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Abstract

Poor retention of men is seen across all types of primary teacher training
programmes in England. Previous research has largely focused on undergraduate and
postgraduate university routes to teaching. This study concentrates on a small
number of men in a one year school-centred initial teacher training (SCITT)
programme, a professional learning pathway to teaching which the government now
actively promotes, to explore how these trainees experience the female-dominated

environment of the primary school.

The research framework uses theories of identity (Beauchamp and Thomas
2009), including gender (Skelton 2003), communities of practice (Wenger 1998) and
social constructivism (Vygotsky 1978) to explore the challenges male primary
trainees encounter as they negotiate who and what they are , professionally and
personally, as a teacher and as a man, within the primary school. Findings include:
performing stereotypical gender roles in school appears to enable the participation of
male trainees; men can feel excluded in the all-female social space of the school
staffroom; men feel unfairly scrutinised in safeguarding discussions and training;

mentors report difficulties in supporting men who are mature career-changers.

The research sits within a qualitative, interpretive paradigm and uses a case
study approach; the male trainees on the SCITT programme constitute the case. The
study uses mixed methods of data collection: semi-structured interviews with male
trainees, documents profiling the characteristics of cohorts of men over five years, an
all-male focus group discussion and mentor questionnaires. Although numbers are
small, the study explores a problem which is replicated nationally and has persisted

for generations, in the new context of SCITT.

The data suggest that school-centred training, where men are required to
assume a professional role quickly, offers little preparation or space for thought
about gender and masculinities. The study concludes with suggestions for SCITTs to

consider how they can support male trainees.
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1. Introductory context

As a manager of a small primary school-centred initial teacher training
(SCITT) programme, | initially became interested in the challenges that male trainees
posed for us as a training provider when our retention and completion figures in
relation to men were lower than for females. Retention and achievement of all trainee
teachers, both male and female, is an important focus for every Initial Teacher
Training (ITT) provider. Failing to comply with government and Ofsted
requirements, in terms of successful retention and completion for all trainees, can
lead to a reduction of allocated training places or even to the withdrawal of
accreditation. As a small provider, a single trainee represents a high percentage of
our intake and a successful Ofsted inspection rating relies on completion rates that
are consistently high with high attainment outcomes for all trainees (Ofsted 2015).
Looking at our figures in relation to men, over the first four years of our course, the
data showed that although we were successful in recruiting men onto our
programme, our retention rates for them were lower than for women. Looking at
numbers over a longer period, between 2006 and 2013 our non-completion rate for
men was 21.9% compared to 5.6% for women (Appendix 1 p. 208). The outcome
results for males were never higher than ‘Good’ whereas we were able to train
‘Outstanding’ female trainees (Appendix 2 p. 208). This was the starting point of my

research.

I conducted an initial study in my setting which began to explore the issues
and experiences of male trainees in our SCITT. | reviewed historical data that
covered a period of seven years. | looked at data that related to those men who had

withdrawn and those who had completed the course. For those who had gained QTS,



I considered their outcomes, that is, whether they achieved a satisfactory or good
grade, to see if there were any patterns in this data. The other main sources of data
were semi-structured interviews with five men who had completed the course and
one man who withdrew. The initial findings seemed to indicate that, for those
interviewees, the presence of male role models did not seem to affect their attitudes
about completing or withdrawing from the course. Although all had undertaken
placements where there were other men on the staff, they did not all agree that this
was an advantage, including the trainee who had withdrawn: one interviewee, who
thought it was an advantage, commented that he felt that he could have different
conversations with men. Another participant said that he enjoyed being a minority in
the primary school and he felt that there could be an advantage to being the only
male. The interviewees who had strengths in ICT and sport were more likely to
achieve good outcomes and be accepted by the largely female staff of primary
schools. My reading for the initial study (Moyles and Cavendish 2001, Jones 2003b)
had identified that sport and ICT were subject areas that men were often expected to
teach. From the findings of the initial study, men in my training setting seemed to be

fulfilling these expectations.

In my role as Programme Manager | arrange placements for trainees and
when looking for suitable schools, one of the factors that | take into consideration for
male trainees is whether there is a male headteacher who would be able to act as a
role mode. My initial study did not identify the presence of such a role model as
significant in supporting men to complete the course with good outcomes although it
did indicate the importance of having male peer support in schools where the

majority of staff were women.
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For the main study of this thesis I decided to include perceptions of
school-based mentors involved in the training of men because as mentors work very
closely with trainees in schools, they would be well-placed to provide additional data
about the experiences and challenges of male trainees. My initial research questions

are introduced in the following section.

1.1. Initial research questions

My research questions arise from my long term professional experience
working with recruiting and training male teachers within primary school-centred
teacher training and the ongoing impact of the female-dominated workplace of the
primary school on the presence of male teachers within this system. Throughout my
thirty year teaching career, | worked with a small number of successful male teachers
and when | moved into teacher training, it became clear that teacher training itself
had an important part to play in supporting men to succeed in a female-dominated
profession. The shortage of men in primary teaching and in primary teacher
education is chronic and relevant in terms of the equality agenda. In 2017, although
women have been able to enter and succeed in many male dominated professions, the
situation for men entering primary school teaching does not seem to have changed.
Therefore, although my research explores an issue that is not a new one, by focusing
solely on the school-centred teacher training route, about which there is very little
research literature, further understanding of how men experience training in primary
education may emerge. The literature review from my initial study identified that
there were a number of issues that male trainees may encounter, including their
gender and minority status, as they enter the teaching profession and these influenced
my research questions. The aim of my study is to contribute to the understanding of
the challenges that face male trainees in my setting, and those in similar training

11



contexts. This may help to identify the extent to which the school-centred route is
supportive for men considering primary teacher training. As this research has been
undertaken when the present government has given a strong commitment to
encouraging this route into teacher training, my study may be important and relevant

to the future of school-centred initial teacher training.

My research questions aimed to investigate how men experience the SCITT
course and what their perceptions of this are. The questions also aimed to explore the

perception of the male trainees’ mentors and the nature of support given to men.

1. What are the perceptions of men on a one year school-centred initial teacher

training programme and of primary teaching?
2. What are the experiences of men on this school-centred programme?

2a How do their minority status and gender impact on their participation in school-

based learning?

2b What other factors may impact on the participation of male trainees in school-

centred initial teacher training and their completion of the course?
3. How do mentors support male trainees?

3a What are the perceptions of mentors in relation to male trainees’ needs and do

these influence the support given to them?

Questions 3 and 3a about mentors were added after the initial study. | further
adapted my questions to specifically explore how gender impacts on men’s
experiences. As a Programme Manager, | also wanted to be able to explore what

other factors may influence men during their training year.
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Answers to these research questions will provide insight into the experiences
and challenges faced by men in school-centred primary teaching training with the
aim of improving participation and completion of the course. It was also hoped that
there would be benefit to other Programme Managers and SCITT providers in terms
of increased awareness about male trainees and effective mentoring practices in

school-centred training.

1.2. Professional context

It is widely known that there is an under-representation of men in the primary
school workforce. The most recent government figures for England state that in
local authority and academy primary and secondary schools overall, men made up
26% of teachers but in primary, the figure drops to 15%, figures that remain
unchanged from the previous year (DfE 2015b, DfE 2017). My research is exploring
a well-known teacher education problem in an under-researched context, that of
school-centred initial teacher training and aims to inform and improve practice in this
route into teaching. When our SCITT was first accredited in 2006, and for the
following three years, we were set targets by the government for male trainee teacher
recruitment. Although we no longer have targets, our numbers are monitored and we

are encouraged by the government to recruit as many men as possible.

As a SCITT provider offering a one year Qualified Teacher Status (QTS)
course, rather than a university, our training is largely school-based with trainees
spending time in schools every week. When we were initially accredited, trainees
following our course spent a longer amount of time within schools than did those on
a university’s one year postgraduate course. The Initial Teacher Training Criteria
(DfE 2016a) changed and for all one year initial teacher training postgraduate

courses, the number of school-based days is the same, whether the provider is
13



university or school-centred. However, with our SCITT course, trainees are in their
placement schools from the first week of the school term, whereas this is not usually
the case with university postgraduate courses. The consideration of the two different
routes into teaching is relevant to my research questions. It is possible that the SCITT
route may attract some men because of the aspect of having the practical school
experience immediately. Those that are career changers may see the university route
as not the most appropriate for them, taking into consideration their experience of
working in a different field for a number of years and their history of learning in a

workplace.

