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Abstract

The purpose of this study was to explore the imftgethat social class identity has on
the emerging professional identities of novice bems. The study argues that
schooling in the UK is classed in terms of its dnigt outcomes and processes, and as
a result, situates teaching as a form of ‘classkiv@iven the strong arguments for
situating teaching in this way, this thesis seekimtrease our understanding about the
way class actually works in relation to teachedgntities and the impact this has on
their work as teachers.

This study was qualitative and longitudinal in matuand used semi-structured
interviews as the main method of data collectiorgrdup of eleven novice teachers
were followed over a two year period as they betfurnt to become teachers on a
postgraduate initial teacher education programntethaen one year later after most
had started teaching in secondary schools.

The thesis begins by examining the complexitieshaf heightened, emotive and
fiercely debated issue of class and draws stroaglynderstandings that locate class
in contemporary Britain as being about culture asll vas social structures. It
recognises that whilst the emerging professionahtities of teachers are heavily
shaped by life experiences prior to becoming ahacnew and varied teaching
experiences have the capacity to impact on theteaghers see themselves and their
understandings of their work in schools.

Using data rich stories of six of the novice teashie exemplify the wider sample,
this thesis illustrates the ways in which classBzhiity shapes novice teachers’ early
understandings of schooling and becoming a teatth@éemonstrates that class really
does matter for novice teachers but that it plays in complex and sometimes
contradictory ways.

In particular, the thesis draws on the notion afigloclass boundaries and the way in
which teaching often involves the crossing of thd3ee crossing of class boundaries
is identified as being a central feature of theio®weacher experience. It is argued
that class boundary crossing creates tensions deic@ teachers not least because
their own class identities are called into questma troubled by this process. One
feature of this process is that many novice teachemognise teaching as ‘class work’
and additionally understand that the cultural @yitiey bring to this context may not
be equally valued in all educational settings. Tdaa result in a class identity acting
in restrictive and constraining ways. Whilst sonowioe teachers are bound by their
class identities, others are able to play stragdigiavith their class minimising the
disadvantages of a perceived lack of appropriali®rel capital. This study suggests
that the ability to know how and when to strategiseitself classed, a coping
mechanism employed by middle rather than workiagshovice teachers.

The study concludes by examining the implicatiofistheese findings for novice
teachers and their preparation for work in schdblargues that the classed identities
of teachers need to be explicitly examined in gsujpve and reflexive manner within
initial teacher education.
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Chapter One

Introduction

This thesis is concerned with novice teachers hadnfluence of social class identity
on their emerging professional identities. Thigadtuctory chapter has three main
purposes. The first is to outline in more detad fbcus of this study and its research
aims. The second purpose is to set the contexbtiada rationale for this study and

the third is to offer an overview of the remainstgucture of this thesis.

Formalised education, often referred to as ‘scingdlihas been compulsory in
England for over a hundred years. Yet to datetively little is known about those
individuals responsible for facilitating this ingtltlassroom. In summary, this thesis is
concerned with exploring the role that a sociaksl&entity has on the emerging
professional identities of novice teachers. Witthirs study | start from the premise
that teachers do not arrive at the beginning af tieaching careers as neutral beings.
Instead, each new teacher can be seen as bringibgar a range of values and

perspectives that influence their work as teachers.

These values and perspectives that may influereevirk of teachers are numerous.
However, values and perspectives rarely exist iaddpently and as such, are likely to
be shaped by an individual's identity. This studyan exploration of one aspect of
identity on the work of teachers, that associatéd social class.

The term ‘novice teachers’ is used throughout tiesis and was chosen to reflect the
individuals’ new status in teaching. The novicecteas featured in this study were all
at the start of their one-year, full-time second@ogtgraduate Certificate of Education
(PGCE) programme when this research began. Theosithe study was to follow
them through their initial teacher education araning (ITET) year and then one
year later when they would be nearing the completibtheir newly qualified teacher
(NQT) year in secondary schools.

As argued, there are many possible factors thatimpgct on becoming and being a

teacher. In this study | sought to look at theueficeof social class and the classed
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identities of novice teachers primarily becausecatian and social class in affluent
societies are inextricably linked in a range of ptem and dynamic ways (Smith and
Noble, 1995; Davies, 2000; Tomlinson, 2001; Gillb@nd Mizra, 2000; Ball et al.,
1996; Reay, 2006; Raffo et al., 2007; 2010; Cass®h Kingdon, 2007). However,
how novice teachers fit into this complex and dyitaweb of relationships is largely

missing from these literatures and as such, isnitm#®rised.

Moreover, novice teachers offer a fascinating wimdloto understanding teachers and
the influences on their work. This is because they at the earliest point in their

careers allowing us valuable insights into the waysvhich existing values and

beliefs act as important shaping influences onrtiverk as teachers. In addition, as
far as novice teachers are concerned, their eaolyvations and thoughts that have
driven them to become teachers are still relatif'gdgh in their minds and are, as yet,
un-influenced by the day-to-day pressures of baitgacher. Previous work also tells
us that the class experiences (and values) of ede&chers are not only diverse but
are likely to pre-dispose them to having affinittessome teaching contexts whilst
distancing them from others (Hall et al., 2005; Aslal., 2006; Raffo and Hall, 2006).

However, what is happening in this respect is stltively unexplored.

Study rationale: The relationship between educatiorand social class

In England, education, and in particular schoolisgpot a neutral space but instead
may be seen as ‘classed’ (Maguire et al.,, 2006 Whys in which education and
schooling can be seen to be classed are multithcéter instance, education is
directly linked to discourses of social transforimatand social mobility whereby
through education, people are seen to be able poowe their life styles and life
chances (Van Galen, 2007).

In addition, the communities served by schools @ften thought of as ‘classed’
(Reay, 2007). Schools in England are also hiereadllyi ordered through official
school league tables in ways that are ‘classedh whose schools categorised as
‘challenging’ and/or ‘failing’ usually attended byorking class children. Historically,
the development of state-controlled and state-fdnetthooling in England has also
been directly linked to social class. In particulatban schools were arguably: ‘...set
up to “gentle” the masses but not to “gentrify” itigMaguire and Dillon, 1997: 88,

13



cited in Maguire, 2001: 315), with such schooldl stiost often regarded as the
domain of ‘..black and white working class ‘difficult and distiye’ children...’
(ibid).

However, by far the most damaging result of thessga nature of education is that
children from working class backgrounds consisteatid systematically do less well

in terms of academic outcomes than their middlsesctaounterparts (Hills et al., 2010;

DfES, 2006; Ball et al., 2001). In addition, stutdefrom working class backgrounds

still face a variety of barriers to and are stilderrepresented in higher education
(Connor et al., 2001; Archer and Hutchings, 200Mdh and O'Riordan, 1998; Marsh

and Blackburn, 1992).

Despite well-versed claims that education has andformative’ effect on young
working class people’s lives, the true nature axtdkrd of social mobility through
education are still relatively unknown (Fine andigy 2003). In addition, where such
social transformations do indeed occur, it has lagned that this can create anxiety
and a sense of dislocation from one’s identitytfmse ‘lucky’ enough to have been

transformed (Kaufman, 2003; Lucey et al., 2003).

Furthermore, it is not just the case that workitass children appear to do less well
than their middle class counterparts, but thatetthecation system itself may be seen
as actively excluding them and systematically athging middle class children
through its policy and practices (Ball, 2003a; 208all et al., 1996; Reay 2001;
2006; 1998c; Gewirtz, 2001; Crozier et al., 2008¢hooling in affluent capitalist
societies such as England has also long been atguedactive in (re)producing class
inequalities in wider society (Bowles and GintiS,/6; Bourdieu and Passeron, 1990,
Willis, 1977).

Thus education and schooling, in terms of its Inystdis outcomes and its processes,
may be seen as inequitable on the grounds of dlass.to its compulsory nature in
England, all members of society experience a significaeriqul of time within the

education system, but how this is experienced bgdhai class and working class

! In England, at the time of writing, young peoplasiremain in school up to age of 16. In 2009, the
Labour government announced it was raising theadkaving age to 18 by 2015 (DCSF,
2009).Whether these plans will go ahead is now ankngiven change of government from 2010.
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young people is likely to (though not exclusivetiijffer significantly on account of
those factors described above. The classed natwehooling therefore impacts on
everybody who has been educated in this countrgthven they recognise this or not.

Central to education and schooling are teachersallAeachers who were educated
themselves in England have already experiencedssall education, novice teachers
have already been exposed to class at work, thoagty certainly will not be aware
of or articulate it in this way. Furthermore, wladitnovice teachers share in common
is that they have each been relatively ‘successgiuhe education system. This stems
from having gained at the very least, an undergadulegree, a compulsory
prerequisite to become a teacher in England. Tberefthe act of entering into
teaching itself cannot be interpreted as a classraleact especially since novice
teachers have prior class and educational exp@seni this way, class is likely to
have played an important role in shaping their gi@lout education and teaching as
well as understanding the children they anticigat®ing into contact with.

However, the classed nature of education (and 9dgeall too often hidden (Bowles
and Gintis, 1976; Sennett and Cobb, 1993). As altremany novice teachers (and
teachers generally) have little or no understandindpe ways in which the education
system they have entered is inequitable on thengi®wof class (Gazeley and Dunne,
2007).

This thesis therefore argues that exploring theseld identities of teachers, and in
particular, novice teachers, is critical in furthenderstanding how ongoing
educational processes may simultaneously causeufhr both production and
reproduction) and are caused by class inequities Study therefore supports Van
Galen’s (2004: 133) argument that teaching shoeldsden as ‘class work’. Within
this, Van Galen adds that teachers often operatmediators of class’ for many of
the children they teach (ibid). By this, Van Galaeans that for many working class
children, their middle class (or even working cjasmacher is often the only link
between their own class norms and values and thandmt (largely middle class)

norms and values of society.

