most‘ of the moré relaxed ones have béen‘men’,

~. (lonathan, Interview 2). ‘ o -
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Keith, too, felt that from the few male English teachers he had observed, he wanted to

emulate those who were most relaxed. - -

John was of the opinion that, whilst his female colleagues had enjoyed the change of having
a male student teacher, they were also worried about his petceived laziness:
‘I think that their initial worry was that | was going to have a sort of laziness, but .
| now that I’'m coming to the end of placement I'm getting a bit brassed off with
.the whole department thinking ! am not doing what | should do’ (Johnf Interview
3). |
John reported that he felt that Enghsh departments cultlvated a particularly hard-working
culture. However, he did still admit takmg some short cuts with lesson preparation, falling
back into the panicky and unhelpful study habits from his own schooldays, such as using
internet-based chapter summaries rather than re-reading ‘Lord of the Fties' (John, Interview
3).\. There was a clear difference between lJohn’s corner-cutting approach and the
“resourcefulness shown by Jonathan (Interview 3), who brought in. his own univ‘ersity eséays
to deconstr\uet, discuss and use as revision models with his A-level students. Although at
times himself accused of laziness, John did believe that lazy teachers stood out in ‘suth a

hard working profession that is predominantly female’ (John, Interview 3).

The physic‘al, mental and emotional demands of the PGCE programme are widely 'repo‘rted'
(Youds, 2002), but for the men in the study some of the exhaustion they reported was

- attributable to the routines of work, as identified by Wllllams (1993, 1995) and confirmed the
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éxpectations of teaching voi(:ed by friends and family. Martiﬁ explained his' experience of
change and adaptation, as the course had affected both his lifestyle and his personal self-
image:
'l certainly feel older. Like.tvhle fact that | have to go to bed by 11.15 at the
‘absolute latest ... We wefé all talking about how early we have to go to bed
now and how it is taking over our lives. We are sta_rting to feél really old and
decrehit because we go to bed so early. The whole persona | have to take on is

a lot more adult’ (Martin, Interview 1).

‘As might be expected in an apprenticelmodel of training, the male student teachers tried to
develop their teaching styles by imitating aﬁd adopting the approaches used success.fully by
‘other teachers. HoVyever, prbblems arose when the teachers they observed used gendered
approaches that could not be imitated successfully. Male student teachers who were unable
to adapt and become like the English teachers the\} had obseryéd were accused‘of being
arrogant. Unable to put the advice they received into use, they were mistakenly seen as
rejecting it. Indeed, such perceptions of male student teachefs as érrogant first emerged in
the very earliest interview sessions:

*| was told off for being too cocky’ (Martin, Interview 1).

When in university-based sessions, the male students had noted and remarked upon the
ways in which men and women students had organised their paperwork differently.

_According to the men, the female students used various files and diaries, whereas the men
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functioned on separate pieces of paper but still presented éssessed work appropriately;
However, such meticulousness did not apply to lesson plans until they were submitted in
portfolios for asséssment. Chris and Jonathan explained this paradox when fhey confessed
that although their professional vpl;e’sentation was exemplary they were'actually privately
- untidy, but they wanted to be seen as ‘organised’ and 'good students’. This desire to be
seen-as ‘a good boy was often part of over—compensatioﬁ (Sargent, 2001), given that
‘Women have the perception that men aré disorganised’ (C-hris, Interview 3) and I don’t
want them to say something bad’ (Jonathan, Interview‘3). Jonathan and Chris wanted to bé

perceived as organised in order to reduce the pressure on them from mentors.

Several of the male stﬁ;:lent teachers admitted .cutting corners with the lesson planning

reqUifed. Conflict arése as female mentors cited a lack of paperwork to illustrate cbncernvs

about the male studeﬁt teachers’ poor performance. A number of“ﬂthe feﬁale mentors
thought ihemselves highly organised and insisted that the fnale student teachers follow their

examplé, as Steve expléined when reflecting on his mentor who was ‘scary’ and ‘so driven’: .
| learnt with her that | had to be a’bsolﬁtely organised, one hundred per cent.’