In 2012 the English government introduced a route into teaching called
School Direct. This route gives schools more responsibility than previously for
training teachers as the trainees have most of the training in the schools, under their
direction, with accredited providers delivering a smaller component of training.
School Direct allows for salaried trainees, (these trainees are employed by a school
rather than paying tuition fees), and aims to encourage career changers into teaching.
Information published by the government (DfE 2015a) shows that there have been
changes in the pathways selected for primary teacher training. In 2014-15 55% of all
trainees chose to complete their teacher training through a university led PGCE
route; in 2015-16 this figure dropped to 51%. Within the same time span, trainees on
SCITT and School Direct routes increased from 45% in 2014-15 to 49% in 2015-16.
Within this period the government also began to allow the accreditation of many
more school-centred initial teacher training providers. In the last five years the
number of school-centred providers in England has increased from fifty-six to one
hundred and fifty five (House of Commons 2016) and so research in this specific

area is needed to explore the ongoing problem of a lack of men in primary teaching.
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Our SCITT course, alongside those of other school-centred providers, tends
to be described as ‘learning on the job’ and is more practice-based in the classroom
than some courses offered by universities which could be said to include more
knowledge and theory. On our course, the centre-based training itself is delivered by
teachers and senior staff from our partnership who have been identified by their
schools and Ofsted as outstanding classroom practitioners. Throughout the course the
trainees are working with people who are based within primary schools, whereas
university postgraduate courses are generally delivered by lecturers who are not
school and classroom based. For some trainees a university based course may be
more suitable. A university is much larger than a primary school-centred provider
and can draw upon a wide range of experience from staff and may be able to offer
subject specialisms which a smaller provider is unable to match. Some trainees may
also benefit from being able to have a training site away from a school, in a
university, to support their reflection and evaluation with peers in a similar situation.
A university provider, dealing with larger numbers, may also be able to offer the
opportunity for trainees to work together and learn from each other. Wilson (2016)
identifies universities as sites of research methods and knowledge which may enable
trainees to develop a critical stance to their studies. Providing an intellectual
environment in which to develop critical thinking is more difficult for schools where
their daily focus is on practice rather than theory. The university route may also offer
a broader view of teaching. Although professional expectations at the end of both
one year courses are generally the same and the final primary teaching practice is
80% of a week in preparation for their Newly Qualified Teacher (NQT) induction
year, a university course provides a more gradual immersion into the classroom.

This may be a more suitable route for some trainees’ first experiences of being in a

15



classroom. Research by the NCTL (2014) found that some candidates applying for a
teacher training course did not feel ready to enter a school immediately and looked to
the university to help them prepare for teaching experience. Although this could be
relevant for men entering primary school teaching, especially if their pre-course
school experience has been limited, for career changers who have been in the
workplace for many years, the prospect of returning to university may not be so
appealing.

1.3. Historical background and the wider context of initial
teacher training and male primary trainees

Primary teaching has not always been seen as a feminised profession. This
has been the situation for over a hundred years, not just in the UK but in other
western countries (Skelton 2012). Drudy (2008) confirms that there is now a
predominance of female teachers in most countries throughout the world and in
European member states, linking the higher proportions of women teachers with the
most developed countries. This is especially applicable at primary level. The research
identified by Drudy (2008 p. 312) indicates that the feminisation of teaching is “a

cumulative historical and social process”.

Before 1870, which saw the establishment of elementary state education in
England, men would have almost exclusively been found teaching in public schools,
schools which they themselves would have been educated in. Before 1870, education
was not open to all, only to the rich and privileged and the women tended to be
educated at home. The introduction of elementary state education meant men had the
opportunity to become teachers in the state sector. Teaching became attractive to
women as it enabled them to become independent, especially as many other

occupations were not open to them. Teaching did not attract men in the same way as
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they were already independent. However, in the nineteenth and early twentieth
century teaching was not considered a high status occupation for men so although it
may have been deemed suitable, intellectually, for middle class men, the low status
may have discouraged them. Also, there was a belief that working class men should
work in jobs that demonstrated physical strength, rather than intellect; this links to
the social constructs of masculinity and femininity as working class men did not
enter teaching because the constructions of masculinity for them centred on physical
activity and strength, so teaching was not suitable. Therefore, “Teaching became
women’s work, work that was rewarded by low pay, poor benefits and challenging
working conditions,” (Coulter and Grieg 2008 p. 420). When discussing staffing in
primary schools, a report by Hadow (1931 p. 144) stated that there should be “an
adequate number of men”, presumably illustrating that there were already a large
number of female teachers. This report was published between the two world wars of
the twentieth century which caused an increase in women teachers in primary
education as men were enlisted and sent abroad to fight whilst women stayed behind.
Full employment and economic growth following World War 2 did not encourage
men entering the profession. More recent changing economic circumstances such as
high unemployment may have resulted in more men moving into and then out of
teaching as employment prospects rose (Coulter and Grieg 2008) but generally
primary teaching has long been deemed a profession for women, although it was not
until the 1990s that the recruitment and retention of male primary teachers in
England began to be a serious concern for the government. The policy to recruit
more men into primary teaching led to a research focus on this. A number of research
papers discussed this issue, not only in England but in Australia (Mills et al. 2004),

New Zealand (Cushman 2007) and Sweden (Berge 2004). The earlier issue of low
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status and pay was identified by Thornton and Bricheno (2008) as more of a concern
for men than women because of a man’s role as the ‘breadwinnner’. This should be
considered in light of the publication of The Green Paper (DfEE 1998) that set out a
new pay and career structure, which was presumably to help both men and women
into teaching but this may have been seen as an incentive to encourage more men
into the profession as it was at a time when the government were keen to recruit
more male teachers. In the late 1990s research by Moyles and Cavendish (2001) was
partly funded by the Teacher Training Agency and began looking at why few men
entered primary education and why, of those that did, there was a higher withdrawal
rate than females. This study found a range of issues linked to the high drop-out rate
and failure of the male trainees including the lack of male role models in primary

schools and trainees’ perceived difficulties with planning and written work.

The motivation for research into this area was not only policy led. Skelton
(2002, 2003, 2007, 2009, 2012) led the way in feminist and gender research in
relation to primary teaching, alongside a number of other researchers including
Smedley (1997, 2006, 2007) and Thornton and Bricheno (2008). The increase in this
aspect of research led to what Skelton (2012 p.6) refers to as “backlash”, a term used
by feminists to describe the language, attitudes and actions of anti-feminists. This
backlash movement from anti-feminists was affirming men’s rights and opponents of
feminism found issues about men and boys to be “fertile ground” (Connell 2005 p.
1806). One of the accusations from anti-feminists was that the feminist movement
was responsible for the inequalities in education as they did not encourage men into
primary teaching. This lack of men then contributes to the profession having a low
status (Simpson 2005, Skelton 2012). Biddulph (2004) was one of the main

proponents of this “backlash” who advocated that the emphasis should now be on
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men’s liberation. Whelen (2011) discusses Biddulph’s essentialist position that
simplifies gender and makes gross generalisations, especially in relation to the
education of boys and the assumption that all men have the same experiences and
attitudes and relate to pupils and their colleagues in a similar way. Haywood and
Mac an Ghaill (2013 p. 1) identify schools as one of the key institutional sites in
which a “crisis of masculinity” is played out. They characterise this as the ways in
which, in wider society, traditional forms of masculinity, those that position men as
dominant in relation to women, are being challenged and how men may perceive that
they have less control. They emphasise how cultural and social practices, such as the
rise in the use of new technologies in the workplace, including the use of the internet,
and the advancement of global communication systems, such as social media, all
influence how gender may be perceived. They identify how, although ethnicity and
class have important interconnecting identity positions, there is now more emphasis
on masculinities being the main concept in gender relations, especially in the media.
If primary schools are a key site of masculinities in crisis, and masculinities vary
across different contexts, this may influence the experiences and challenges that men

in school-centred initial teacher training face.

Following on from earlier initiatives, UK government policy from 2003 to
2008 explicitly focused on increasing the proportion of male primary trainees but the
figures from the government’s school workforce information are evidence that this
was not particularly successful: the percentages of male teachers in primary schools

in England during this time decreased from 16% to 15% (DfE 2016).

In 2009 a large scale study commissioned by the DfES (Hobson et al. 2009)
was evidence of the government’s continuing focus on teacher retention, both male
and female: this was a six year longitudinal study (2003-2009) which aimed to
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identify factors which promoted or hindered teacher retention. The study found that
nine percent of men, compared to four percent of women, withdrew from primary
phase initial teacher training programmes. Hobson et al. (2009) reported that the
older trainees, who were more likely to have had a previous career before going into
teaching, were more likely to withdraw from the course. Government initiatives to
encourage career changers into teaching have had a distinctive male recruitment
focus. In 2010 the government introduced the ‘Troops to Teachers Programme’ and
encouraged members of the armed forces (army, navy and air force) into teaching by
paying their tuition fees (DfE 2010). This was not presented as aiming specifically at
men but the majority of the armed forces are male; in 2014 men made up 91.1% of
the full-time forces (MOD 2014). 2015 saw the expansion of the scheme with the
introduction of a two year school-based initial teacher training programme for those
from the full-time armed forces, offering salaried positions to train in schools. The
government has continued to encourage career changers into the teaching profession
through their publicity and marketing strategies (DfE 2016b). However, despite
recruitment drives and targets, the situation has not improved in terms of affecting
the number of men in primary teaching. The percentage of men in primary schools

remains at 15% (DfE 2017) and has not changed since 2007 (DfE 2008).