The rationale for this study then is linked to @ride suggesting that more equal
societies produce better outcomes for their cisz@Wilkinson and Pickett, 2009).
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Thus, in an education system that is inequitabtgenmore so than in relation to
social class, we can only hope to make it moretella by further understanding all
aspects of the way in which inequities are produaed reproduced. This includes
further understanding teachers and their classedtittes. Identity has been a
powerful concept in understanding the differengittinment of groups of students in
schooling (Francis, 1998; Archer and Francis, 2@8)7; Reay and Wiliam, 1999)

and yet, relatively speaking, teacher identitynsler-theorised for understanding how
those processes may work. Only by gaining greatgghts can we begin to explore
the ways in which teachers’ classed identities rhayboth part of the inequity

problem in schooling as well as part of the solutio

Further investigating novice teachers and thessed identities can therefore make a
contribution to knowledge in both theoretical anchgtical ways. Theoretically,
exploring this relationship offers the potentialftwther understand the dynamic and
persistent relationship between education and lsatags. Practically, in a system
characterised by inequity, there are strong argisniem suggesting change must be
systemic and only by understanding can we begich@lenge long standing and

firmly embedded inequities.

Omissions and clarity

In choosing to focus on class identities, the agmnot to underplay the role or
importance that other social identities or inegiediplay in (re)producing educational
inequities. Gender, ethnicity, sexuality, disapitind religion to name a few are also
areas that may benefit from further analysis iatieh to teachers and novice teachers.
However, this is a small scale study where theddwas remained tight. It is important
to note that social class in England both cutssscemd is cut across by the range of
other social identities mentioned above (Bennedl.eR009; Reay, 2008a). Thus class
identity (as will be explored in Chapter Two) istrem isolated or static entity but

rather is intricately linked to other aspects afigbidentity.

Scope and focus of study
This is a small scale study which aimed to expbmd understand how class identity

may influence a small group of novice teachershay embarked upon a career in
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teaching. In order to address this aim, the wawlch class featured in the novice
teachers’ lives needed to be understood. Therafaras necessary to consider how
the novice teachers described themselves in ctassst In particular, it was hoped
this would help to examine whether class was somgtthat had resonance to the
novice teachers and whether class helped themderstand who they were, where

they had come from and how they viewed the soctldhin which they live.

To help explore these aims, it was also necessacpmsider how notions of social
class informed novice teachers’ thinking about hésg, schools and the children and
communities they served. It was hoped that this lavdwelp demonstrate whether
social class and a classed identity was a usathkfeexplicitly or implicitly) concept

in helping novice teachers to understand educatimhteaching in general as well as

the schools, pupils and communities they wantedididvant to teach in.

Structure of thesis

This thesis is organised in three sections. Thst feection contains all of the
background and contextual information to locats gtudy. There are three chapters
within this section. This chapter is the first imcHBon One and has attempted to
introduce the study. Its purpose was to outline riii®onale and context as well as
provide its scope and aims as well as omissions sandtture. Chapter Two is a
focused literature review that has two purposestlij it aims to outline the literature
that has influenced and shaped this study and tohwthis thesis hopes to contribute.
Secondly, the purpose is to introduce some of thecepts that have been used to
make sense of the data collected and presentddsinhiesis, many of which will be
returned to in Section Three. Literature is incllidieat relates to social class, social
class identity, teacher identity and the relatigmdyetween teachers and social class
as these form the basis for this study. Chapteed e the final chapter in Section One
and includes an outline of the research designihmgoat methods and methodologies
used within this thesis. The purpose of this isffer a full description of what and
how data was collected and an appropriate raticesak® why particular methods and

methodology were selected in order to meet the aintisis study.

Section Two presents the data being used in teEdland begins with an introduction
that explains that six of the eleven novice teaghstories are presented in detail.

17



These six exemplify the data as a whole and thBosemtroduction explains their

choice. The section then contains two chapters evtigse six novice teachers’ stories
are presented on a case-by-case basis. Chaptemieludes the presentation of three
of the ‘middle class’ novice teachers whereas Gdrapive contains case studies of
three of the ‘working class’ novice teachers. Th&ses presented rely heavily on

verbatim accounts in order to allow the novice beas’ own words to be represented.

Section Three of this thesis aims to discuss thia dad what findings emerged as
well as conclusions and implications. Chapters &ixl Seven aim to discuss and
interpret the findings that emerge out of the det@ whole and are exemplified in the
six case studies featured in Chapters Four and Eliepter Six presents the themes
that emerged from the data in terms of the rol¢ soaial class and a class identity
have on the process of learning to teach and bexpeieacher. Chapter Seven sets
out to offer some potential explanations that mely o further understand the way in
which a class identity is influential on an emegpiprofessional teacher identity.
Chapter Eight, the final chapter, summarises thesishand pulls together some
concluding remarks. It also draws out the implmasi that this study has in relation to
both wider understandings of class and specifigallselation to teachers and novice

teachers as well as for ITET in England.
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Chapter Two

Teacher Identity, Social Class and Classed Identés

The aim of this chapter is to offer a tightly foedsaccount of the literature that
underpins this study. In particular, this chaptetpleres three separate but
interconnected areas within the literature. Thet fis the concept of a professional
teacher identity; the second is the concept ofasadass and notions of a classed
identity and finally, the area of teachers and aoclass. Each of these areas are, on
their own, vast in relation to the breadth and kegt arguments. Thus this review
cannot and does not claim to be systematic inaterage. It does however include
literature that both informed the direction of tkisidy and that emerged as a way of

making sense of the data.

Teacher ldentity

The concept of teacher identity in this study igcal. Ultimately, this research is
concerned with the way in which teacher identities formed in the early days of
teachers’ careers and go on to impact on their \@srteachers. Thus, this exploration
of existing studies of teacher identity is vitaltelp further understand the ways it has

been previously conceptualised.

The concept of identity across the social scieheasbeen used in a variety of ways to
explore how and why people do, feel, act and sagt Wiey do. Based on this, any one
attempt at definition is likely to result in the psition of sometimes artificial and

arbitrary categorisation. The purpose here isrbk the idea of a professional teacher

identity into notions of a more fundamental idgntihat of the ‘self’.

In order to begin to understand the importancesather identities, it is crucial to set
the context of teaching in England. The Educati@ioRn Act of 1988 signalled a
large-scale restructuring of education policy teav significant changes impact on
the day-to-day work of teachers (Maguire and BHI94; Gewirtz, 1997; Van den
Berg, 2002). In particular, some argue that teacthawve undergone a form of de-
professionalisation (Bottery and Wright, 2000) whiheir work has intensified (Van
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den Berg, 2002). Arguments also follow that teash®mve had to contend with a
prescriptive curriculum (Whitty, 1989; Ball and Bew1992), competitive school
structures with de-contextualised league tableat{@&l et al., 1997; Higgs et al., 1997,
Gewirtz, 1998) and a culture of scrutiny and sulaece (Troman, 1997; Perryman,
2006).

The context described above has led some to ahgiieéetachers now find themselves
as sandwiched between two distinct and often cdti@y cultures. On the one-
hand, there is a culture of ‘ecologies of pract{&tonach et al., 2002) or ‘democratic
professionalism’ (Sachs, 2001) where teachingnkelil to the skill and/or craft of
teaching and the development of oneself as a poaetr. On the other hand there is a
culture borne out of the changes above wherebydpaance’ (Ball, 2003b; Stronach
et al., 2002) or ‘managerialist professionalismagBs, 2001) is under strict external

scrutiny, linked into market discourses of effeetiess and accountability.

In discussing teacher identity, it is useful tortstay referring to the work of Olsen
(2008) who summarised existing studies that hakentaeacher identity as their

focus. Olsen argues that:

...a teacher’s professional identity is (a) dynamargl not fixed; (b) a relation
between some kind of core identity and multipleveg] (c) both a process and
a product; (d) an ongoing and situated dialectiomgnperson, others, history,
and professional contexts; (e) a political projastmuch as an ontological
frame; (f) socially situated and therefore not itiadally psychological; (g)
clearly differentiated from a teacher’s “role;” a(ig not clearly differentiated
from a teacher’s “self.”

(Olsen, 2008: 19)

From the searches of the literature carried outHsrstudy, Olsen’s summary appears
to have a great deal of value. However, for theopse of this thesis, selected aspects
described above need further unpicking and clatifiem with some being more

central than others.

Most work that exists on teacher identity has bessd as a means to understand the
work and lives of teachers as they are engagetie@rday to day evolution of their
teaching career (Kelchtermans & Vanderberghe, 1984¥ concentrates on teaching

activity as well as the wider context of teaching.( social and policy contexts) and is
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often referred to as a professional identity. Idgritas also been used to make sense
of trainee and new teachers and how a ‘pre-teathdegtity impacts upon becoming

a teacher and the early decisions new teachers fitdeet al., 2005; Ash et al.,
2006; Raffo and Hall, 2006). Studies of this lakerd however are relatively scarce
in the English context but more substantial literatof this kind exist in the US and
Australi€ (see Ladson-Billings, 2001; Bartolome, 2002; Alland Santoro, 2006;
Whitfield et al., 2007). These studies will be reed to and discussed in more detail
later in this chapter. The two different approactesinderstanding teacher identity
identified above and the way they dynamically iat¢lis a key focus of this thesis and

will now be explored in more detail.