- shesaidin the fi?st éouple of weeks - I’d thought I'd been OK - but she said, ‘You
need to organise yoursAeIf more in terms of preparation aﬁd 50 | have done that’
(Stéve, Interview .3). |

}he male vstudents’ organisational skills developed during the year asbthey Iearnéd‘ which

paperwork was public and which private. A régular issue, for example, was the extent to

- which the male students’ planning was covert and not shared with mentors. The men’s

1
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teaching files were organised and up-to-date whe’n presented to visiting tutors. The men did
not voluntarily show their planning to teachers in school, for fear of being reprimanded for it
being wrong. However, this resulted in mentors treating the student teachers like pupils
who leave homework at home, althé:ugh in all instances when challenged by mentors, the
men produced planning instantly, as explained by Chris and John:
- ‘There were a few times when my mentor has asked me for éome planning,
expecting | won’t have it and | have’ (Chris, Interview 3) . | ,
*And | could just sort of see that expect;tion of, ‘Oh, he is not going to hdve

them. And as | was producing them, sort of: ‘Oh, right, OK” (John, Interview 3).

49 Adapting and adépting: the development of teacher identity

The final theoretical ;onstruct presented in this chapte}‘ relates to ‘adapting and adopting’. It
comprises two themes relating to the projectioh of English teacher idenfify that emerge frorﬁ
the data: first, ‘role of humour’, which examines the men’s experience in relation to the use
of humour in class, which is often associated with a male teaching style. The second théme is
‘English is gay’, which presents the men’s reflections upon their experience of English being

equated with imputed homosexuality in the eyes of the pupils whom they teach.

The participants described having seen male teachers using humour as an exemplification of
the Iearning environment that they wanted to achieve in the classroom. The effectiveness of
male teachers utilising humour in order to establish and reinforce authority and to create a

comfortable classroom atmosphere was noted by Chris during classroom observation in the
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early we.eks. of profe;ssional placement one. In a lower set Year 9 class he héd been asked to
sit v;/ith a group of pupils whom the English teacher had referred to as ‘head cases’ (Chris,
Interview 2). HowevVer, he had found himself joining in with the pupils’ humour, allowing
their jokiﬁg to subside before brihéing the pupils back to their wofk. Ben too reported
having observed a male teacher using exchanges that were c'har.a‘cterised by ‘a real sense 6f
humour ahd familiarity, but kéepiﬁg a clear focus on the task at hand and his expectations of
his pupils’ (Ben, Interview 1). Such an approach illustrates the way in which a teacher can
tolerate and allow classroom humour, in the confid_ehce that it will ebb awaf an& be
followed by an amenable mood. Chris (Interview 2) referred to the charactér of Mr.. Farthing,
the English teacher in Barry Hines’ novel ‘A Kestrel for a Knave’, in order to represent the
type of classroon’wlrelationship he was seeking: -

“Perhaps Andgrson can tell us something about himself that is interesting. A

really interesting fact:"

~ ‘There was a massive ”Woool"‘ from the rest of the class. Mr Farthing grinned

and rode it; then raised his hands to control it. .

"’Quietly now. Quietly.” =

‘The class quietened, still grinning’ (Hines, 1968). -
Laughing vwith the pupils was seen by the men as an indicatof both of their eﬁjoying the
teachingland of feeling E:omfortable in the claszoom. When used to eﬁect, the use of
hclassroom humour can serve to reinforce the male teacher persbna, but it can aklso actasa
way of asserting masculinity and sexuality with male pupils: SRR
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‘... humour can be an unofficial resource through which boys learn about the
culture of manhood and test out these values among one another. Thus wé»
argue that humour is a technidue that can be seen to produce differential
positions of domination andi subordination within the peer group’ {Nayak and

Kehily, 2001: 110).