1.4. Background to the research setting

When meeting with representatives of other primary school-centred initial
teacher training providers at national and local National College of Teaching and
Learning (NCTL) meetings, it became clear that our school-centred provision was
not the only one concerned about the retention and achievement of male primary
trainees. Key factors in low retention and achievement of men, both anecdotal and
formally analysed, are poor organisational skills and completion of the required
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paperwork, such as planning, assignments and written evidence towards meeting the
Teachers’ Standards. These factors are included in end of term reports and mentor
meeting notes that are part of our SCITT’s documentary evidence for monitoring the
progress of trainees. They are identified as areas for development for male trainees
by mentors and other professionals who work alongside them who perceive that by
addressing these issues, the men will be more likely to complete the course and gain
QTS. Our improvement plan in 2010 implemented an additional support system,
targeted at males but provided to both male and female trainees. This introduced a
Record of Progress booklet which clearly set out, week by week, what the trainee
should be doing, including tasks and assignments. Guidance was also given on
planning for future work and activities. Although trainees had always had this
information in their course handbook, by bringing it all together in one place, with
explicit checklists, we hoped this would help men to stay organised and on track with
their paperwork which would then lead to improved retention and an increase in
good and outstanding outcome grades for male trainees. Success was seen in the
cohort of 2010-11 in that no male trainees withdrew or failed the course (no females
did either). An additional strategy introduced in 2011-12 gave male trainees
additional support from the male headteacher of the lead school who visited them at
their placement schools and involved them in one-to-one meetings with him. As
there are more female than male teachers in primary schools, we considered that
having a strong, successful male role model with whom to discuss their training and
work expectations would also support male trainees to make good progress. During
2011-12 we saw a rise in male trainee outcomes in terms of achievement but had one
male withdrawal. In 2012-13 both support strategies continued and although we had

arise in the achievement of our men, we also had the withdrawal of one male trainee.
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The impact of the interventions seemed to be effective in raising achievement of

these men who completed in relation to outcome grades.

Due to the shortage of men in primary education it is not always possible to
place a male trainee where there is another male member of staff, however, | do
endeavour to ensure that this happens in at least one of their placement schools so
that the trainee has the opportunity to either have a male role model in the
headteacher or a male colleague so that he does not feel totally isolated as the only
man on the teaching staff. There are also factors that have to be considered when
placing trainees including locality and ensuring that they have experience in two
different types of schools, which is part of the ITT criteria (DfE 2016a), which
allows the trainee to experience different approaches to teaching, school organisation
and management. The personalities of both trainee and mentor also need to be
considered so that there is not a clash. Therefore, although there may be male
teachers who are willing to mentor, it is not always possible to pair them with a male
trainee. By undertaking this research, | aim to provide further insight into whether,
when this is possible, it is an appropriate strategy in supporting men to complete the

course.
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2. Literature Review

As my interest in the retention of male primary trainees was initially policy-
led, I began my reading with studies commissioned by the government. These can
tend to be under-theorised as their main aim is to influence policy and practice rather
than to test or expand theory and so it was important to widen my reading in order to
develop my understanding of the theories that underpinned practice in relation to
studying men in primary teacher training. It began to become clear that the
experiences of male trainees varied and the reasons why male primary trainees
withdraw and may not achieve as well as their female colleagues were complex and
there were many aspects to be considered. | focused on literature based on theories
and themes that | identified as relevant to men in primary teacher training. In this
section | begin looking at the theory of identity as this is salient in relation to how
male trainees enter the teaching profession with a personal identity and are then
expected to assume other identities, including those as a teacher and a learner.
Theories relating to gender and the way in which masculinities are constructed
within the primary school as an interactive training site are then explored in relation
to social constructivism and communities of practice. Finally, | look at research
concerned with child protection and mentoring because they are two themes that,
although related to practice, are also linked to the theoretical aspects of establishing a
professional identity and the importance of the collaborative nature of learning and

social interactions that take place in the primary school.

The majority of literature concerning men studying on primary initial teacher
training courses was published before 2010, although there is more recent research

(Warwick et al. 2012, Mistry and Sood 2013, 2014, 2015, Burn and Pratt Adams
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2015) which covers similar areas and men teaching in early years and primary
schools. The majority of research has been focused on either undergraduate courses
or postgraduate courses in universities. | was unable to find any published research in
the UK that focused solely on primary school-centred teacher training programmes
with the study specifically linked to male trainees. The large scale study by Hobson
et al. (2009) included a range of ITT providers: they found that trainees following a
school-centred training route were more likely to withdraw than those on a flexible
postgraduate course but did not provide any suggestions as to why this might be so.
The study involved men and women but the majority of the research involving men
in initial teacher training and within primary schools is small scale because there are

so few men to study in this context.

2.1. Professional and personal identities

As trainees enter the teaching profession, they have to assume a new identity,
that of a professional teacher. Beauchamp and Thomas (2009) concluded that the
concept of identity is complex and they found that there were many aspects to
understand in order to appreciate the full importance of identity development within
the primary school environment. Initial teacher training programmes are seen to be
pivotal in helping trainee teachers in developing their teacher identities as they are
the first stage of constructing this professional identity (lIzadinia 2013, Yuan 2016).
Lee and Schallert (2016) also comment that there seems to be no argument that
initial teacher training should contribute to the development of a teacher’s
professional identity but that it is not always clear what this training might involve.
Knight and Moore (2012) identify the importance of mutual engagement within the
community to assist beginning male teachers to form their identity and Walkington
(2005) believes that teacher identity is based on one’s core beliefs about being a
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teacher and about teaching itself and found that being able to be reflective about their
teaching played an important part in developing a teacher identity. The way in which
teachers may have to reject or actively resist identities which do not conform to their
existing identities is discussed by Kelly (2006). Another aspect to consider was
raised by Pillen et al. (2013) who found that inherent personal characteristics that

individuals have may influence the development of their professional identity.

Developing their identities can be considered as an added pressure on male
trainees in the primary school: Haase (2010 p. 174) found that male primary teachers
“can experience tension in reconciling masculine identities with the widely held view
that primary teaching is women’s work” and this can lead to contradictory discourses
throughout their training and teaching experiences. He identified an expectation that
male teachers would be good at managing the behaviour of children and would gain
respect from them because they were men. They would, however, also keep a social
distance from children. By doing this they deliberately distanced themselves from
children to protect themselves from allegations in relation to being a paedophile.
Some men felt pressurised to adopt the aspect of “masculine performance” in relation
to being a disciplinarian (Haase 2010 p. 180) along with teaching specific subjects
including sports. Participants in Haase’s study did not always conform to this
stereotype and worked to develop closer relationships with children and not to be
authoritarian. Smedley (2007 p.370) states that there are “complex, contextualised
relations between being a man and being a student primary teacher” in her study of
‘Terry’ a mature man who was able to construct a confident identity as a trainee
teacher even though he was involved in different conflicting discourses. ‘Terry’ was
a working class father, with his family dependent upon him, but as a student teacher

he had to demonstrate that he was comfortable in a middle class, academic culture.
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Simpson (2005) researched men in non-traditional occupations, one of which was
primary teaching, and she also identified that tensions could exist between gender
identity and professional role stereotyping; men could experience conflict and “role
strain” (Simpson 2005 p. 371) as they maintain their masculine identities and meet
the demands of the job which may include aspects that could be seen as more
feminine, such as caring. The other careers that Simpson (2005 p. 376) researched
were nursing, cabin crew and librarianship and found that role strain, where there is
discomfort between the “masculine self” and one’s work identity, emerged as a
common feature for men in all four occupations. For male trainees, at the beginning
of their career when they first enter the primary school workplace, this tension and

role strain may be even greater.

Foster and Newman (2005 p.341) adopted the term “identity bruising” to
describe the “knock backs” that male trainees and newly qualified teachers received
during their initial experiences of the culture of the primary school. Like my own
small-scale study, theirs arose as a result of their concerns with the poor performance
of men on their postgraduate university course. They looked at whether there were
circumstances or traits that the men had in common. Smith (2007 p.380), comments
that professional identities are, “now more likely to be seen as multiple, fragmented
and prone to change” in his study of four teachers (three female and one male) in
their training and first year of teaching. The study was concerned with a three year
course with a focus on the teaching of Science but it is worth including the one male
in primary teacher training that was involved. By the end of the study, ‘Richard’ had
a coherent new identity which drew heavily on his previous experiences and beliefs

which formed the basis of his identity as a prospective teacher.
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Weaver-Hightower (2011) looked at the types of discouragement men faced
and found that as men encountered these discouragements they constructed new
identities and by doing so they unmasked the “socially constructed, performative,
power-laden nature of gender” (Weaver-Hightower 2011 p. 100). The men had to
negotiate their identities as the view was presented by their friends that because they
were well-educated and intelligent, they should not be entering a profession that is
defined by the high number of females and is not highly paid. The three participants
were teased about their chosen profession and so when constructing identities as
teachers they often asserted their masculinity, for example, ‘Stanley’, one of the
participants, maintained his masculinity by setting himself apart from characteristics
that could be defined as feminine such as “not putting smiley faces and rainbows on
everything” (Weaver-Hightower 2011 p.106), by maintaining a more formal

environment around the children and avoiding any display of affection.

2.2. Identities and personal histories

Men'’s identities are shaped by many things, including previous experiences
(Sargent 2000). Day and Leitch (2001) studied the complexities of the professional
and personal self. They concluded that professional self is affected by personal
history as well as the political and social contexts of teaching and so this has a strong
influence on identities. These findings are supported by Braun (2011) who writes
about how other factors, such as previous experience and social and cultural
contexts, are instrumental and informative of the training situation. Troman and
Raggl (2008) studied teacher commitment and the attractions of teaching and found
that teachers, both men and women, displayed multiple commitments and identities.
They found the factors of school and home/social life play an important part in
sustaining or diminishing commitment and this has been my own professional
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experience of supporting trainee teachers. They concluded that if teachers failed to
juggle their multiple commitments, for example personal, professional and
vocational, an identity crisis might follow. The factors of home and social life that
might affect commitment and the support of family and friends for male trainees are
also reflected in Weaver-Hightower (2011). Two of the male participants in this
study were discouraged in their career choice of being a primary teacher by friends
and family. ‘George’s’ parents said that ‘George’ “could do more” (Weaver-
Hightower 2011 p.108) and all three of the men in the study said that their fathers
questioned their choice of teaching. ‘Stanley’ talked of being gently ribbed by a
friend who implied that ‘Stanley’ was too smart for teaching and ‘George’ was

teased by his friends about the ease of the coursework.