Understanding teacher identities inevitably draws existing identity theory. The
work of Mead (1934) is widely acknowledged as depilg identity theory when it
was suggested that notions of ‘the self were dlycieonstructed, multiple and
developed through continual interactions and eepees rather than being entirely
stable. This understanding of multiple selves iatren to teacher identity has caused
some debate. Ball and Goodson (1985) highlightptitential usefulness of the work
of Ball (1972). Writing in relation to crime andwdance, Ball argued there are two
fundamental aspects of identity these being théstuntive’ (the more stable and
core) and the ‘situated’ (the changeable and neatti different contexts) ‘self’. Nias
(1989) argues that a core essence of the typetegpby Ball existed amongst a
sample of primary teachers she studied. Nias alggested that for many, being a
teacher actually became a part of their core itdenwhich she attributes to the
emotional nature of teaching (Nias, 1996) and tlifficdlty teachers have in

separating themselves from the ‘craft’ of teach(iN@s, 1989: 203).

By contrast, Stronach et al. (2002) suggest tigge@ally in the changing context in
which teachers work, this notion of a largely ugifi teacher identity is vastly
overstated. To demonstrate this, Stronach et dl.aéso MacLure (1993) discuss the
‘discursive’ nature of constructing teacher ideesit These are claimed not only to be
plural but also often conflicting. Moreover, bothrdghach et al. and MacLure

seemingly reject notions such as Ball's ‘situatesf’ sas being insufficient in

? This is important as this study has necessaritythalraw much of the theorising around English
teachers from international perspectives giventtigte is not a substantial body of existing and/or
appropriate work focusing specifically on the comie question.
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incorporating their own views because they argee'shuated self’ is considered too

secondary to the idea of a ‘core self in modelshsas Ball’s.

This study is concerned with the interface betwé#®n personal and professional
identities of teachers. The idea of an underpinicmig identity based around personal
beliefs and images of self in relation to the en®tature of teaching (Van den Berg,
2002; Hargreaves, 1998; Nias, 1996), is what underfhis study. As this work is
concerned with the classed identities of novicechees and its impact on their
emerging professional identities, the link betwédlee personal and professional are
viewed as being intimately intertwined. This is &#age the notion of a substantial self
is implicated in the very use of the concept oksléas will be discussed later in this
chapter). But seeking to explore the impact thiy im@ve as one becomes a teacher,
inevitably involves an exploration of the relatibis between existing ideas of self,

alongside developing understandings.

Having directly linked this study to the interfabetween the professional and the
personal identities of teachers, understandinghibgraphies and life histories of
teachers becomes a valuable way to understand pleegonal and professional
motivations and choices (Kelchtermans, 1993; Kelchains & Vanderberghe, 1994).
This is particularly pertinent at the start of aadeing career since the direct
relationship between existing identities and becgma teacher are at their most

dynamic.

The terms ‘identity’ and ‘self’ are often used irtleangeably in literature on teachers.
Though this may be little more than a linguistioice for some, for others, the use of
‘the self’ represents something much deeper. Asclitermans & Vanderberghe
(1994: 48) suggest, ‘the self is not something tbimthe heads of people’ but rather,
needs to be understood as something that shapgemaptions and actions, as well
as being shaped by them. In addition, the ‘seffbaleeds to be understood as shaped

by a complex interplay between social structures@arsonal agency.

In agency terms, Kelchtermans & Vanderberghe (19944) usefully discuss the role
of ‘critical incidents’, ‘critical persons’ and ‘tical phases’ as a means by which to
examine influences and changes to a developinggsfnal teacher identity. These

refer to any people, events or periods of time ¢ghtdacher may experience or come
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into contact with that challenge, confirm or charlge professional identity of that
particular teacher. What Kelchtermans & Vanderberghe arguing is important to
understanding the emerging professional identieteachers. This is because their
argument views teacher identities as complex artdstadic but that they may be

rooted in some kind of existing identity that i®mct to change or confirmation.

Cooper and Olson (1996) suggest that training tachave not yet constructed a
substantive self with regard to the professioneathing. They argue the construction
of the professional self is an ongoing ‘process7®) and that it is through day-to-day
experiences and interactions that meaning is mduey also suggest a major issue for
new teachers and their emerging professional itkesitis balancing their own
personal understandings of children and educatidantified through their own
experiences of education, their memories of beinthild and/or their experiences
with their own children) with a professional viewahildren and education. They also
argue that new teachers’ actions are not fullyugriiced by either the past or present

but rather a complex interplay between the two.

Thus, understanding the ways in which the persaspécts of identity interact with
the professional are essential in this study. A$ piawhat is called ‘the personal’, a
classed identity is one aspect of what this mayepass. For the moment, taking a
broader understanding of what class may involvey #fen Berg (2002: 591) suggests
that new teachers are strongly influenced by aetyaf factors including ‘cultural-
ideological considerations’, of which, understamgdinof their ‘self’ and others in
relation to social class is one aspect. As outlimedhe introductory chapter, new
teachers do not approach teaching from a neuteatired point. Therefore their
perceptions on arrival into teaching are likelyo®influential (to varying extents) on

their early professional development. Olsen (2@&19:argues that:

The prior experiences of pre-service teachers mediudeeply embedded
conceptions about content, teaching, and learmagproved resilient against
programmatic intervention.

In addition, Beijaard et al. (1999) also note ttie# experiences that teachers have
during their first professional years strongly ughce the course of their future
careers. Interestingly, this implies that the peatdknowledge new teachers arrive

with and the professional knowledge they acquir¢him early stages of becoming a
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teacher, fuse to create what we call an emergiofegsional identity. However, as
Van den Berg (2002: 589) suggests, these oftentiaaes a varied range of
‘subjective educational theories’. This study isrtfore particularly interested in the
role of social class and a classed identity withiese ‘subjective educational

theories’.

The idea that there is a substantive/core selfishaglatively stable and more difficult

to change is an important point within this stud@llgis assumes that individuals have a
set of key values, beliefs and perceptions whiehret subject to change every time
we meet new people, hear different viewpoints quegience a new situation. But,

despite being more resistant to change, this igaeay the self does not develop or
change. This is because the self is likely to Ispaasive (in varying degrees from

person to person) and subject to change over tiossilply through the types of

critical ‘incidents’, ‘people’ and ‘phases’ as refd to by Kelchtermans and

Vanderberghe (1994).

In addition to this relationship between a core andore situated self, Olsen (2008)
argues the interplay between structure and agenalso important in understanding
teacher identity. He notes: ‘any self is situateside macro and micro contexts and
histories’ and that the developmental processedarated in, and mediated by, the
many layers of social context in which humans pguéte’ (Olsen, 2008: 13). Olsen
argues against locating identity in large macroucttres alone due to their
deterministic and essentialising tendencies. las@isen argues that the self should
be seen as shaped by both ‘macrosocial stratg’ geader, race and class as well as

what he calls the ‘microstructures’ which he ddsesias:

...those specific and immediate contexts, practie@sl social relationships
any person engages in (of course, themselves nd&ee by history and
macrostructures, but also possessed of their oterspecific contours), and
the mediated patterns of power, discourse, andcygery carry.

(Olsen, 2008: 15)
The interplay between structure and agency is #éhegy aspect of identity and teacher
identity and as such, an important part of thisdgtuThe complex relationship

between structure and agency will be returned ter lan this chapter when class

identity is discussed.
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It is important to once again state that this redetakes as its focus the way in which
a classed identity, as a possible aspect of amithdil's core identity impacts on their

emerging professional teacher identity. Howevels important to say that class, seen
broadly as a social identity, is only one possgilaping influence on any notion of a
core identity or substantial self. Other socialniitees such as gender, ethnicity,

religion and age (to name the more obvious oneg)ats® impact on this.

In addition, a professional identity (as part ofcaxcupational identity) is just one type
of identity that a researcher may seek to explohere are many other aspects of an
individual’'s identity that one may also wish to @stigate such as a political identity
or a domestic identity (Banks et al., 1992). Thaeref the focus upon teacher
professional identity and a classed identity imtieh to this does not imply that either
or both are more central to ideas about identitgnttany other aspect of an
individual's identity. Rather, it is simply the fos of this study. This chapter now
turns to the focus of social class and classedtiitk=snbefore moving on to explore

class in relation to teacher identities later iis tthapter.

Social class

What does social class mean?

The main aim of this thesis is to explore the ieficge that a social class identity has
on an emerging professional teacher identity. Abthe scene was set for what a
professional teacher identity means in the contdxthis study. This section now

moves on to consider the concept of social class.

In the introductory chapter, it was argued thatoadion is a non-neutral space, none
more so than in relation to social class (Magu@)6). It was argued that education
and schooling, in terms of its history (Maguire dditlon, 1997), its outcomes (DfES,

2006; Ball et al., 2001) and its processes (B&D3a; 2006; Reay, 2001; 2006) are
inequitable on the grounds of class. Furthermdreyass also argued that schooling
was fundamental to producing and reproducing dl@sgualities in societies such as
ours (Bowles and Gintis, 1976; Bourdieu and Pass&r@90, Willis, 1977). However,
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what it did not focus on was what social class abttuneans and the role it plays

more generally in contemporary Britain.

The idea of class in Britain has a somewhat chegueast. More than merely an
academic concept, social class is a widely (alaitably) understood concept that
has been embedded in British public life and prdithroughout the twentieth century.
However, from the late 1970s and the start of #B80%, class seemingly fell from
grace (Rees, 1985).

In academia, ‘class’ as an explanation for liferdes alongside social and political
behaviour, appeared to have gone out of fashioar(&v1999), giving way ‘...to new
concerns with identity, ones considered more appatgp to the postmodern
condition’ (Kirk, 2002: 343). In British public angblitical life, a New Right-inspired

government led by Margaret Thatcher, with its nberhl discourses of the market
and individualism triumphed (Kirk, 2002).

However, the latter half of the 1990s and the e2tfyCentury has seen something of
a ‘mini-revival’ of class in academia (Skeggs, 199@04; Savage, 2000; Devine et
al., 2005). Similarly, the word ‘class’ has reappeéain policy discourse (Cabinet
Office, 2009; Geo, 2009; Hills et al., 2010) afteseemed to have been abandoned by
almost all politicians (Cannadine, 1998) includigw Labour (SEU, 1997).