The use of classroom humbur can serve as an outward manifestation of the pupils’
~ awareness and acceptance of. a teacher’s gender and authority. In such a way, it cah be used
to establish and reinforce the warmth of the relationship but also to define the distance
between teacher and pupils by emphasising thg teacher-pupil hegemony. Steve (Interview 2)
suggested that, from hi§ experience and‘observat’ions, the adoption of a more light-hearted |
“and humorous apprq;ch was quite common émongst male teachers:
‘I think that, in general, more male teachers use humour in théif lessons thén
. female teachers’ (Stevé, Interview 2).
However, not éverything in teachers’ use of humour with pupfls was benign; at times, some of
the partif:ipaﬁts did experience their ﬁse of humour backfiring, with the result‘thét this
actually threatehed their uﬁderstanding of how to be a teacher. One such ihstance,
exemplifying the potential danger in using humour was the wéy in which Chris was clearly
Shdcked when pupils perceived him as ‘cocky’ becausé'his humour was tqo sarcaﬁtic. "When
;his was pointed out to him by his mentor and he came to an und.erstand’ing that, beheath the
| seemingly innocuous banter, his pupils.weré more sensitive he made>an effort to cha;nge: '
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‘ll changed] from being someone who is light-hearted and always looking to
crack a joke to being ultra-professional, much more distaht and officlal, which |
- haven’t particularly enjoyed. | have struggled With that side of things’ (Chris,
Interview 3). | |
Chris’ struggle to acqt;ife a more profeséiorial demeanour involved adapting his natural
sense of humour; the resulting perceived lack of humour was; in hisv view, an indicator of
failure. The importance of a careful use of classroom humour is considered by Nayak and
K_éhily (2001)
‘Our reﬁearch indicates that it is impo&ant for téachers to develop an -
- understanding of the powerful role that humour and sexﬁality play in how boys
learn to fashion an\d negotiate their masculinities within the informal peerr group

situation in school’ (p. 120);

The realisation that gender played a significant role in their teaching life resulted in the men
having a dialogue with their machIihity and at times with their sexuality. They themselves
had previously been sucf:essful at Engliéh at school where, in some céses, they were in the
moré masculiniseq context of a. single-sex school (anathan, John) and later at university,
where they hadrstudied Englis}h ina predominantly female contexlt. lndéed, the nihe men had
enjdyed the privileges of being heterosexual men in ﬁ predominantly female subje;t area,
' ;vhich incldded being perceived as caring and sensitive men: . |
- ‘lam qﬁite proud of the fact that I'm seen by women as a 'fnew man” and that

- I've got a sensitive side, reading literature’ (Jonathan, Interview 1). .
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Thus, all the participants were intent upon presenting the subject of English as a worthwhile
masculine academic pursuit. In part, this was a defensive act designed to protect their own
heterosexual credentials, but it was undertaken principally in order to present the boys with

alternative versions of masculinity.

Keith spoke about his growing awareness of the gender politics governing the‘ different
perce'ptions and expectations that pupils have of teacheré, particularly the way that male
teachers are treated or perceived differently on the basis of their gender. He raised
questions about embodied masculinities and about male teachers ‘doing women’s work’,
which can also resuilt in questio'ns about their status and legitimacy as men: |

‘I think tﬁat often there’s a stereotype of male teachers being gey in primary

| school or things like th.at. I don’t know how these things are actually going tov'

manifest themselves to me, but | certéinly think it's quite a different thing -to bea -

male teacher than a female teacher’ (Keith, Interview 3). .
Here, he seems to be suggesting fhat there 'may well be parallels between the sort of .
homophobia end stereotyping that mai’e primary teachers are forced to confront and tt;oee ‘
‘that he will have to confront as a male English teacher. Such an overlap between the subject
.of English and homosexuality (Elis, 2000: 212) is present in thie data of this study, with a
clear linkage between the ‘accusations’ and the subject of English where they take 'place.
(-‘The data feveal that ‘surveillance’ does indeed occur In English lessons, With vthe issue of the
participants being ‘accused’ of being gay by pupils soon emerging: the male stuc;en.t teachers

- finding themselves deflecting pupils’ assumptions and defending their love of literature:
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‘Just because we like poetry doesn’t mean we’re gay’ (lan, Interview 2). -