In Mulholland and Hansen’s (2003) study, the men were more likely to be
criticised by friends than by their families for their choice of career. Some of the
parents were supportive once the decision had been made and one father promoted
the career because of the holidays and the hours. In one of the interviews, ‘Dale’ said
of primary teaching, “a lot of my friends saw it as a bit of a cop out....working nine
to three and get 20 weeks of holiday a year,” (Mulholland and Hansen 2003 p.216)
implying that men are meant to work harder and longer than this, even though it is
not an accurate picture of teaching. Another participant, an older man, experienced
negative reactions to his chosen career from male friends outside the course and this
was due to the friends’ views of having to continue with academic study in order to
become a teacher and then also having to manage a class of children; neither were

seen as positive.

One of the “knock backs” in Foster and Newman’s (2005 p. 347) study is
described by ‘Adrian’ who, when he told a family friend about his chosen career,
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was “knocked back” when she said “I am sure you can do something better than
that”. A participant in Cushman’s (2005a p.330) study had the reaction of “That’s a
girl’s job. What are you doing that for?”” when announcing that he was planning to
teach primary aged children. Other participants said that they “softened the blow”
when informing friends that they were going into teaching by allowing them to think
that it could be secondary school teaching or that they were aiming for a

management position.

One of the explanations for men withdrawing from teacher training courses in
Thornton’s (1999b) study was lack of support from friends and family in following a
career that is perceived as stereotypically female. Hobson et al. (2009) discovered
that the lack of social and psychological support was a contributory factor in
decisions to withdraw from an initial teacher training programme. This is supported
by Richter et al. (2013) whose study identified that psychological support was
especially relevant at the start of the first year of teaching following their training
year. Male trainees in Szwed’s (2010) research commented that their friends did not
understand or appreciate the demands they were under whilst on the course which

they felt gave them added pressure whilst studying.

As trainee teachers move through teacher education into their practice in
schools, their identities are dynamic and influenced by a number of internal and
external factors (Beauchamp and Thomas 2009). External factors are those which
involve interactions that take place within schools and internal factors are those that
are more personal to the individual, such as emotion. Hargreaves (2005) has referred
to teaching as an emotional practice because it is a demanding profession with many
challenges and teachers make emotional investments in their work. Emotion is a
personal dimension of self and Day and Leitch (2001) researched the role of emotion
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in practising teachers and identified that it can be an influential factor in a teacher’s
approach to their professional life and how they communicate and engage with
colleagues and children; this may be different for men and women. Emotion was
also explored by Demetriou et al. (2009) in their study of differences in teaching
approaches of male and female newly qualified teachers in secondary school science.
They found that female teachers were more likely to stay in the profession than the
men. Some men had become very disheartened about their ability to manage
behaviour and one teacher talked about his “slump” in confidence and how he “was
hit hard” by a behaviour issue (Demetriou et al. 2009 p. 459). In this study there were
instances of men who had left the teaching profession due to challenging
circumstances in relation to pupil discipline and because of expressions of negativity
from their colleagues about initiatives being continually introduced and having to
cover too many lessons. The study concluded that there were differences between
male and female teachers’ teaching styles; women were more emotionally equipped
by being patient and reflective and they were also able to tailor their teaching to
individuals, more than men, when dealing with disruptive and disengaged children.
Men were less patient and coped less well when faced with a lack of enthusiasm
from pupils. Demetriou et al. (2009) suggest that this negative internalisation of
emotion could affect a teacher’s motivation which could then impact on a decision to

continue in the profession.

Resilience can also be associated with emotion. Resilience, in the teaching
profession, involves the teacher’s ability to navigate challenges whereby their
individual characteristics and their personal and professional contexts evolve,
interact and change over time (Mansfield et al. 2016). It begins with their training

year and may involve dealing with motivation, stress and challenging teaching
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situations. The study by Mansfield et al. (2016) was not gender specific but they
found that one of the key factors that can influence resilience is relationships. They
considered how pre-service teachers in Australia had to establish relationships
outside school with their family and friends alongside relationships in the school
context with colleagues, course leaders and mentors. Although one should not
assume that those who choose to leave the teaching profession lack resilience, within
the context of my own study, it is worth considering the extent to which male
trainees may struggle to form relationships for resilience inside and outside the
primary school and whether this has an effect on retention and completion of the
course. ‘Jamie’, a student in Braun’s (2011) study, did not take up teaching after his
postgraduate study and sums up the complexity of developing a male teacher
identity: “The PGCE year is...the most difficult, most taxing thing... involves so
many different faculties you know: academically, organisationally, emotionally,

physically” (Braun 2011 p.275).

2.3. Identity as a learner

Lee and Schallert (2016) add another dimension to the identities discussion in
that they believe that student teachers have dual identities and have to move between
the two identities of teacher and learner. The environment of the primary school, and
the training centre, may disadvantage men, depending on how they learn. Men
interviewed by Mulholland and Hansen (2003 p.223) felt that they were conspicuous
as a minority in a predominantly female cohort on an undergraduate university
course but were willing to complete the course although they had misgivings about
“perceived female orientation”. By this “perceived female orientation”, male trainees
referred to the academic content of the course. They felt that the written and oral
communications necessary when planning and preparing for lessons, along with the

31



need to be well-organised, were more suited to females than males. They expressed
preferences for practical and hands-on activities to enhance their learning rather than
written work. They called this their way of learning and remembering. They also
openly admitted to only doing the minimum amount of work to pass and were quite
content with a straightforward pass or credit and were not aiming to achieve
distinctions. One of the participants in the study by Weaver-Hightower (2011),
‘Dean’ described his project-based coursework as “female” and said he could not
draw “little balloons and hearts around” but said that his skills coincided with the
“more masculine, traditional methods of learning” such as “sittin’ down and learnin’

material and then takin’ a test on it” (Weaver-Hightower 2011 p.105).

A number of studies found that whilst they were learning, male trainees
experienced difficulty in asking for help. A “denial of difficulty” was identified by
Thornton (1999 p. 45) for male trainees who have a tendency not to recognise, or
hide any difficulties they might have and suggests this may be because admitting
difficulties might appear to make them less of a “real” man. Moyles and Cavendish
(2001) identified that men often did not seek help and when they did it was often too
late. The later study by Szwed (2010) confirms these earlier findings as course
leaders interviewed felt that generally males were not as forthcoming about seeking
advice as females; this research mainly involved university students, undergraduate
and postgraduate on ITT courses, with a very small minority on the employment
based route, (the graduate teacher training programme), so the majority of the course
leaders were involved with the university routes. In their study of beginning teachers,
Demetriou et al. (2006) found that generally male teachers seemed to experience
more difficulty in asking for help; if a trainee was in denial about how well they were

doing, this may have an effect on how well they achieve and could lead to
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withdrawal if it continued. As Demetriou et al. (2006 p. 463) state, they may find

“themselves suffering the consequences”.

Age was a factor to consider in the success of trainees as those that were
younger were more likely to be successful than older ones although other reasons
were considered, such as degree classification (Smith and Gorard 2007). Skelton
(2009) concluded that males tended to be less qualified than their female
counterparts and therefore had more problems with the academic demands of the
teacher training course. Lack of experience in schools prior to entry was identified as
an issue contributing to the limited awareness of the challenges ahead for trainee
teachers (Mulholland and Hansen 2003). Szwed (2010) found that female trainees
had more realistic expectations of the course than male trainees and Chambers, Coles
and Roper (2002) identified that reasons why secondary trainees withdrew were
individualised and included being unable to cope with the classroom reality and
pressure of the work. High workload was also mentioned by both men and women

trainee teachers in Thornton and Bricheno’s (2008) study.

2.4. Multiple identities

Jones (2006) found that within the school context, multiple identities may be
constructed for male primary teachers, which may be conflicting. In her study, within
the Key Stage 1 environment where children are aged between five and seven years
of age, women teachers interviewed wanted male teachers who could be caring and
sensitive alongside being strongly heterosexual and macho. In the study, female
teachers described some male teachers as “wet” or “wimpy” implying they were not
“real men” (Jones 2006 p.72) and dismissed them in terms of their masculinity and
their effectiveness as teachers. The qualities they requested of being macho and

sensitive may seem contradictory but Jones considers the changes in the acceptable
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definitions of masculinity such as being strongly heterosexual and macho, whilst
including qualities such as sensitivity and caring, could mean it would be possible to
have a “millennium man” (Jones 2006 p.73): a macho man but one who could also
display characteristics that may be deemed feminine, those of sensitivity and
gentleness. Male trainees may struggle to negotiate this range of masculine
identities, one personal, as a man, and one professional, as a primary school teacher
and carer. If so, there may be a conflict which could lead to a lack of confidence in
their identity and sense of being a teacher. Caring is an aspect of the work of primary
teachers, who have a professional responsibility to operate in the best interests of
children in their charge. Smedley and Pepperell (2000) argue that emotional
dynamics and interpretation of care are gendered and may raise tensions for male
trainee teachers between stereotypical assumptions about masculinity and care. Vogt
(2002) suggested care should be defined as being committed to teaching and to
professional relationships with children so that caring is not linked explicitly to
femininity. Braun (2012) looked at secondary trainees in relation to vocational
habitus (Bourdieu 1977) and the importance of achieving a balance between the two
roles of care and discipline as teachers. She explored the varied processes which
shape the experiences of trainee teachers and found that a vocational habitus which
emphasises teaching as a professional, rather than personal role, caused problems for

some.