What social class actually means in British soctetyugh is both complex and open
to a variety of interpretations (Edgell, 1993).témms of academic understandings of
class, there exists a breadth and depth of detad@ddemic theories,
conceptualisations and arguments. In attemptingummarise these Ball (2003a)
suggests existing works on class can be seentiag fibhto one of four types. These
are:

* Class theory

* Class analysis

» Class practices

* The demise of class.
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Class theory then refers to work that attemptsefind what class means based on
ideas, or theories, that are speculative and hypiotl rather than applied or based on
empirical research (Ball, 2003a). The influentialitiugs of Karl Marx and Max
Weber who set out to theorise class on the basiserjualities in westernised

societies are central within this grouping.

Class analysis can be understood as deciding ‘w$ionmhere and why and generally
involves empirical work of some kind. The work obl@thorpe (1987 plus Erikson
and Goldthorpe, 1985) that sought to develop dakema based around occupational
locations and status can be seen as directlydiitito this grouping and such work
has been used to study social mobility (Goldtho&peviarshall, 1992; Erikson,
Goldthorpe & Portocarrero, 1979).

Inevitably, class theory and class analysis of k&l are heavily intertwined as an
understanding of what class means is central to itentifying ‘who fits where and
why’ and understanding the resulting inequalitieat texist in westernised societies
(Wright, 1997; 2008).

Ball’'s notion of class practices again cannot lmaied from class theory and class
analysis. Work of this kind tends to investigatetipalar social practices that can be
seen as classed. Much of the work in this realmdieaeloped in relation to aspects of
education and the way in which social advantage disddvantage are realised
through particular classed practices (Ball, 1998)3; Ball et al., 1996; Ball et al.,

2004; Reay & Ball, 1997; Gewirtz, 2001; Gewirtzaét 1994; 1995).

Ball's final category contains work that examinég tway in which class may no
longer be a useful concept for understanding moaegsternised societies (Beck,
1992; Giddens, 1990; Lash and Urry, 1987; 1994;nieny 1982). Although such
work critiques the current usefulness of class esmaept, Ball nevertheless considers

them a central component to examining class in mmoBeatain (Ball, 2003a).

In a similar vein, Savage et al. (2001) attemphtke sense of the varying work that

exists in relation to class but specifically referstudies that take class identities as
their focus. Savage et al. seek to locate currebatds about whether class identity as
a concept is still relevant and meaningful in camgerary Britain. They identify three
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broad ‘camps’ that the arguments about the usedalred class identity can be
separated into: the demise of class camp; the olasiers ‘keepers of the flame’ camp
and finally the class matters ‘but’ camp (Savagal.e2001).

As for Ball, the demise of class thesis is seenSayage et al. as important in
understanding the usefulness of class identitisoimemporary Britain. The authors
state that such arguments should be taken as k oésu.the contemporary failings
of class analysis’ (p876). Therefore arguments abiwal demise of class need to be
fully explored to help understand the tensions emplexities of the meaningfulness
of class.

By contrast, writers who Savage et al. would placéhe other two ‘camps’, all see
class as remaining salient in contemporary Britut,vary in important ways. On the
one hand, there is a camp that comprises of ‘keepkthe flame’ (Savage et al.,
2001: 876). Savage et al. suggest that work indhmp (see Marshall et al., 1988;
Devine, 1992a; 1992b.) seems to argue that sinopl@estill identify themselves as
belonging to a social class and are still classrewtais provides evidence that class
identity is still important. Savage et al. calldldamp ‘keepers of the flame’ because
implied in these arguments is that existing un@edings and conceptualisations of

class are as adequate today as in the past.

In Savage et al.’s final camp, the argument is ¢thes identities are seen as generally
weak and ambivalent but this is not regarded asgbebntradictory to class analysis.
On the contrary, Savage et al. argue that this m@an need to seriously re-think
some of the arguments around class and re-examira wlass now means in
contemporary Britain. Within this perspective, tiluence of Pierre Bourdieu is
clearly evident as more cultural understandingsla$s are sought. Writers such as

Skeggs (1997) are prominent here.

In relation to this study, Ball's framework is aefigl starting point in thinking about

the broader literature on class. From this it bee®mossible to begin to think about
how and where one’s own work would sit. But, thisdy focuses on classed identity
which is difficult to precisely locate in Ball'sdmework. What it does do though is to
highlight that this study is not about class thesince the purpose is not to attempt to
redefine what class means in any theoretical sélfss.study could be viewed as a

form of class analysis but what this means needse rnmerpretation as it is not a
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simple question about who fits where and why. Bdtllassed practices’ however is a
central part of what a classed identity means liatioa to this study and this will be
returned to later in this chapter.

The framework offered by Savage et al. is similarbeful in this study as it helps
organise the arguments around the salience of edagdentities in modern-day

Britain. It also helps to locate this study witlhivat debate around class identities.

In drawing on both Ball and Savage et al., it beeemmuch clearer to identify how the
discussion of class needs to be focused withinrémeainder of this part of this
chapter. Importantly, both Ball and Savage et ialate the demise of class thesis as
key to understanding the usefulness and meaningast in contemporary Britain.
Savage et al. argue that there is little recentiecap evidence on class identities for
instance and this is, at least in part, due tcctiegjuered past of class and the success
of the ‘demise of class’ thesis (see also Crompi®98; Pakulski and Waters, 1996).
Given the importance of these arguments about #mist of class, these will be

examined more closely shortly.

After discussing the demise of class arguments,dhapter will then focus on Savage
et al.’s (2001) class matters ‘but’ school of thiougVithin this study, the arguments
presented in the ‘keepers of the flame’ camp woli Ide discussed in any great detail.
In brief, this way of thinking about class argubattclass still dictates people’s life
styles and chances (Wright, 1997), and peopleitiedsintify with class (Reid, 1998).
On the strength of this, Savage et al. suggest‘thimp’ argue class identities are
alive and well, and therefore class as a concepglaively unproblematic, needing
little re-conceptualising (Marshall et al., 198&\ine, 1992a; 1992b).

Given the powerful arguments of the demise of cthgsis (see below), this study
takes the view that it is problematic to simply guicthat understandings of class do
not need to be re-considered to become more nuandbeir conceptualisation and
theorisation, particularly in relation to cultuM/ithin this, Ball's (2003a) notion of
‘class practices’ becomes especially relevant amtpshto explain why classed

identities are still salient in contemporary Bitai
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The end of class?

Debates about the extent to which Britain is beocgmelassless have been long
running (see Hall, 1958 and Samuel, 1959). Howeter rise in prominence of the
demise of class thesis in Britain is generally adyto coincide with dramatic changes
in the economy and work/life structure from the @®bnwards. Broadly understood,
this shift, particularly accelerated from the 198dsvards (Rees, 1985), has involved
the large-scale reconfiguration of the economy frigpendence on labour-intensive

and industrialised manufacturing.

These changes have led some to argue that westereties have moved from
‘organised’ capitalism towards a more fragmented ‘disorganised’ capitalism (Lash
& Urry, 1987) with countries like Britain now deslmed as ‘post-industrial’ (Bell,

1976). What then emerges from this shift is a largere service-orientated
employment sector characterised by new forms of leyngent, namely flexible,

insecure, mundane and part-time working (Brown, 9)9%longside this service-

orientated sector emerges a high-end knowledgerséetg., finance/media). This
sector is driven by new forms of individualisatitivat are rooted in notions of ‘self-
development, the ‘transformative capacities of b’ (Savage, 2000: 156) and risk
taking (Beck, 1992).

These changes have led some to question whethed stass as a concept has the
ability to explain the new complexities that emeigea vastly restructured post-
industrial society (Bauman, 1982; Giddens, 199@nt€al to these concerns is that
historically, class, as both a popularly understand academic concept, is deeply tied
to industrial societies. Crucial in these argumeastthat such views of social class
emanate from the work of Karl Marx. For Marx, séakass, and in particular, the
idea of the working class, was used to help undedstpower and domination in
industrial societies as occurring through theiatiehship to the means of production.
Thus, since post-industrialised societies are mgdo tied to ‘organised’ capitalism
(i.e., manufacturing with ‘owners’ and ‘workerstjje power relations have become

more complex and/or hidden.

This has meant that many regard post-industrialsseiketies as having moved away

from collective identities (and thus class/classésyards more individualised
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identities (Beck, 1992; Giddens, 1992). This leadsie to argue that class alone no
longer helps to fully understand new forms of poased domination (Bauman, 1982),
new groups/‘communities’ with varying interests addntities (Lash & Urry, 1994)
or the new ‘risk society’ (Beck, 1992) that havesuleed from this restructuring
(Giddens, 19915.

Whether we agree or not with the theories put fodway the likes of Giddens (1991,
1992), Beck (1992) or Bauman (1982), what is ciedhat these ideas have helped to
fragment the explanatory power of class as a matative. At the very least,
understandings of ‘class’ that seek to locate peaplgroups based on occupational
status or based around collective identities haaenlbcomplicated. The salience of
class as an explanatory concept and notions céatole identities have similarly been
complicated by arguments as to the supposed emdmisrgent of the working classes
and the proletarianisation of many white-collamfierly) ‘middle class’ jobs (Evans,
1999). However, it is fair to say class has alwagen a debated and contested
concept due in large part to it not describing sthing outwardly identifiable and/or

tangible to all.

In addition to the restructuring of economic andrkvtife in post-industrial Britain,

Kirk (2002) suggests that politically, these change-existed with a major shift in
ideology. Informed by ‘New Right’ thinking (Levitasl986), Margaret Thatcher’s
1979 Conservative government promoted a highly lagcal neo-liberal agenda
(Aronowitz, 1992). With a strong focus on individisen alongside a systematic
programme of market-orientated politics and ecorsmihis aimed at reconfiguring

all citizens as consumers.