~ Their sexuality under question, being publicly accused of being gay was a new and difficult
experience for the men, which forced them into repositioning and redefining their
masculinity both privetely ahd publicly. The participants all faced some kind of comment4 or
question about their sexuality, with pupils often voicing an aSsumpfion that a homosexual
teacher was teaching them English, simply because they were oherating in a predominantly
female world thet had taken away their assumed heterosexuality. For seme of‘ the men
(John, lan, Jonathan, Peter) the experience of bearing the brunt of insults with regard to their
sexuality and the subject of English was somethihg that they themselves had previously
encountered as pupils whilst at school. However, in the years since then, they had tended to
lfo'rget the vehemence or conviction of ‘such comments.  The men sew themselves as
important role models with a major part to play in recontextualising the subject of English for
their mele pupils. The English classroom was felt by the male student teachers to be a place
‘where teenage sexualities were ohen explored through humour based on hemophobia.
Martino suggests that male teachers are monitored for signs or ihdieators of beinggay: - -
o' what §s highlighted here is how pupils police male teechers thrbugh IR

heterosexist and homophobic practices of surveillance’ (M_artino, 2001.: 86).

Keith was disturbed to have been insulted by a group of boys who described him as
‘obviously gay’ (Keith, Interview 2), although he did not feel particularly threatened by this as

- his heterosexual credentials were already In place; his pupils had previously“ésked him
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questions about his marital status and he had told them he was married with children. Keith
believed their interest in his atypical choice of career was based on the predominance of
female English teachers:

‘| did not elaborate any further but they obviously wanted to know what this man

is doing teaching English’ (Keith, Interview 2).

However, as identified by Miller (1970), for many adolescent boys, homosexuality was
concerned with the subject of English rather than about sex. For John, such gendered
assumptions about English as both a pedagogical and learning domaini forced him to re-
examine and reflect upon his own experiences of being a teenage boy studying English at
“school, highlighting the stigma attached tq English because of its perceived fécus on
expressing emotion\/and studying poetry.: This led him to discuss a particular incidebnt
invoIVihg a task where pupils had been reduired to select a poem and read it aloud to the
clasé. Upbn finishing his pres;entation, he rememberéd that ‘a couple of the lads Jusf pissed
themsélves Iaughing' (John, Interview 1). The incident is pertinent because it feveals a
particular awéreneSs of being placed urider the homophobic surveillance of other schoolboys,
as a consequence of choosing to engage in what was considered to be a transgression of

normative masculinity.

Chris was the first man in the study to raise the issue of how his gender was having an effect
on the male pupils in the classes, who had become more involved in speaking and listening

- work, such as whole class discussion:
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_They feel more at ease talkfng about certain things whén it’s a man steefing the
discussion. You can see that’ (Chris, Interview 2).
His experienced female mentor had also pointed this out to him. Jonathan believed that
many pupils like having a male Afeacher, ‘the lads especially’ and ‘loved it’ when he did
something more boy-ffiendly in English (Jonathan, Interview 3). He gave an example of such
’maséuline’ teachihg in how he reacted to being told that the Year 7 boys were muﬁh weaker
than the girls: \
‘| deliberately did stuff on fantasy fiction: video games; sci-fi; Dungeons and
Dragons and all that. | am not saying the girls don’t Iik.e it but it’s definitely more
of a boy thing." |
{Jonathan, Interview 2)
However, not all of their »i'nteracti‘ons with boys were successful: Steve notliced that(he had

more ‘cross words’ with boys than with girls because he dealt with them differently, as he

admitted, ‘l don’t always get it right’ (Steve, Interview 3).
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Chapter 5: Reflections
In this chapter, | present a surnmary of my study-'s cont_ribution to new knowledge in relatien ‘
to three areas, each separate and self-contained but at the same time interlinked: men and |
education, English within the secondary curri‘cu|um, and initial teacher education. To
conclude, the implications of the study's findings and conclusions are outlined and presented
as a series of recommendations, suggesting possible changes to current prectice and

potential areas of further research. .