Trainee teachers are exposed to the “expectations of others e.g. teacher
educators, colleagues, headteachers, the government through national standards”
(Lamote and Engels 2010 p. 4.) These expectations may be diverse or they may be
hegemonic; in either case, Lamote and Engels conclude that student teachers’

professional identities are shaped by both their learning and teaching experiences and
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their professional identities are vulnerable when they are first introduced to teaching
practice. In the study by Smedley and Pepperell (2000 p. 268), a male student
constructs his identity differently in his professional work as a primary teacher to his
“beer-swilling, rugby player” personal identity. School placements can challenge the
trainee’s identity as there can be different cultures and subcultures within the
schools. Skelton (2009) suggests that closer attention should be given to research on

teachers’ identities as a whole rather than just focusing on various aspects.

2.5. Gender identities and masculinities

Gender role refers to the behaviour that each person has, whether masculine
or feminine, and as gender is “in a constant state of flux”, (Skelton 2012 p. 2) there
can be a combination of the two as there is a multiplicity of masculinities and
femininities and one person may have a mixture. Gender is not fixed, it is fluid and
can vary across different settings and time. Masculinity and femininity refers to the
social construction of differences in behaviour. Men may draw on particular
behaviours to emphasise their masculinities in different situations and in the same
way women may emphasis their femininities. Research on women in male-
dominated work environments (Williams 1989, Britton 2003, Cockburn 1988)
identified that women working in these contexts emphasised the positive elements of
being a woman. Levin (2001) found that women must perform gender in very
specific ways. Women may also draw on what might be characterised as ‘masculine’
traits, such as being assertive in the workplace and men may draw on aspects of
‘femininities’, for example being passive in difficult circumstances when, as men,
they could be expected to give strong opinions. Men teaching in primary schools
may feel that they need to demonstrate a more feminine side to their personality such
as nurturing or empathy. This is demonstrated by a male participant in Cushman’s
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(2005b p. 233) study who wanted to provide a “holistic approach” towards teaching
where he incorporated traits identified as both masculine and feminine so that he
could demonstrate interpersonal and intrapersonal skills such as compassion and
sensitivity. This fluidity of gender is increasingly evident in the world outside of
primary school teaching. For example, more men can be seen wearing make-up and
some women choose to have the types of tattoos that were traditionally seen on men.
Grayson Perry, the award winning artist, is often seen in public dressed as a woman
in brightly coloured dresses, high heels and make up. It could be said that there has
been a shift in both masculinity and femininity which will, in time, hopefully be

reflected within teaching.

Gender norms are learned from birth through socialising initially with parents
and close family and then gender experiences evolve through schooling, friends and
a wider society, including the media. The Church of England has recently issued new
advice to its schools. It states that children should be allowed to explore the
possibilities of who they might be, including gender identity, through choosing what
they wish to play with, a tiara or a superhero cloak. This should be without
expectation or comment from those around them (C of E 2017). This view is
supported by Brownhill et al (2016) who identify that there are some people who
have restricted views of what is appropriate behaviour for gendered individuals.
Gender is constructed through a range of interactions and as the theory of social
constructivism (Vygotsky 1978, Bruner 1990) sees the environment and the
socialisation process as important, this links with how gender experiences develop.
Vygotsky (1978) is the major theorist of social constructivism where a more
experienced partner provides an intellectual scaffold. Bruner (1990) was influenced

by Vygotsky and Bruner’s theory also emphasises that social interaction lies at the
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root of good learning as constructing knowledge of the world is not done in isolation.
Social constructivists believe that individuals seek understanding of the world in
which they live and work. The concepts first develop on a social plain and then, as
they are discussed and internalised, they become part of the individual’s schema.
They develop subjective meanings of their experiences which are negotiated both
socially and historically and formed through interaction with others that they come

into contact with throughout their lives.

This emphasis on how meaning is created through social interaction can be
both complex and contradictory as an individual acts and speaks with the people
around them. These social relationships shape one’s understanding of what it means
to be male and female. There are social and historical definitions of masculinity too
such as being the breadwinner (Connell 2005). The issue of power and the dominant
social position of men within society, known as hegemonic masculinity, has changed
from a conceptual model to a widely used framework for research and debate about
men and masculinities in a number of fields, including education (Connell 2005,
Connell and Messerschmidt 2005). Williams (1995) concluded that men are
believed to possess qualities that are associated with leadership and they perform
masculinities in very traditional ways. Hegemonic masculinities are associated with
gendered power and in relation to this issue, Burn and Pratt-Adams (2015 p. 37)
suggest that for some men, initial teacher training, at the start of their teaching career
may be one of the few times when they feel “institutionally powerless in a female
group”. However, another perspective is that within the primary school context, men
are able to exercise hegemonic masculinity by fast promotion to leadership and

managerial roles.
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Burn and Pratt-Adams (2015) also studied stereotyping and practices in
primary schools. They suggest that there are gender barriers within the primary
school and accept that gender is socially constructed and that it is constantly “under

production within a specific social context” (Burn and Pratt-Adams 2015 p. 5).

Acker (1990) questioned the assumption whether organisations were gender
neutral and her theory debates how gender has become embedded in social structures
and institutions. Schools are part of social processes and Haywood and Mac an
Ghaill (2013) discuss how schools are perceived as central in reproducing gendered
social relations of the wider society and so their importance is not just related to
within the education context. This confirms Connell’s (2005) view that moving
towards a society where there is more equity between men and women involves

intense changes in institutions as well as changes in everyday life.

Braun (2011) researched secondary postgraduate trainees and discovered how
deeply-rooted socially constructed, mainstream gender identities are in schools. The
trainees conformed to these in different ways, including mannerisms and physical
appearance. They performed and manipulated attributes to fit in with what was
perceived as masculine and feminine. These gender identities may be narrow and
quite restrictive as stereotyping is attributing specific qualities to each gender and
there will be men and women who “uphold the ‘norms’ whilst others will seek to
challenge them” (Burn and Pratt-Adams 2015 p. 40). This reaffirms Connell’s (2005
p.1812) comment in relation to men and boys varying or strategically using
“conventional definitions of masculinity”. For instance, if discouragements were
encountered, in order to overcome them, (Weaver-Hightower 2011), a man could use
strategies such as limiting any behaviour that could be seen as too feminine, such as
waving their hands around; they could assert their masculinities or negotiate
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gendered pressures by making changes to their teaching career, such as, moving out

of an Early Years class to teach older children.

Gendered identities are constructed and negotiated on a daily basis in
different social contexts and interactions. The term, ‘masculinities’, covers a number
of different attributes and the majority of these are based on traditional images of
men. One definition of masculinity is that of having the qualities or attributes such as
vigour, strength and virility; another is that of being in a position of power and
control. Skelton’s (2002) study suggested that conventional notions of masculinity
and femininity had a firm hold in relation to teaching roles and responsibilities. She
focused on the traditional stereotypical ideas held by many of the female students
studying on a one year PGCE course. Within a primary school setting, where there
are more females than males, this stereotyping may cause tension, or “role strain”
(Simpson 2005 p. 371) within the workplace. If these stereotypical views, reliant on
gender biases are upheld, it may be influencing perceptions of male trainees entering
the profession. For men, subtle gender expectations such as being good at “artistic
things” or having “teacherly flair” within the school environment may cause male
trainees to face difficulties because these expectations may conflict with their
personal aspirations as a teacher (Weaver-Hightower 2011 p.105). Hjalmarsson and
Lofdahl (2014) conducted a study in Sweden in relation to the gendered division of
labour in schools and ‘Ralf’, one of seven men interviewed in their study,
commented about how women teachers ask men for assistance with manual tasks
that are traditionally seen as male, such as hanging up pictures or carrying benches.
Hjalmarsson and L6fdahl (2014) comment that this could be because both men and
women act in gender-stereotypical ways when male teachers join a group of female

teachers. They conclude that “gender borders” (Hjalmarsson and Lofdahl 2014 p.

39



289) seem important as male teachers think they would be questioned if they did not
fulfil the expectations of others in relation to being a male teacher. This same
expectation is referred to by a participant of Foster and Newman’s study (2003 p. 26)
who decided to apply for a place on a postgraduate teaching course as he realised that

he “did not have to be there just to push the piano out, to play football.”