This neo-liberal agenda is largely regarded to Hasen a resounding success and
most importantly, may be seen as being most sutteasnormalising a particular

worldview. Abercrombie and Turner (1978) call ki ‘dominant ideology thesfs’

% Over the last three years however we have witdessme loss of public faith in certain aspectshef t
forms of ‘disorganised’ capitalism that Lash & Urf3987) describe. In particular, the finance sector
and some of their unethical practices have beemghtoto public attention and widely cited as
responsible for the ‘credit crunch’ of the late @8Gesulting in the need for state interventiosome
cases. Thus only time will tell whether the argutaguresented here remain salient or will need re-
thinking, or whether capitalism as we now knovsitri the type of ‘crisis’ Marx predicted.

* This suggests that a particular set of beliefaggaly of the most powerful, become dominant and
serve to ensure subordinate groups do not descent.
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that effectively encourages all members of sociaysee our world through the

distorting mirror of ruling class ideology’ (Saumde1990: 9).

In class terms, neo-liberalism in British politicgjth its focus on the market,
competition and individualism, helped to furtheedk down the idea of collective
identities. The British people were being activehcouraged to think of themselves
as individuals in a competitive market economyislalso argued that rather than it
simply being a by-product of economic changes aitips, the New Right actively
sought to break the British public’s associatiothwihe idea of ‘class’. According to
Cannadine (1998: 2), Margaret Thatcher openly refeto class as a ‘communist
concept’, an emotive term given the Cold War coatiohs and the competition
between capitalist and communist ideologies attihe. This view of class in British
politics was firmly etched when in 1990, John Mdjoe then Prime Minister declared

that the UK was indeed a ‘classless society’ (Teswl995).

The 1980s onwards also saw a complication (butatat dissolution) of class voting
patterns (Evans, 1999), the abolition of Clauseai the birth of New Labour
(Freeden, 2003) all of which can be seen to hauédu convoluted class in British
politics. An increasing focus on issue-based mdi{iEvans, 1999) and a victory of
‘populism’ in policy (Cannadine, 1998: 174) is asse to have further fragmented the

relationship between social class and politics.

The demise of class thesis has not been withoatittes (Milner, 1999; Munt, 2000).
For instance, far from the above arguments sigmathe end of class in Britain, some
argue that ‘classlessness’ is an explicitly andhlyiguccessful class discourse in itself
(Adonis and Pollard, 1997). This is because it afg in the interest of some classes
by powerfully privileging them at the expense dia@s. This is achieved by rendering
social inequality invisible (Mahony and Zmroczel@9Y; Reay, 1998b). It is also
achieved by perpetuating the ‘myth of meritocra@ell, 1973; Young, 1994), that is,
the fallacy that through hard work alone, anybody achieve anything they want to.
It is through this fallacy that social advantagel amivilege can be denied asserting
instead that it was achieved through merit. Theegfthe discourse of ‘classlessness’
can, and for the purpose of this study should, densas a form of collective class
identity. This means that the demise of class asquractively serves the interests of
those who have benefited from social advantageghatine middle and upper classes.
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Furthermore, the discourse of classlessness igusbt'out there’ benefiting small

numbers of ‘privileged people’. Rather, it has adtinues to dominate public and
political life in Britain, with the socially advaaged participating in ‘class practices’
and ‘class strategies’ (Ball, 2003a) that seekdiomalise these whilst simultaneously

downplaying social advantage and disadvantage.

The breakdown of collective class identities, amcarticular Savage’s (2000: 153)
notion of the ‘dissolution of the working class’post-industrial Britain is also helpful
in understanding contemporary social and cultunainge. Savage (2000) argues that
images of the working class in industrial societesed as a ‘moral identifier’. He
says that it is the loss of what he views as warkitass ‘respectability’ (see also
Skeggs, 1997), through the loss of the male worklags jobs and trades that has led
many people to disassociate with being workings;last the disappearance of class,

or working-classness per se.

As above, the demise of class thesis is centrhlisostudy for three main reasons. The
first is that its arguments have arisen due totsmitigl social, political and economic

changes in British society that cannot be ignoreterms of how people view both

society and themselves in post-industrial Britdihe second is that discussions of
classlessness may actually be a strong class d&scdaecause it operates in the
interest of some classes at the expense of offileesthird reason is that this emerged
as an important factor in the complexities expeagehby novice teachers in locating

oneself in a class or identifying with class asesaningful concept.

This chapter now turns to explore how the argumprasented here as to the demise
of class have led to the need for a more nuanceaaturally responsive approach to

understanding class in contemporary Britain.

Cultural understandings of class

Savage (2000: 34) argues that although peopleifgemith class when asked to do
so, contemporary Britain is no longer (if it eveasy characterised by strong class

awareness or class identities. As such, he argues:
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...the starting point for studies of class and celtsinould be the weakness of
class consciousness.

In the above quote, Savage uses ‘consciousnesaetm a coherent and consistent
social outlook organised in class terms. He goestmrargue that the key to

understanding social change:

...lies in the restructuring of social class relaspmather than in grand
narratives of ‘globalization’ ‘individualization’ral so forth.

(Savage, 2000: 151)

As a result of highly complex economic, social aaditical relations, there are strong
arguments that for class to remain a meaningfutepnin Britain, it needs to take
seriously the cultural processes that help illun@naow class works (Devine and
Savage, 2005).

Crompton (1998: 43) argues that this cultural appihoto class involves trying to
understand class as being about the way in whioplpéresist and reproduce’ their
class situations, values and meanings. Furthern@oempton argues that this requires
some moving away from class as being entirely esoon@nd structural towards the

way in which this is reproduced through culture aandial interaction.

As the social and cultural aspects of class aregfounded, the formation of people’s
identities, attitudes and their social practicesrahation to class become central
(Devine, 1997). This is especially pertinent sirmecial differences and social
inequality, often based on ‘deeply-rooted cult@ssumptions’ (Reid, 1998: 4), are a
crucial mechanism through which people make seris¢heamselves and others
(Mackintosh and Mooney, 2000).

Culture, however, should not be seen as a replateimeeconomic, work and power
relations in the study of class. Therefore, witbuitural understandings of class, the
influence of Pierre Bourdieu has been fundamentahderstanding the links between
economic and cultural aspects of class (Crompt&8)L This study does not use
Bourdieu’s framework directly. However, through somf his concepts and ideas,

writers on class identity have been equipped wittisgourse that enables them to
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examine the active processes of class at work lagfore it is relevant to discuss

some of his influence on these writers here.

For Bourdieu, ‘culture’ has a particular meaningthat it is viewed as an asset. In
westernised societies, the culture that is valdriseworth more and this is generally
the cultures associated with the more powerfuladadasses (Bennett et al., 2009). In
essence, Bourdieu’s take on social class is thest through aspects of ‘taste’ and
preference that social distinctions and divisiary] thus classes, are (at least partly)
made and maintained (Bourdieu, 1984). To fully ustdand the influence of Bourdieu
on writers that focus on the cultural aspects @&sg| his concepts of ‘capital
(Bourdieu, 1986) and ‘habitus’ (Bourdieu, 1984; mpson, 1984) must be discussed

more fully.

The influence of habitus on understanding classgsees

Habitus, according to Reay (2004a: 432), was Bewrdi attempt to ‘transcend
dualisms of agency-structure, objective-subjectiaad the micro-macro’ in

understanding human values, attitudes and behavitdNash (1999: 177) suggests
that:

...habitus is conceived as a generative schema iohwthe forms of elemental
social structures come, through the process ofibsation, to be embodied in
individuals, with the result that people necesgaait in such a way that the
underlying structures are reproduced and giverceffe

Bourdieu’s use of habitus then is seen as deegdiytti one’s class position (Bennett et
al. 2009) and is an attempt at articulating how gtractures of class impact on the
actions of individuals by shaping their values aattitudes. In essence, habitus,
according to Reay (2004a), may also be seen advingoa complex interplay
between structure and agency in that it allows ifedividual agency whilst
simultaneously predisposing people towards behainingertain ways. In addition,
Reay suggests habitus is not only made up of awichal’'s history but also that of
their family and their entire social class. She satltht it also involves a complex
relationship between past and present in that eehiyjdhood experiences are
paramount in developing a habitus but that it igontinually re-structured by
individual’'s encounters with the outside world’ @e2004a: 434).
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Bourdieu’s habitus has been critiqued in relatiorhbw far it has transcended the
duality of structure and agency with some sugggstins still largely deterministic
and leans heavily towards social structures asymiad culture (Jenkins, 1982; 2002;
LiPuma, 1993).

However, what Bourdieu’s habitus has enabled vgiteing class to do is to consider
the ways in which structure is a shaping force lomv everyday interactions and
experiences can impact on that. In this study, haknce between structure and
agency in Bourdieu’s work for understanding the vilywhich class works seems
broadly appropriate given that Bourdieu was vesaclthat habitus is dynamic and
permeable. Therefore, this fits into the framewoikered earlier with regard to

exploring how teacher identities are made up afrapex interplay between structure
and agency, and the relationship between early dikperiences and everyday
interactions as fusing together to make a compkiths, or rather, for this study,

identity.

What Bourdieu’s concept of habitus also offers evaton class identity is the notion
that having a classed identity (or habitus in Boeut case) is embodied. This is a

key part of a classed identity and will be exploiredhore detail shortly.

Finally, the concept of habitus is also useful mierstanding the ways in which class
operates relationally. In particular, it helps miinate the dynamic relationships of
domination and subordination and the ‘cultural sigegy and inferiority ingrained in
the habitus in daily interactions’ (Reay, 2004a6¥3Bourdieu’s habitus has been
criticised for marginalising gender and ethnicitjowever, in understanding the
power of habitus as illuminating domination and ardlnation, feminist work
(McCall, 1992; McLeod, 2005) and work on ethnicjonnolly, 2003; Ahmed and
Jones, 2008; and ethnicity and class Archer andcisa2006) have been able to use
the concept to show how classed (as well as geddanel ethnicity-orientated)

processes work.