5.1 Becoming a secondary Englieh teacher

A study of a small group of men training to become seeondary English teachers has been
important becanse its findings make contribute to new knowledge about the adaptaﬁons
involved in becoming a teacher of English. Fnom their own words | have uncovered \n/ays of
‘being’ an English teacheriado‘pted by rnale student teachere, wnich is found in their
understandings of the interrelationship between being a man, the subject of English and

becoming e teacher. -

The study was designed to provide a discursive space within which a small group of men
learning : to beeome secondafy Englieh -teachers might articulate  the ‘processes ef
| socialisetion, negotiation and adaptation involved in undertaking an initial teaeher education
«programn‘\e. Analysis of fhe resulting interview data and contextual seurces of knowledge
has revealed a series of insights, located in emerging tneoretical constructS and connected

~ adaptations between the three interlinked areas of research interest. The overlap of these
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three areas provokes a particular interest, the place at the social and intellectual heart of the
study. It is through entering this figurative space that one can gain access to an
understanding of the particular processes of adaptation and negotiation undertaken by the »

participants.

The study's research methodology, a case study using loosely ethnog.raphic‘ research
methods, provided an opportunity to explore in depth the male student teachers’;
perceptions in regard to their experienceks. Over time, relationships with the nine
participants developed, and became founded on trust together with a shared interest in '
discovering the social realities involved in being a male English teacher. The study is located
within the‘ ekisting field of research into masculinities, and follows the advice of theorists
who counsel against‘ seeing the group ‘mern' as an essentialised, unified whole. Although this
is a case study of bne small group of men énd, as such, looks for bco_mmonalitires and areas of
sha’red concern, it must be remembered that it is, at the same time, a study of »nine
individuals, each of whom has his own particular history, relationship with the subject of
English and experience of adaptationsfand negotiations involved in successfully completing
thé initial teacher education programme. Consequently, the ‘group’ in question must not be
seen as a single, fixed entity, rather they should be seen as i‘r‘\dividuals who each share a
numbef of common factors, in terms of background or experience. |

An aspect of the new knowledge that emerées from an analysis of the data‘relates'to these

-~ hitherto successful students of English being perceived as ‘problems’ by mentors, who are

“
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particularly critical of their planning and classroom management, judging them to be lazy and
overly relaxed in their relationships with pupils. This is new knowledge, as it relates to a'
group of men who have been adjudged to be 'go'od at English’, who have often never
previously experienced difficultiee in the subject and yet are suddenly cohsidered.'problem
cases’ as they enter the secondary clessroom. Having embarked upon a journey of teacher
education, the study reveals‘that these male student teachers of English report experiencing
difficulties in adapting to their new surroundings. - The men are used to working in the
feminised surroundings of the subject of English, as a member of a minority grdup involved in
negotiating the challenges of a subject perceived as feminine. However, it seems to be that,
although the negotiation of this gendered space can be successfully achieved by thkese men,
it is when one adds a second gendered construct, in the form of teaching as .-; career that the

men start to report‘experiencing difficulties.

For the men, a series of personal and professional challenges emerged In relation to their
perforfnance of particular roles: being e man, being part of the subject of“English and being a
teacher. .However, reflecting the initial research shape of the study, the chaIIenges elso
- arose in combinations, as the three indivfdual areas condected, overlapped and influenced v‘
each other. For instance, one area of overlep was in regard to the rdale English student
teachers' adaptations that occurred upon entering the pfedominahtly femaie prdfesSion of
‘English te‘achin.g. A second interlinked area was the student teachers' ‘negotiatio_n and
repositioning within the subject of English. A third areav of change was the men’s _aWareness

~"of being a man when woArking with young people in an English classroom. Eacﬁ of these
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aspects involved the male English student teachers' identity and gender in relation to being a
male teacher in a feminised profession (Miller, 1992, 1996) and within the predominantly

female subject of English (Thomas, 1990, 1991).

The men’s teacher socialisation process involved a number of further adaptations or
negotiations in their masculyinities, as well as in their personal and professional ‘ldentities:
changes in régard to relating to colleagues in a predominantly female profession; changes in
régard to relating to the subjéct of English, and changes in regard to relating to pupilsrin the
classroom. | As such, this is a. dévelopment of theories of constructed masculinities among
men in predominantly female occupations (Bradley, 1993; Williams, 1993, 1995), pérticularly

in teaching (Sargent, 2000).