Cushman (2008 p.123) asked 250 primary school principals in New Zealand
what they were looking for in male role models. Of those asked, 63% were men and
37% were women: this reversal of the gender imbalance at the management stage
supports the findings of Williams (1992) and Simpson (2011) that for men in
teaching, their minority status can be beneficial to their careers. The majority of the
school principals favoured men who exhibit a hegemonic masculinity (defined in
Roulston and Mills 2000 p. 226 as “those which serve to naturalise the dominance of
men over women”) couched in heterosexual, rugby playing, “real men” attributes.
The advantage that men have once qualified, in relation to promotion and
management appointments, is also discussed in Mills et al. (2004) and Thornton and
Bricheno (2000, 2008). Linehan and Walsh (2001), when researching female
managers, in a range of different situations, found that female managers encounter
more barriers in their career progression than their male colleagues. In relation to the
teaching profession, the DfES (2007) report identifies that men are more likely to be
promoted to headship. Skelton (2003) identifies two factors as to why men are more
likely to be headteachers and senior managers in primary schools; the first is the
positioning of some men as natural leaders in what is termed a patriarchal society.
The second relates to individual male teachers who ensure they emphasise those
aspects of teaching and one should consider whether this ‘fast track’ promotion for

men could cause resentment or prejudice amongst female teachers. Burn and Pratt-
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Adams (2015 p.25) confirm that this management discourse, along with those of
“male sportsmanship, role models .....and discipline qualities continue to position the
‘scarce’ male teacher as a valued asset in primary schools” which, in their opinion,
is contributing to the reinforcing of gender barriers. A study by Thomas (2006)
related to secondary English trainees on two postgraduate university courses.
Although it involved secondary trainees, it is relevant to my study as in many
secondary schools English Departments are largely feminised. Thomas (2006 p.149)
found that men in his study “redefined their masculinity” as they learnt to become
teachers. He found that they had to renegotiate their position of being in the minority
because they found their gender was now a problem. The men said that they
experienced a loss of power when they entered the female-dominated environment
and had to reconsider their masculinities alongside the renegotiation of relationships
with both colleagues and pupils. Connell and Messerschmidt (2005 p. 852) discuss
how heterosexuality and masculinity have become linked in Western society and
how “Masculinities are configurations of practice that are constructed, unfold and

change through time”.

2.6. Stereotypes

In relation to men in primary schools, being good at sport, technology and
discipline are three qualities that are perceived to be desirable in male teachers (Burn
and Pratt-Adams 2015, Cushman 2005b, Szwed 2010). In the study by Burn and
Pratt-Adams (2015) men confirmed that the discourse in relation to sports is still
current today as there was the definite expectation that they would be better at
teaching sports than the female teachers. Eight out of eighteen male teachers openly

disagreed with the sportsman script of male teachers being needed to teach football
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and PE as they felt that sports should be inclusive and taught by women as well as

men.

ICT in primary schools has developed greatly over the past ten years and is
now a key resource in teaching. Moyles and Cavendish (2001) and Cushman
(2005b) identified this as an area of perceived strength for male trainee teachers and
Jones (2003b) wrote of the challenge for men teachers to be the ‘Superhero’:
“supreme at sport, tantalising in technology”. Markauskaite (2005) explored gender
differences in trainee teachers’ ICT literacy and found that female trainees were
significantly less intensive users of technologies than men. She concluded that
gender differences in the capabilities to learn about ICT autonomously (rather than
with human help) could be caused by inequalities in trainees’ background
characteristics and ICT experience. This study is now fifteen years old and may not
reflect the present use of technologies by females in school. However, in my
professional experience, from visiting and working in our partnership schools, the
majority of ICT co-ordinators are men, although within our own SCITT provision,

the lead subject adviser for ICT is female.

Behaviour management is a priority area given by the government for ITT
providers and the Teachers’ Standards (DfE 2012) have a strong focus on this. All of
Teachers’ Standard 7 is concerned with managing behaviour appropriately both
within and outside the classroom. Teachers, including trainee teachers, are expected
to have high expectations of behaviour, to manage classes effectively and to be able
to use a range of strategies in doing so. Studies by Cushman (2010), Haase (2010)
and Mistry and Sood (2013) seem to reaffirm traditional hegemonic masculinity with
the male teacher being constructed as representative of male power and authority
within wider society (Burn and Pratt-Adams 2015). Skelton (2007 p.682) identified
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that “men teachers are perceived as (desirably) bounded by stereotypical masculine
conventions which will allow them to motivate and inspire recalcitrant male pupils”.
Sargent (2000) and Haase (2010) found that men were often expected to be
disciplinarians. ‘Mark’, a participant in Haase’s (2010 p. 175) study is quoted as
saying “I think that women naturally accept the fact that you are a male and ....you’ll

do the interschool sports and ...will be there for behaviour issues”.

Roulston and Mills (2000) and Francis and Skelton (2001) identified that
male teachers used discipline to construct their masculinities in the classroom and in
a similar way to Cushman (2005a), they believe that the issue of gender construction
should be covered in teacher training to encourage trainees to examine their own
beliefs and assumptions. Pupils’ behaviour was one of the most prominent reasons
for men leaving the profession in 2005 (Thornton and Bricheno 2008) which would
seem to contradict the perception that behaviour management is an area where male
teachers excel. The research findings seem to confirm that a male primary trainee
may find himself in a difficult position if he does not conform to the fixed normative
notions of masculinity and the expectations of society. Haase (2010 p.173)
summarises the male teacher position in that a “man can be valorised because they
are in high demand, while simultaneously they can be subjected to intense

heteronormative surveillance”.

Braun (2011) wrote about gender-specific dispositions and refers to
Bourdieu’s (1977) concept of gender-specific and class-specific dispositions. This
knowledge of how to dress and act is acquired as part of a habitus before entry into
the labour market and illustrates the importance of the social and cultural contexts for
trainee teachers. Braun’s (2011) study involved both men and women and she
discusses how femininity, in both men and women, is most closely monitored and
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judged: for men, their actions and mannerisms could not be seen as too effeminate
and those interviewed described how they were “manipulated by the gendered
imperatives that circulate within schools” (Braun 2011 p. 286). Men responded to
these by wearing a suit so that they looked professional and some made a conscious
effort not to wave their hands around as this was construed by pupils as a mannerism
which a male homosexual teacher might have. She concludes that teacher education
cannot afford to ignore the complexities of gendered dynamics in schools. Connell
(2005 p. 1802) believes there needs to be profound institutional change in order to
move towards a more gendered-equal society and men, as significant “gatekeepers”

for gender equality, need to be willing to allow this move to take place.

2.7. Role models

Research identifies that there have been concerns expressed by the media and
government ministers in a number of countries, including the UK, that boys should
have male teachers in order for them to develop both academically and personally
(Drudy 2008). One of the findings from the report of the All-Party Parliamentary
Literacy Group Commission (The National Literacy Trust 2012) was that every boy
should have weekly reading support from a male role model in order to raise
achievement levels in reading. Two hundred and twenty-six schools and other
settings were surveyed for this report and some teachers (number not given) who
participated in this felt that reading was perceived as a female pastime and the lack of
men in primary schools to model positive reading behaviour and attitudes was
detrimental to boys’ achievement in reading. Whilst researching the need for male
teachers for younger children, those aged between five and seven years of age, Jones
(2006) identified that the overwhelming reason for recruiting more male teachers was
because of the need for good male role models. This reason was given by a number
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of public figures, including Members of Parliament, and linked to literacy skills:
raised reading levels can lead to an improvement in writing and in the boys’ abilities
to be able to express themselves. Another reason given was that good role models
might help to overcome some boys’ “laddish behaviour” and their general
“disaffection with school” (Jones 2006 p. 66). Jones interviewed female teachers
working with children aged between five and seven years of age and they also agreed
that there was a need for male role models. The qualities and characteristics that
were described by teachers constructed a man that was “strongly heterosexual, a
macho man who can display sensitivity and gentleness” (Jones 2006 p.79). They
identified that this type of role model would be beneficial for boys. Brownhill (2015)
discusses the ways in which male teachers can be good role models and help to
discourage misbehaviour and disaffection for boys in school as well as help to raise
academic motivation, behaviour and attainment. Sumsion (2000) found that some
men welcomed the opportunity to provide children with a father figure. Carrington
and Skelton (2003) question whether, when being a good role model, the male
teacher should model qualities of a good male person or teacher. This links to the
tensions between professional and personal identity. There is also the opinion that the
absence of men within teaching may have negative implications for the profession
itself; fewer men within the profession leads to it having a lower status (Simpson
2005, Skelton 2012). Carrington et al. (2008) argue that increasing the number of
male primary teachers would help to break down gender stereotypes and make
primary teaching a more inclusive profession. Foster and Newman (2005) discuss
how more male primary teachers would make schools more gender balanced and

more representative of society itself and this is also mentioned by Jones (2006).
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2.8. Communities of practice

Wenger’s (1998) social theory of learning proposes that learning is
fundamentally a social phenomenon, rather than being an individual process as a
result of teaching. The main focus of his theory is on “learning as social
participation” (Wenger 1998 p. 4), building on the theory of social constructivism
where meaning is created through social interaction. In a social learning system,
competence is historically and socially defined; knowing how to be a teacher has
been developed over time. Learning to teach is part of a social phenomenon, that is,
what it takes to act and be recognised as a competent member of the profession has
been established through social interactions. Trainees are active participants in the
practices of different social communities and Wenger identifies participating not
only as a kind of action but also as a form of belonging. Wenger’s (1998) theory is
that we all belong to communities of practice and as an integral part of our daily
lives, may belong to several at any given time. These will change over the course of
our lives and participation in social communities will shape an individual’s
experience as well as shaping the community itself. This is supported by Connell
(2005) who describes how men live with a range of social relationships with women
including for example their mother, sisters, wives and daughters. In a primary school
environment, the majority of male trainees’ work colleagues are female. Although
having social relationships is not the same as working relationships, depending upon
the social communities, including families, that the men have already been involved
in and how it has influenced them, this may affect how they interact in a female-

dominated workplace.