The influence of ‘capital’ in understanding clasegesses

Bourdieu’s notion of ‘capital’ is also extremelyeafisl in relation to class because it

highlights how individuals and groups may activdipth exercise and resist
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domination in society. Put simply, ‘capital’ in @ forms (economic, cultural, social
and symbolic) can be seen as the currency througbhweople are able to occupy
and maintain their social positions and statushi $ocial hierarchy and thus are
important considerations in the study of identiys Skeggs (1997: 94) suggests,

identities (including classed identities) are:

...continually reproduced as a response to sociatipes through access to
representational systems and in the conversioaraid of capital.

In Bourdieu’s view, the greater the access to ameb@ssion of the different types of
capitals an individual has, the more likely they & be part of or closer to the
dominant group/s in society. According to Bourdauthought, cultural capital helps
to produce and reproduce class because havingldwegls of cultural capital makes
access to economic and social capital easier. Tings,closer one’s culture and
identity is to the dominant culture and identithen the more likely they are to
‘succeed’ in aspects of society such as wealthraatation, occupational and social
status, education and so forth.

Bourdieu’s concepts then help to understand theivahich social and cultural (and
class) reproduction function in society, notiongtthave found particular applicability
in the arena of education (Bourdieu, 1973). Ihretigh understandings of habitus and
capital that many people have sought to underdtandifferential classed practices of
education, particularly in relation to policy demements in English education. This is
because it is argued that they have acted to &g®middle class rather than working
class cultural capital’ (Reay, 2006: 294), parantskills as related to this (Ball,
2003a; Reay, 1998a.) as well as advantaging somstwdisadvantaging other

children in the classroom (Thomson, 2002).

Therefore Bourdieu’s concepts have been central maving forward with
understandings of how class may work in relationdentities, values and social

action both more broadly and within this study.
So far this chapter has explored teacher identity lsas explored the chequered past

of the concept of class. It has sought to dematestheat the demise of class thesis is

central to this study because it raises importssuiés with more traditional views of
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class. The main issue this raises is that ideatastlessness are based on real social,
political and economic changes. In addition, thexea strong argument that the
discourse of classlessness is a class discour#seif, seeking to disguise social

advantage and inequality.

The chapter then went on to demonstrate a strodyg bbliterature that states class is
still salient in Britain. This was followed by tlagument that as society has changed,
the way class must be viewed and how it may woskliecome more complex, with
more nuanced and cultural understandings of classgbrequired. The work of
Bourdieu, particularly around habitus and capitalswhen discussed as a major
influence on the thinking around these culturalarmsthndings.

This chapter now turns to explore the notion ofslalentities in more detail and how
we might begin to understand both how the concagtideen used previously and how
thinking around it might prove useful to help urstand the novice teachers within

this study.

Classed Identities — ideas and concepts

The decision to focus on classed identities withis study emanates from the view
that class is more than an abstract concept ot afsmtegories that people simply
place themselves or others in. Instead, classmesong that is lived and experienced,
produced and reproduced in the social as well asettonomic and is about social

advantage and disadvantage.

As discussed, classed identities are complex andtifaceted, open to wide

interpretation and supported by little empiricabgarch (Savage et al., 2001). As
Savage (2000) noted, the starting point of anyudision of class in contemporary
Britain should be the weakness of class consci@ssrigavage says that a potential
reason why social science has failed both emplyiGd conceptually to show the

importance of class as having cultural currencthet all too often, class has been
theorised in ways that suggest class consciouseeaiout shared values (Savage,
2000). As demonstrated earlier, the weakness a&fsctonsciousness in Britain is
argued to be linked to the dissolution of a resgdet and shared working-class
consciousness in a post-industrial society (Savage). In addition, ideas of class
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(particularly working class) consciousness haveuaty been weakened by
successful strategising implemented by powerful dowinant groups (Reay, 1998b).
Though some argue there is an active middle claisctive consciousness around

maintaining social advantage, particularly in relato schooling (Ball, 2003a).

This raises two important and interrelated asptectsassed identities. The first is that
self-identification as belonging to a social classonly one aspect of a classed
identity. The second is that a classed identitgabse of the way in which class is
produced and reproduced in the social, must alslude the ways in which class
(whether explicit or implicit) plays a role shapimpgople’s attitudes, values and
actions. Or, in other words, a classed identityassimply about what you say you (or
others) are, but how you act and the practiceseymage in. A classed identity then is
a multilayered idea that requires some unpickihgldo has a number of concepts
within it that need to be explored to further ursiand the ways in which it may work.
The different aspects of a classed identity willvnioe discussed, starting with self-

identification of class.

Self-identification of class

An important feature of classed identities themasv people relate explicitly to the
idea of class as part of their own identity and tfaothers. As Reid (1998) notes from
exploring various studies of class, over 90 pert ceihthe British public see
themselves as belonging to a social class. Bulyggle (1994) notes, the ‘groups’ or
‘classes’ that people identify with are often degemt on labels available to them in
surveys/research or in popular discourse. Thisslézamlvage (2000: 36) to argue that
whilst people may be willing to identify themselves class terms, they do so
ambiguously and in defensive and hesitant ways sghl suppose I'm...." or
‘probably...". In an empirical study of classed id&as in the North West of England,
Savage et al. (2001: 875) argued that althoughsethsdentities are generally
‘ambivalent and defensive’ they are still ‘strue&drand coherent in their own terms’.

Writing in response to Savage et al. (2001) PaynkeGrew (2005) suggest a different
reading of classed identities drawing on the dataided by Savage et al. alongside
their own research. They argue that understandihgkssed identities as ambivalent

and defensive could actually be misunderstood hyjabascientists who approach
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studies of class from their highly focused, ‘inéelually rigorous training in
sociological class analysis’, not fully apprecigtithat the general public may
approach class with a ‘different frame of referefroen sociologists’ (Payne & Grew,
2005: 894). They go on to suggest that once thisorsidered, ‘class cultures and

identities are more prevalent and important thara§e et al. allow’ (ibid).

Payne and Grew also express the importance osiaglihat many people talk about
class without ever mentioning the ‘c-word’ itseilbid: 902). They suggest ‘class’
may actually be signalled through the use of variterms such as: money, income
and financial inequalities; inter-personal  attittde expressing  class
superiority/inferiority;  aristocracy/upper-class opé; housing; educational
qualifications; aspirations, getting on and per$@thievement; acceptance of social
standards and respect for other people; human ejafifestyle; local/incomer
differences; justified rewards for personal woithh) types/manual or dirty work/the
professions; influence/power over class infericegitalism/class system (ibid: 901).

In addition, Payne and Grew also question soméeftethodology used by Savage
et al. namely the ordering of questions, alongssiene of the analysis and
understandings of the data. They argue that Saeagsd. asked questions about
whether the respondents felt they now lived in assless society followed by
questions as to whether they saw themselves asidieipto a social class. They
suggest the complexity of the first question ingviy caused them anxiety of placing
themselves into something complex they had jush bgéng to articulate. Payne and
Grew suggest that if they’d asked the question leétiver they felt they belonged to a

social class first, they may have got differenpmesses. They argued:

It is unreasonable to expect every respondent tarestsociologists’
sophisticated theoretical perspectives. It follotat interviewees normally
express their views about social class in a someadr@used way, because
they are being asked to handle a genuinely muigttd concept at short
notice. Indeed, what is striking is that they apbeao answer so well, as this
implies that class (in whatever form) is impingiog their understandings of
their own lives. In using ... other types of diffeti@tion, they may think they
are talking about class even when sociologistsngpdespondents’ answers,
with a narrower definition of social class, do nwcessarily agree. The
rejection of a simple label, therefore, is not reseeily a rejection of a class
self-identification.

(Payne & Grew, 2005: 903)
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Although Savage et al. (2001) argued that most Ipespemed reluctant to place
themselves into a social class, they did argue ttatidea of class as a means to
explain wider social and political issues was s#i important tool that people
accessed. In this way, the views of Savage ehdlPayne and Grew are not mutually
exclusive. As a means to linking these togethee, dhgument of Morley (1997)
becomes useful when she argues that ‘class’ pactseat a fairly hidden level of
consciousness in most people’s identity. She arthusknowledge of class tends to
develop at a level of ‘disembodied knowledge’ tlimtdistanced from our own
experiences. Morley argues that as a result, maoplp have little concept of their
own ‘position’ in wider ‘class struggle’. She sugtgethat people often find it difficult
to relate the ‘macro political’ to the ‘micro patial’ (Morley, 1997: 110) meaning
that what people often find difficult is reconcidintheir agency in wider social

structures.

It is now important to consider some of the obsikows Savage et al. (2001) and
others make in more detail that will help underdtaow class has been used within
this study. The starting point is to explore thiatrenship between social class and the

notion of ‘ordinariness’.

Normalising discourses: ‘ordinary’ and ‘respectable

Savage (2000) and Savage et al. (2001) suggestothatany, the reluctance to use
class terminology to describe themselves is in roie establish themselves as
‘ordinary’ or normal. How this works varies amongsdividuals depending on their
views on social class. This results in some chapsindentify themselves as outside
of class boundaries whilst others use class ldngtisn varying ways. Therefore for
some, ‘middle class’ denotes ‘ordinariness’ wheilfea®thers ‘working class’ means

‘ordinary’ (Savage et al., 2001).

What ordinariness means in class terms is botlorgsally, socially and culturally
defined. For instance, the label of ‘working clalsas historically been received more
positively in Britain than in the US and Japan ayvef suggesting being ‘normal’ or
mainstream’ (Savage, 2000). However, the extentich ‘working class’ is accepted
as a positive (Skeggs, 1997) or the ‘archetypavége, 2000) identity in Britain has
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arguably changed in recent decades. This lattert ppiimportant given the strong

debates around the breakdown of collective workiags identities (Kirk, 1999).