- 5,2  Doing things differently: suggestiohs for further research‘

This small-scale case study has added areas of new knowledge to research into men in
secondary English teaching. Based on the findings of my study, which was based in m‘y own
university education department,.fur{her research WOuId Be WOrthWhile in the form‘ of a
larger sample over several institutions, to see whether the findings are reblicated. : Such'an
expanded study could either take the form of one large sample fnvestigating the social reality
_ across several institutions, or alternatively a network of smaller scale studies each
contributing to a growing body of research into men training to becorﬁe sécondary English

teachers. ' S Rt
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My study was particularly designed to capture the éxperiénces of arsmall g}'oup of male
student teachers during their PGCE programme. However, altﬁough this has been aﬁhieved,
the study did not then follow the male student teachers beyond the end of the training ‘
programme and into their first>'t‘eaching posts. Although | have maintained anv informal
contact with six of thé niné men, which has been most valdable in ensuring that the men
recogniséd the views presented as a valid representation of fheir experiences, this was not
part of the formal research design. Such continued contact would have provided further

small-scale longitudinal data, which would have yielded an additional dimension. ‘

My study has been based on the perceptions of a small number of male student teach’ers and
has deliberately capfured only one set of voices. It did not seek to hear the voices of the
female mentofs in the ;;Iacement schools; nor did it seek to understand why the minority
male English teachers, especia'lly’the heads of department, seemedrto absent the‘mselves‘
from training or mentoring 're§ponsibilities. A series of in-depth interviews with female
mentors and male Eﬁglish teachers could bé an ‘area worthy of further investigatior; to
provide a more rounded picture of t;\e male student teachers' expeiience. Similarly, the
voices of female student teachers of English have not been sought in this study. They would

have much to offer, and their story is worthy of investigation in itself. /

Research to capture the voices of pupils in secondary schools about their experience of being
taught by male and female teachers in various subject areas would also be valuable. The role

- played by teachers' gender in pupils' attitudes to subject disciplines would develob the work
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of Thomas (1990, 1991) and Miller (1992, 1996). This would also begin to have a direct
impact upon the field of initial teacher education, as a number of programmes have now
introduced pupil panels, contributing to the selection and recruitment of applicants to initial
teacher education programmes. Indeed, the gender implications for training revealed by my
study suggest that these involved in the application process should pay attention to gender
i‘ssues. Decisions regarding application and selection need to acknowledge that male and

female student teachers' experience will be different and gendered.

_ 5.3 Doing different things: implications for changes to current practice
The themes and constructs emerging from my research have influenced the ehape of
professionel relationships, both with student teachers and with school-based mentors. vFrom
the interviews, | was able to gain a perspeetive about the ‘men's perceptions of their training
needs in relation to the journey of becorﬁing a male secondabr‘y Engtish teacher and, more

" particularly, the processes of adaptation and negotiation involved in establishing and
mainteining effective relationships with teachers and pupils. The study's findings and
conclusions suggest that, in the trainirtg of English student teachers, closer attention rﬁust be

paid to the gender both of the students and of their trainers.

My developing awareness of the male student teachers' discursive representatioris of their
experiences informed the discussions that | had with colleagues and mentors at Powick
Bridge University. Although the study itself focused on male student teachers of English, the

~ |essons learnt were not relevant only to this small and specialised group. Indeed, in order to
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better address the needs of all student teachers on initial teacher education coufses within
Powick Bridge University, there are a number of specific developments that have already
been impleménted. Itis anticipgtéd fhat, as a result of these, not only will the quality of the |
training programme be improved for male student teachers\ of English; some of the changes
will also impact on feméle English student teachers and some on student teachers in other

subjects, whether male or female. ;

One major development to practice that has already been implemented, given t’he study’s
three principal areas of focus: men, English and teaching, has been a move to ensﬁre that
gendered |"e|ationships between mentors and student téa‘chers are both overt and explicit in
English mentor training and deve|opment-sessions. Although the participants in kthe study
were on a one-year PGCE programme, the revised mentoring sessions are alsd utilised by the
tutors, mentors and students on fhree-yéar undergraduate English ‘ prdgramme.
Furthermore, althouéh not a specific age-phase focus for this study, primary and early years
tutors have recognised the applicability of the study’s ﬁndingé to their own work and have
adapted the resources and material for use in their own mentoring prdgrammes.; R