Communities of practice are to be found in all areas of society but a number

of relevant studies have focused on educational settings which attend to learning that
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occurs in shared work activities among a group of practitioners, (Takahashi 2011,
Sim 2006 and Hodkinson and Hodkinson 2004. Patton and Parker (2017) researched
the community of practice in professional development programmes in teacher
education and the foundation that the community of practice provided a good
foundation for collaboration amongst the participants. Paechter (2003) added a
different dimension as she investigated masculinities and femininities as
communities of practice, providing insight into the complex situation of how

masculine and feminine practices are involved in constant production of gender.

All trainees have to negotiate different expectations in a range of sites and
communities (Lamote and Engels 2010) but as primary teaching is a female-
dominated profession, the influence that this may have on men beginning their
teaching career should be considered by those involved in their training. They should
be aware how this aspect of personal histories may affect how men interact with their
female colleagues and construct their identities. The mutual engagement that
happens within a community involves one’s own competence and the competence of
others and therefore, for trainers and trainees, it is important to be able to give and
receive help. Male trainees are entering different communities of practice
throughout their training year: the training centre itself and at least two placement
schools. Engaging and participating in these will have implications for their own

identity formation as well as shaping the communities themselves.

2.9. The social space of the staffroom

Within a primary school, the staffroom is where the majority of adult social
interactions take place and so is important in light of Wenger’s (1998) social
participation theory because of the emphasis on participation. In the study by Mistry

and Sood (2015 p.123) which looked at why there were still so few men within early
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years in primary schools, one of the areas in which a male trainee looked for support
from his mentor was by “helping me to feel comfortable within a large female
staffroom”. One of the participants in Foster and Newman’s (2003 p. 25) study said
that when walking into the staffroom “it was just a sea of female faces”. One man in
Burn and Pratt-Adams (2015 p. 63) study is quoted as saying, “I find staff rooms
alienating....Quite often male teachers will spend lunchtime in the four walls of their
classroom.” A participant in a National Union of Teachers (NUT) report (2002 p.7)
on men teaching in primary and early years, commented on how the gender
imbalance in the staffroom seemed to influence who were the spokespersons as it
“tended to be full of older women who led the discussion”. ‘Brian’ in Thomas’s
(2006 p. 140) research about secondary teachers in an English department, felt
uncomfortable about the conversations he heard about “traditionally female topics
like babies and cellulite”; Thomas concluded that ‘Brian” would therefore take longer

than a female peer to settle into the social environment of being a teacher.

2.10. Peer supportin a feminised environment

The term ‘feminised’ has been used by Lewis (2000) to identify that primary
teaching is predominantly a female profession and Skelton (2002 p. 85) discusses
different understandings of feminisation. She uses the term “statistical feminisation”
for the predominance in numbers of women teachers in primary schools but number
counting does not reflect individual experiences and the extent to which women
enact a variety of roles that may be both masculine and feminine. “Cultural
feminisation” is where the teaching environment may be seen to be biased towards
females; she considers whether these two factors may lead to a pedagogy and school
culture that favours girls and, if so, how this culture may actively disadvantage men.
Skelton also refers to “backlash™, an anti-feminist accusation that the feminist
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movement itself is responsible for the inequalities in education (Skelton 2002 p. 87)

by not encouraging men into primary teaching.

Male trainees could also be members of a special type of community of
practice, distinguishing it from others in terms of gender. The male students in
Mulholland and Hansen’s (2003 p.217) study appreciated “working together with
other guys” because they were able to share their ideas and Mulholland and Hansen
concluded that this gave them security and a context to seek help. A participant in
Cross and Bagihole (2002) also appreciated having male peer support as did those in
Carrington and McPhee (2008). In Szwed’s (2010 p. 311) study a great many more
males (73%) than females (16%) referred to the value of peer support and there was a
comment about the “policy of the course to place men in groups with other men is
very important to me.” Foster and Newman’s study (2003) gave participants the
opportunity to work alongside male primary teachers before they actually enrolled on
a teacher training course. The participants varied from Year 12/13 pupils to older
male graduates considering a career change. The mentors of participants were given
training which included issues relating to gender. The resulting relationships were
described by one participant as “a feeling of being in a team together” (Foster and
Newman 2003 p.24). An additional comment made by another participant was, “As
there aren’t many men, it’s good to work with them...you feel a bit suspicious when

you see so few men in the profession” (Foster and Newman 2003 p. 23/24).

Research by Warwick et al. (2012) focused on whether a male-only support
group could benefit male trainees on a one year postgraduate course in the way that
Hobson et al. (2009 p.300) reported that “ facilitating mutual support through
beginning teacher peer networks can enrich and extend the learning process”. The
support group in Warwick et al. (2012) was similar to the ‘Men’s Club’ set up by
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Thornton (1999a). Thornton’s Men’s Club for male student teachers had four
meetings where the agenda was open, flexible and determined by participants; it was
an “informal, issues based forum”. This early study by Thornton identified that male
initial teacher training students from a university failed, in disproportionate numbers,
to complete their training courses satisfactorily. She did compare postgraduate and
undergraduate routes and found that the former resulted in a lower failure rate. She
raised some possible explanations including: male students feeling intimidated by a
predominantly female peer group and lack of a male support network due to small
numbers. Although the male support group in Warwick et al. (2012) had similarities
to Thornton’s Men’s Club (1999a), with the same number of meetings taking place
and the participants being male trainee teachers, there were also differences. The
group in Warwick et al. (2101) always met on campus and the meetings were
arranged by a male tutor with an identified focus. In comparison, Thornton’s Men’s
Club held two of their meetings off campus in a local social club; these meetings had
an open agenda and were led by a female tutor who was unknown to the trainees.
None of the meetings in either study were held in a school and the men in the study
by Warwick et al. (2012 p.58) said that they felt isolated during their school
experience and one, ‘Ben’, who had had a placement in a very small rural school
where he was the only male, said that he “felt like a freak show.” So, although the
male-only support group was not instigated within school placements, where this
feeling of isolation was most apparent, male trainees in this study did find the male-
only group was an effective strategy as it helped them to feel less vulnerable and for
that year there were no withdrawals from the group. No other details about their
experiences during their training year were included and so it cannot be confirmed

that the male-only group linked directly to this, as acknowledged in the research in
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terms of the male cohorts pre-course experience and maturity. Smedley (2006)
suggested that men-only discussions as organised by Thornton (1999a) could
encourage male trainees to reflect on themselves and Warwick et al. (2012) found
that focused meetings could address some of the concerns of men and help to support
their development within an environment where, in numerical terms, females were
overwhelmingly dominant. In Burn and Pratt-Adams’ (2015 p. 33/34) study there
was a voluntary male student support group who “’negotiated’ the complex,
emotional, contradictory, conscious and unconscious processes” involved during
their teacher training year. Their meetings were held in university rooms and
stereotyping and its effects were regularly discussed. The group grew and strong
relationships were established. It took on the “role of self-therapy” (Burn and Pratt-
Adams 2015 p.42) which could be said to link with Smedley’s (2006) suggestion in
relation to reflection, depending on how the group discussed their isolation and
differences. This group also supported each other when individuals mentioned that

they were considering withdrawing from the course.

These support groups specifically for males were set up due to the
predominantly female staffing situation that is in the majority of primary schools.
However, Skelton (2002) questioned whether primary schools can really be said to
be feminised because of educational policy making, which has an emphasis on
assessment and league tables, and the number of men in positions of authority as
headteachers and senior members of staff. Haywood and Mac an Ghaill (2001)
argue that due to changes in school structure and organisation, such as formal testing
and the role of curriculum co-ordinators in subjects such as ICT, schools have

become more masculinised. They emphasise how masculine and feminine
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discourses, such as men being disciplinarians and women being caring, seem to be

embedded into policies and practices of primary schools.

2.11. Child Protection

Another aspect arising from the literature about men in primary schools and
possibly acting as a barrier to retention involved concerns about allegations of child
abuse. Carrington (2002) made the point that public anxieties about men working in
the early primary sector needed to be taken into consideration because of the
potential barrier to recruitment. Although this study is more than ten years old,
concerns about child protection and men in primary schools are unchanged. Since
Carrington’s (2002) research was undertaken, after a number of high profile cases of
child abuse, including that of Nigel Leat (Morris 2012) who was jailed for abusing
children at a First School (age range four to eight years) in Weston-Super-Mare,
procedures were put in place to ensure safer recruitment of all adults working with
children. This includes checks made through the Disclosure and Barring Service

which incorporates an enhanced Criminal Records Bureau check.