‘Ordinary’ is an interesting choice of term becatmefrom being neutral, it implies a
strong moral code that is tied to notions of ‘resability’ (Skeggs, 1997). In her
study of the classed identities of white workingsd women and their relationship to
higher education, Skeggs found those women inteededid not have what could be
called ‘coherent identities’. The category of whieorking class women was,
according to Skeggs, imposed on them by her butrelated to by the women

themselves. She says:

| identify their positioning in economic, social cardiscursive relationsot
their subjectivity.

(Skeggs, 1997: 165)

Skeggs states that the women in her study refusetbntify with the concept of class
but like Savage et al. (2001), she argued that rfgsal did not signify class as
unimportant. Rather, Skeggs argues that it warrarfdanations as to why these
women disassociate themselves from this label &edcbnsequences of this. In
discussing why the women disassociated with thellab working class, Skeggs
suggests there was a concern with being viewedot®r’ or an outsider to the
mainstream and respectable ‘middle class’. Shédurargued that being regarded as
working class was perceived to lack legitimacy dhds, in order to be seen as

‘respectable’, the women actively disengaged ajetted the label of working class.

Interestingly, Savage (2000) argues that the idkdhe ‘professional’ has had
significant relevance to class fragmentation. Itipalar, he suggests notions of the
professional have replaced ideas around the mamogting-class as the key to

respectability in post-industrial Britain. Furthesre, he argues:

Class is effaced in new modes of individualizatogrthe very people — mainly
in professional and managerial occupations — wlams®ns help reproduce
class inequality more intensely.

(Savage, 2000: 156)
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The idea of the ‘professional identity’, accordiegSavage, is ‘the most salient of any
contemporary class-like identification’ in contemg@y Britain. The idea of the
‘professional’ has arguably become a beacon fairfariness’.

Implicit in the concept of the ‘professional’ is anderstanding that by expressing the
‘right outlook or perspective’, anybody can achiethes status. However, the
likelihood of having the ‘right outlook or perspeet is distributed very unequally
(ibid: 158). Due to the unequal distribution of tiells needed to be a ‘professional’

(and thus ‘respectable’) social inequality is proeldiand reproduced.

Therefore the idea of ‘ordinariness’ is far fromutral as it enables some of the
inequalities of class in a post-industrial sociedypass by unnoticed. This means
people have less opportunity to challenge inegeal{iSavage, 2000). The emergence
of the ‘professional’ identity as the dominant nafised ‘class’ identity in Britain has
led Savage (2000: 159) to argue that ‘brute saneualities’ are:

...constantly effaced by a middle class, individwalisculture that fails to
register the social implications of its routineiacs.

The view that middle class cultures both ‘invisilbgproduce social inequalities and
have become the normalised culture in British gsgciespecially in relation to

education, are well supported (Ball, 1993; 2003alj Bt al., 1996; Ball et al., 2004;
Reay & Ball, 1997; Gewirtz, 2001; Gewirtz et aR94; 1995; Reay, 2001). This is an
important development in understanding the waywlich class works in societies
such as ours. It also an integral part of thisgtbdth in terms of its rationale (to help
illuminate the ways in which education is classaalj the way in which class identity

Is as much about what we do as what we say we are.

Following on from this, Savage et al. (2001) expreaution in relation to the
assumption that identifying or not with any giveocial class transfers into class-
based views of the world. This may be especiallgtipent given Morley’s (1997:
114) suggestion that there are ‘advantages andivdistages to being perceived as
working-class by some and middle class by otheepedding on the context and what

cultural capital is valued within that setting.
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In viewing a classed identity in this dynamic waybecomes apparent that class
labels are far from neutral. Thus, when peopleagked about their class, as Savage et
al. (2001: 889) argue:

...they know that class is not an innocent deseggerm but is a loaded moral
signifier.

In such a context, ‘defensiveness’ about one’sscleecomes a rational exercise for
many in attempting to present themselves as ‘orgindBut, what constitutes

‘ordinary’ is always socially and culturally constted, and has implications for one’s
sense of moral worth. Therefore, Savage et al.eatigat the discourse of ordinariness
is crucial in understanding the way in which classsed. Payne and Grew however,

view this slightly differently when they say:

...whereas Savage et al. conclude that “ambivaldatereces to working-class
or middle-class identities should be understoodrtetorical attempts to
establish ‘normalness’™ (p. 888), we would revetise emphasiskReferences
to ‘normalness’ or ‘ordinariness’ should be integted as rhetorical attempts
to establish working or middle-class identities.

(Payne & Grew, 2005: 903, emphasoriginal)

Thus, despite slightly differing interpretations dhe relationship between
ambivalence to class labels and ordinariness, bereevertheless, an agreement that
the two are linked into contemporary understandofgdass identities in Britain. The
complexities of a post-industrial society have uatgy, contributed to the complexity
of class identity. In particular, the success dfividualism as a concept has been
argued to have led to an internalisation of thosle@es espoused within it leading to
new forms of individualised identities (Savagele2801). However:

...In sustaining and articulating the kinds of indivalised identities that do
matter to people, reference is made to externattbearks of class as a means
of ‘telling their story’. In this respect, individlised cultures articulate an
awareness of class, and it is wrong to see cultofesndividualisation
displacing, rather than existing alongside, clasegnition. If we leave behind
the romantic baggage which portrays class cult@®scollective, then it
becomes possible to talk about class cultures a®sfoof individualised
awareness. Class does not determine identityt imihot irrelevant either. It is
a resource, a device, with which to construct idgnt

(Savage et al., 2001: 888)
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Therefore, far from supporting ideas expressed hgdéhs and Beck that
individualised cultures have replaced class cufuttee ambivalence of class is deeply
tied to the contemporary importance of individuadiscultures (Savage, 2000). The
way people see divisions in society and how theyls#h themselves and others, are
still deeply ‘classed’ (Savage, 2000; Kirk, 2002¢e if not entirely dependent on it.
Class cultures in contemporary Britain then canfullye be viewed as: ‘...
contingently embodying forms of individualised ities which operate relationally’

and that ‘class structures are [still] instantiategeople’s lives’ (Savage, 2000: 150).

Class identities should therefore be viewed asviddalistic and consensual’ rather

than ‘collective and conflictual’ (Cannadine, 19987). Within this, ‘defensiveness’

about class and the desire to appear ‘ordinarybimecthe method through which

individuals attempt to conform and situate themselin a changing social world.

Classed identities can and should therefore be retoiel as located around the
‘evolving relationship between social perceptionsl gocial structures’ (Cannadine,
1998: 23), or in other words, as located at interfhetween structure and agency
(Rees, 1985).

Reflexivity and defensiveness

Questions of what class means to individuals israldmental part of any discussion
of class identities. Though as we have seen, shadtén fraught with difficulty due to
the non-neutral terrain that class occupies. Cthsdentities are also subject to
‘confusion’ (Morley, 1997: 110) especially givenetithanging nature of British
society since the late 1970s.

Arguably, this complexity and confusion can leadhigh levels of ambiguity amongst
individuals when asked to place themselves in ssatat in trying to identify whether
class has any meaning to them in their lives. Koflg on from the view that the ways
in which people discuss their own subjective stodee deeply classed (Savage 2000;
Kirk, 2002) is the view that being able to be reifle in these accounts is also
connected to unequal (classed) distribution ofucaltcapital and resources (Savage et
al., 2001). In particular, Savage et al. noted that main differences they found in

their respondents related to those that had sefffidevels of cultural capital to be able
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to explore ideas of class in reflexive ways comgdoethose who felt threatened by
placing themselves in class categories. Thouglexeity to discuss class was not
emphasised as a purely middle class trait, impfiditwas inferred that the necessary
cultural capital required to discuss class reflekivwas more abundant amongst

middle class individuals.

The work of Skeggs (1997) discussed earlier hetpwowinderstand one explanation
as to why working class individuals in contempor&mtain may feel ‘threatened’
when the label being applied to them is perceivethtk ‘respectability’ and bring
about feelings of ‘inferiority’ (Reay, 1997.; Plunem 2000) and ‘shame’ (Reay,
1997.; 2001; Lucey et al., 2003). Thus, rather teanply lacking reflexivity, this
explanation helps us see that the non-identificabd class may be a mechanism
through which to legitimise one’s self. Importantaccounts that illustrate the extent
to which middle class individuals are able to atate their own identities as being
‘middle class’ per se, as opposed to simply benrglihary’ are seemingly missing

from the literature.

The importance of class boundary crossing

The work of Kirk (2004), Maguire (2005a; 2005b) aBdrn (2001) help to take
thinking about class identities further with theamceptualisations of ‘class-crossing'.
Class-crossing, put simply, refers to the movenfiiemh one class into another. Most
discussions around class crossing have emergedisglécin relation to education

and schooling, since it is widely regarded as dinef mot the main vehicle through

which social mobility occurs in Britain.

In his exploration of class crossing, Kirk (2004)erestingly starts his paper with a
quote from Hoggart (1966: 292) about the experieiagorking-class boys attending
a further education establishment where they fimginiselves ‘chafing against his
environment’ because they are at ‘the friction poirtwo cultures’. Kirk’s first line is

to ask:

What does it mean to be ‘at the friction pointwbtcultures’ and how is this
liminal space negotiated?