Previously, the university’s mentor training and develobment sessions had not specifica‘lly
addressed the gender issues ar?sing from initial teacher education programmes: in'fact, for
mentors and studént teachers alike, gender issues were generally limifed to IgsUes relating fo
teaching male and female pupils and issues concerniﬁg pupil achievement; Mentbr training'

" and development materials have now been adapted to include resources and activities that
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discu;s and address gender issugs. A recent development has been the introduction of
online mentor ltr'aining, allowing all mentors (and students) access to the full range §f current
mentoring materials. - Within this online mentor training, accessed via the partnership
 website, video recordings of m;ntor meetings with both male and feméle student teachers
. has been set up, toéether with a commentary, additional annotations and a series of case _

studies.

Arising from my research, along with a number of university and school-based célleag‘ues, |
have been working in general professional studies sessions to provide male student teach’ers
with a range of practical strategies in order to help th'em-avoid becoming stereotyped by
- mentors and host teachers on school placement. The timing of’ these sessions has been
immediately pre-placement, with a focus upon building . effective relationship§ with |
colleagues. . One particular area of focus has been awareness-raising for the students about
~ to go out on placement around mentors’ vieWs in regard to male students’ perceived overly
relaxed classroom style, together with the neéd to ensure that an effective masculine way of
projecting classroom control is add.réssed, so as to av_oid potential accusations of ‘ducking

the issue’.

A number of the approaches arise from the data. For instance, both Martin and Peter
suggested becoming involved in the life of the school éarly in the placement, in order to
counter particulér preconceptions based upon male student teacher stereotypes, especially

.- that of being lazy. Several of the participants (John, Peter, Mértin, Ben, Chris) suggested the
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possibility of paired placements with another male English student teacher, which would .
then create opportunitiés for .discussion of observed lessons, joint planning and team
teaching. Such a pairing wouldqqffer an opportunity to observe another man relating and
communicating wifch teachers and pupils at close quarters. Wherever possible, with schools
prepared to take twé student teachers in the department at the same time, this suggestion
has been implemented, with a degree of success. However, as the ‘majority- of English
departments will only accept one studenf teacher at any one time, the wider applicability of

such a paired placement strategy does seem limited.

Based on my study's»findings | have also discussed with colleagues a number of possible
changes to future practice. Mentoring student and newly qualified teachers sﬁould not be
seen as the sole preserve of female‘ colleagues. Male English student teachers do need to
observe a full range of effectivé 'teachihg and learning style;s, including those deployed
successfully'b;/ other men. They need to see women and men teaching English skilfully. The
impliéation qf this is that ;11a|e English teachefs in échools need to take a more active rble in
the training of English student teachérs, in 6rder to support new entrants to the profession,

rather than relying principally on female colleagues to carry out the support and guidance

work involved in mentoring new teachers.

5.4 Endings
The genesis of this study had initially arisen out of early data emerging in relation to student

.~ teacher performance by grouping, which seemed to suggést that génder was the largest

1202



signffier in relation to comparative student teacher attainm‘ent. In planniﬁg the structure of
my thesis preseptatio_n, section 1.1 which details the conceptual development of the study
was‘ almost entitled ‘Genesis’. Hajd>that been the tése, 1;.hen 'surely this chapter wouid have
been called ‘Revelation’. Alas, there is to be no revelation in this c‘hapter(a'nd $O, ihstead,
section. 1.1 is simply{ehtitléd ‘Beginnings' and this, the final section is called ’Endingé’. Ina
way, ‘though, that is no vmore satisfactdry than th’e first suggesfion, fdr ' although this
répresents the end of my study, the research continueS, as does the worvk. of training student

teachers of English, both male and female. .

The study contributes to research into the fields of men and masculinities, the svubject of
Engli;h and initial teacher education. However, as well as a contribution to thege infe;rlinked
areas of research, it also stands as a record of the iﬁdiViduaI negotikationsk’ar'\d adaptations
that these individuals underwent during‘t‘heir training. The rf\en offered théir time, their
commitment and their honesty in order to make e\zn' éuthéntic representation 6f how they
percéiyed@heir training journe?. Th‘e thesis is now bfféred, in the hope that it will be seenas |

a helpful and timely study to these fields.
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