In my professional setting, during child protection training, concerns have
been raised by men on the course about this issue and whether they should have any
physical contact with children. Occasionally this has also been raised by female
trainees but, in general, fears of sexual abuse of children are not normally focused on
females, although this has occurred, for example, in the case of Vanessa George in a
Plymouth nursery (Morris 2010). Following on from the demand for more male
primary teachers and the fear for some men of being accused of sexual abuse,
Cushman (2009) studied three men teachers in three different countries, England,
Sweden and New Zealand and how they responded to the dilemma of physical

contact with children. The concern about attitudes of parents in terms of what was
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acceptable practice was raised. Johnson and Weber (2011) concluded that issues of
the limited number of males in primary teaching can be driven by cultural forces of
sexism and homophobia. However, Thornton’s study (1999b), along with Hobson et
al. (2009), provides evidence that this may be an over-simplification because of other
possible explanations for the low number of males in primary teaching such as lack
of commitment and support. Foster and Newman (2005 p.350) identify a “cloud of
suspicion” which may hang over male teachers. Male trainees in Warwick et al.
(2012) raised concerns about being placed in certain situations such as girls getting
changed for PE and on the area of the acceptable level of physical contact. This was
also seen as a challenge to be overcome by male participants in Pollitt and Oldfield
(2017). Jones (2003a p.187) explores the identity of a “safe” teacher in relation to
physical contact with children: in one example a trainee had a male colleague who
was dismissed for placing both hands on the shoulders of a pupil in order to guide
him to a seat and the trainee felt that the requirements for being a ‘safe’ teacher
seemed to contradict requirements of being an effective teacher. ‘Terry’, in
Smedley’s (2007) study, made physical contact with the children as much as possible
as he felt that it was very important to do so without it being construed as
inappropriate. Foster and Newman (2003 p. 23) believe that “Encouraging men to
pursue a career in primary teaching is beset with difficulties” because there are
stereotypical labels such as ‘macho’ or ‘perverted’ which have to be overcome in
order to ensure that men are able to feel comfortable in their chosen career and able
to provide a realistic, and positive, view about men in primary teaching. Men have to
be able to be confident in their ability to discount any inferences about paedophilic
intentions from other members of society especially as they may attract suspicion

because by choosing to work with young children they are transgressing what is seen
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as legitimate male scripts and in doing so are crossing gender barriers (Burn and

Pratt-Adams 2015).

The findings in the study by Mistry and Sood (2014) contradict earlier
research by Cushman (2009), Carrington (2002) and Foster and Newman (2005) and
may signal a change in attitudes about men in primary schools: very few men and
women trainee teachers and teachers in this study saw men as a source of suspicion
and the men had not received any “derogatory comments” (Mistry and Sood 2014
p.10). This conclusion reflects my initial study as I did not find this was an area of
concern for men interviewed, including the trainee that had withdrawn. Like my own
study, Mistry and Sood (2014), was a small-scale investigation and these researchers
acknowledge they should have delved deeper into this issue. By doing this myself in

my main research, | discovered in fact that there was a problem.

2.12. Mentoring men

Mentoring men and mentoring in primary school-centred initial teacher
training seem to be two areas that are under-researched. Although there is a range of
literature on mentoring trainee teachers, my research could not locate any literature
that specifically relates to practice-based mentoring of men or mentoring in primary
school-centred teacher training. Mentoring is generally seen as part of the process
whereby trainee and beginning teachers are brought into the community of practice
of the school (Langdon et al. 2016). Effective mentoring involves relationships
which can be complex as both personal and contextual factors need to be considered
along with a range of tasks and tools (Walkington 2005).The perceptions of mentors
and how they contribute to the success of male trainees is a research question which
developed from my initial study. Kemmis et al. (2014) identified the importance of

mentoring to assist early career teachers in situating themselves within the school
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community. The study focused on newly qualified teachers rather than trainee
teachers and likewise Langdon et al. (2014) identified a strong success link between

newly qualified teachers, mentors and the school community.

Kemmis et al. (2014) identified that mentoring is understood and
conceptualised in more than one way and that people relate to one another differently
in the different forms of mentoring. They categorised mentoring practices in three
ways: as supervision, as support and as collaborative self-development. In teacher
training, the type of mentoring may change as the trainee progresses through the
course so there is less support, more collaborative self-development and more
supervision as the trainees become more experienced and take more responsibility
for their practice class in preparation for having their own. Their study focused on
mentoring in Australia, Finland and Sweden, not England, but their views have been
supported by the work of Hobson et al. (2009) which was conducted here. Black
(2016) confirms how important it is for mentors to recognise the different stages that
a trainee goes through and refers to them as “survival, consolidation, renewal and
maturity”. A study concerning secondary trainees on a postgraduate course by
Chambers, Coles and Roper (2002) found that the trainee/mentor relationship was
paramount. Much of their evidence suggested that the breakdown of the relationship
with the mentor was a major factor influencing decisions to withdraw. This is
confirmed by ‘Sam’, a participant in Hobson’s (2002) study, who stated that his lack
of confidence in his mentor caused him to withdraw. Hobson concluded that
problems for trainees in school were often connected with the mentor. Although this
is clearly a factor to consider for both male and female trainees, the high numbers of
women working in primary schools may affect how some men are able to establish

successful and effective working relationships.
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Langdon et al. (2014) studied primary and secondary mentors in New
Zealand and looked at whether there was any difference in mentors’ perceptions,
depending on whether they had volunteered for their role or not and whether they
were experienced mentors. Langdon et al. (2014) found that mentors who came to
the role voluntarily and those that engaged with relevant professional development
activities had more positive perceptions. The importance of mentor preparation was
identified to ensure that they had the skills and knowledge required, along with
opportunities to reflect on their own, and others’ teaching. Cushman (2009) argued
that the issues of sexuality and gender should be an integral part of all coursework
during teacher education. Previously, Cushman (2005a) emphasised the importance
of gender studies in teacher education to encourage trainees to challenge their own
beliefs and assumptions but there was no apparent evidence of mentors of beginning
teachers having gender awareness training from the 2005 study to this one. Langdon
et al. (2014) found that previous experience of mentoring did not seem to be a key
element. However, the data analysis of Roehrig et al. (2008) found that in the United
States, more effective beginning teachers had mentors who felt more comfortable in
the mentor role as they had had previous experience as mentors. Secondary female
mentors in Thomas’s (2006) study had specifically requested male trainees for their
English department as there were so few male teachers within it and in the teaching
of English in general. Male trainees that were placed in the English department found
that they had been allocated classes that were deemed to be challenging in terms of
boys’ behaviour, by their mentors. By doing this, the mentors seemed to be
reinforcing the concept that just because they were men, the trainees would be able to
“exert forceful power” and “adopt a masculine style in the classroom” (Thomas 2006

p. 143). The trainees themselves seemed to lack confidence in their female mentors
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sometimes referring to them as “girls” (Thomas 2006 p.147) and one of the men,
‘Matt,” did not feel that he had learnt so much from observing women teach as when

observing a male teacher.

Izadinia (2015a) studied mentoring relationships for secondary trainee
teachers in Australia and found that when mentoring relationships were positive,
trainees felt more confident. The issue of developing a teacher identity for men in
primary schools where there are large numbers of women can be supported by
mentors by helping to encourage a positive image of teaching and providing both
emotional and academic support. ‘Eden’, a male participant in this study, did not
have a good rapport with one of his mentors and lzadinia concludes that this lack of
rapport and connection would have had a negative influence on developing his

teacher identity and confidence, “I felt I did not exist as a teacher” (Izadinia 2015a
p.6).

A further study by lzadinia (2015b) researched perceptions of student
teachers and their mentors to see if they were the same. The student teachers felt that
emotional as well as academic support was important in order to build their
confidence whereas the mentors identified the feedback element as the most
significant part of their role. In the context of my study, it is worth considering the
extent to which male trainees receive emotional support from their mentors and

whether mentors feel that this should be part of their role.

The review of Hobson et al. (2009) focused on initial teacher training as well
as the first few years of teaching after gaining Qualified Teacher Status. They
identified that the benefits of mentoring may include emotional and psychological
support but their evidence of the direct impact of mentoring on teaching skill is

limited. The study by Locasale-Crouch et al. (2012) on the role of mentoring focused
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on beginning teachers in America and found that there was a link between self-
efficacy and retention. Pfitzner-Eden’s (2016) study, involving students at a German
university, found that changes in teachers’ self-judged efficacy during their school
practice led to negative associations and their intention to leave the course. This may
have been due to the trainee teachers initially being unaware of the reality of
teaching and classroom management and once they had a greater understanding of
the reality, and the challenges and difficulties ahead, this may have led to a decrease
in self-efficacy. Thérése and Ayse (2010) found that those males that had developed
a self-efficacy towards children seemed to be better prepared to face the challenges
of the course. Moulding et al. (2014) looked at the part that support from mentors
played in developing trainees’ self-efficacy which Izadinia (2015a) also studied. She
found that when the pre-service teachers had two positive mentoring relationships
they had a higher level of confidence. Due to the lack of confidence that some trainee
teachers may have at the start of their teacher training, they need extra
encouragement and support to become confident teachers. Izadinia (2015a)
concluded that the more confident they were, the more likely they were to stay in the
profession. Therefore, for those trainees who were not confident, developing
trainees’ confidence in their ability to be successful teachers could play an important

part in retention and completion of the course at a good or outstanding level.

Negative experiences in schools, including having a poor relationship with
either their mentor or another colleague within the school were mentioned as reasons
for withdrawal of trainees in Kyriacou et al. (2003), Hobson (2002) and Thornton
(1999a). Kyriacou et al. (2003) believe that decisions to withdraw are strongly
influenced by the individual schools in which trainees are placed. Moyles and

Cavendish (2001) found that the high drop-out rate of male trainees was linked to in-
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school teaching practices. Some male trainees commented that several female
members of staff tended to overprotect the men. This “mothering” characterised by
Moyles and Cavendish (2001 p. 16) seemed to be in relation to protecting men from
issues connected to paperwork requirements, specifically planning. This meant that

some problems tended to be hidden until later on in