(Kirk, 2004: 135)
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The starting point for Kirk then is the way in whithrough educational mobility one
finds oneself as ‘decamped out of the class intahvhe or she was born?’ (ibid).
Thus, the ‘friction points of two cultures’ thatrKiis discussing may be understood as
the ‘borders’, or the ‘cultural cusp’ (Kirk, 2004) between two opposing classes, that
of the middle and working class. Kirk’'s adoption Hbggart's ‘friction points’
succinctly details that this ‘border’ or ‘class-ssg’ is rarely without problem.
Feelings of exclusion and displacement are not mmmoon for individuals who
experience this ‘friction’ and it is exactly ats$hpoint that many individuals attempt to
make sense of their new ‘hybrid’ identities (Magyi2001; Lucey et al. 2003) by
engaging reflexively with class discourses.

An example of the type of reflexivity mentioned abocomes from Mahony &
Zmrocek (1997) who compiled an edited collectioraofounts by female academics
in Britain who came from working class backgrountlsis collection focused on the
contributors reflexively engaging with their soc@éss (and gender) having crossed
the ‘cultural cusp’ into the middle class realmashdemia (Morley 1997; Hey, 1997;
Holloway, 1997b; Parr 1997; Temple 1997; Maguire97,9 Reay, 1997; see
Tokarczyk & Fay, 1993 for a similar edited book dé@son American female
academics). What arises from such personal accadirdass-crossing is that having
experienced the boundaries of class first-hand, me®mes distinctly aware of the
brute realities and ‘hidden injuries’ of class (8eth and Cobb, 1977).

Kirk suggests that ideas of class-crossing in pmpdiscourse are presented as ‘social
mobility’ or ‘transition’ (Kirk, 2008) which infereconomically and socially bettering
oneself, having aspiration and leaving behind orwddés life. But, Kirk (2004: 2)
argues, it also ‘legitimates one mode of existeaxé maligns another’. In particular,
Kirk says that middle class cultures are normalidedomething to aspire to and be
achieved, whilst working class cultures are ‘otdéwres inferior and something to be
escaped from. Linking in with earlier discussiorisecoming’ middle class is
becoming ‘respectable’ (Skeggs, 1997), ‘normal’ dedirable.

Viewing class boundaries in this way suggests peaiple who have crossed classes

(most often ‘educated’ working class people):
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...are positioned in such a way that class becomeswsible to them, when
it often remains invisible to those who are firngiaced, and remain, in one
class or another.

(Christopher, 2004)

Bottero (2004) argues that this may be becausealsdeiss is often obscured by the
way in which our lives are fundamentally hieraréhardered. By this, it is meant that
people tend to associate socially and personaltit weople similar to themselves.
Therefore it tends to be rare that individuals camte contact with others vastly
different to themselves in their social and pertepaeres. Bottero suggests that this
social distancing along hierarchal lines is likedyobscure people’s understandings of
class differences as most of what they experiemgand them, is ‘just like them’
(Bottero, 2004: 998).

Writings around this idea of class-crossing (whethlicitly named as such or not)
are more common in literature surrounding educati@m in other literatures due to
education’ s perceived importance in the processoafal mobility. For instance, a
large body of work exists that explores ‘borderssiog’ students (Bhatti, 2003) from
working class backgrounds attending university #redanxiety and uncertainty this
can and often does cause (Reay, 2001; Archer ,e2@D3; Archer and Hutchings,

2000). Importantly, Maguire (2005a; 2005b) and B(2001) discuss class-crossing
specifically in relation to teacher identity anceithwork will be returned to shortly

when social class and a classed identity is discudsectly in relation to teaching.

However, what is noticeably absent is any work tgilores the way in which the
‘cultural cusp’ is experienced by middle class wundiials moving into working class
cultures. This is arguably because it happens nhesh frequently (Collins, 2002;
Wilby 2008) mainly due to the socially reproductiveature of advantage and
disadvantage in society (though see Newman, 1988f@account of downward social
mobility in the US).

Constructing a culturally-shaped class identity

The explanations above help us to understand thys wawhich some people may

disassociate with class and why there is ambigdoitsards it as a concept. What these

48



explanations do not offer is an understanding efwlays in which those people who

do identify class construct their classed idertitie

There are various approaches to understanding alge im which culturally orientated
class identities may be formed in contemporaryaBri{see Bennett et al., 2009 for
instance). However, in her investigation of thesskd identities of a group of
experienced teachers from working class backgrquiisyuire (2001) identified

three major elements of a culturally-shaped cldssitity. The first of these was an
‘embodied identity’. This refers to the way in whione’s classed identity is evident
based on the way one speaks, looks, dresses ditlsoThis is based on both the
perception of themselves through their own eyesrawd they feel they are seen by

others.

The second element of a classed identity that Maguentified was a ‘cultural-

experiential identity’. In summary, this involvelet drawing out of aspects of one’s
biography that differentiates people from thosendeebe from a different social class.
So for instance, the teachers in Maguire’s samm@eevall from what they deemed to
be working class backgrounds. Therefore, cultuxpkeeential examples from

Maguire’s sample included coming from a backgroahdracterised by poverty. This
could equally include cultural tastes and expeesnthat are seen to signify class

associations.

The third and final element of a classed idenhigt tMaguire found within her sample
is an ‘educationally-constructed identity’ wherebgr sample drew on their own

educational experiences to culturally situate thisissed identities.

Though Maguire’s work focused on teachers from pasdicular class background,
the elements of a culturally-shaped class idenhigt she identifies can be applied
very easily across the classes and to non-teaddscs Therefore, the work of
Maguire around identifying the elements of a cldsgkentity, have been extremely
useful within this study to help understand the wiayice teachers constructed their

own identities.
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Before this chapter moves on to its final sectidmncl explores teaching and a classed
identity in more detail, it is important to considme final aspect of classed identity in
more detail, that of ‘othering’.

‘Othering’ in classed identities

If class is about social differences and idenstyabout questions of who we are, then
Morley’s (1997) suggestion that we find it veryfaifilt to speak about class without
‘othering’ ourselves and others becomes centra.&8gues:

...and so the story of social class unfurls, withpgbérisations and boundaries
continually requiring definition by self and othgesd yet constantly existing
to make one feel ‘other’.

(Morley, 1997: 110)

As discussed already, classed identities are afedimed relationally. As Epstein
(1993: 18 cited in Morley, 1997) argues:

...the development of subjective identities is batimplex and important and
identities themselves are multifaceted and conttadi. They are formed
through a combination of qualitative discoursestspeal experience and
material existence... It is by drawing boundaries afating others outside
those boundaries that we establish our identities.

The concept of the ‘other’ then may be seen adwalgart of identity formation. For
instance, Hall (1996) suggests identity is almbstags about constructing who one is
in relation to others, often via binary descriptarsl labels. In this respect, notions of
‘other’ may often be constructed on an arbitrargibas a means of making sense of
the social world. In defining what we are in redatito what we are not, we aim to
make ourselves recognisable not only to other mgoplut also to the self
(MacNaughton and Davis 2001).

There is however, another important interpretatedn‘other’. This interpretation
involves exclusionary processes that often seekcdaoceal issues of power,
domination and subordination by normalising somiuces, groups, identities and
practices, whilst positioning as ‘Other’ those tldat not hold power. In this view, a
positive identity is achieved through the steremtgpand stigmatisation of ‘Other’

identities as inferior, pathological, deviant amdazking legitimacy.
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Powerful literature on the process of ‘Otheringfasind in a variety of disciplines and
used to describe the ways in which various grodgseople have been ‘Othered’ by
more dominant groups across society (for instamceelation to colonialism see
MacNaughton and Davis, 2001; health care see Johesal., 2004; sexuality see
Epstein et al., 2000; racism see Hall, 1991; antge see de Beauvoir, 1952). In
relation to social class, more often than notsiworking class identities that have
been ‘othered’ (Skeggs, 1997; Reay 2001). In studit education, othering has
offered some valuable insights into how differengducational attainment may be
explained and explored. In particular, such work facused around the ways in
which educational policy and schooling normaliseddaie classes practices whilst
othering the working classes (Reay, 2008b; Gewa®d1).

However, there is little by way of explicit theang about the concept of othering in
relation to either social class and or educatios.sfich, in order to explore what
othering may involve, it has been necessary toowoifrom the range of disciplines

highlighted above.

Notions of superiority defined in relation to thther’'s inferiority alongside ideas of
the ‘normal’ or ‘natural’ verses ‘abnormal’/’dewvii are central to understanding
othering (Jaworski & Coupland, 2005). In order tmduce and reproduce these
relations, ‘othering’ often relies on a range oftaeral stereotypes to construct the
‘Other’ as ‘inferior’ (Kumaravadivelu, 2008: 17).tl@ering, either intentionally or

unintentionally, can:

...serve to reinforce and reproduce positions of datimn and subordination.
Consequently persons who are treated as other of&perience
marginalisation, decreased opportunities and eikuius

(Johnson et al., 2004: 254)

Johnson et al. (2004: 254) draw attention to thg imawhich discourse is the main
mechanism through which social distance is (re)pced between groups. Supporting
this view, Jaworski & Coupland, (2005: 675) draw @oupland (1999) to cites five

general discursive manifestations of ‘othering’:

* Homogenisation (stereotyping),
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» Pejoration (typically represented by terms of vedimise, slurs etc.)

» Suppression and silencing (omission, selectiveassptation)

» Displaying ‘liberalism’ (hedging racist remarks fexample by claiming non-
prejudicial intent)

» Subverting tolerance (e.g., ridiculing ‘politicabreectness’, parodic mockery

of minorities).

Similarly, Johnson et al. (2004: 260) talked oh®@ting practices’ in relation to health

care. They suggest:

Essentializing involves making overgeneralizatiassout things such as
culture, race, location, social background... Thegsrgeneralizations tend to
be ahistorical and abstracted from the broaderakoeconomic, and political
issues influencing culture, health care practicebvaays of life.

In addition, Johnson et al. describe the way thaeHdicial distinctions may be used
that tend to eliminate all appreciation of diveysahd hardships in the everyday lives
of those groups being essentialised. They alsoeatigat the process of ‘othering’
often involves attributing negative social behavsosuch as lack of responsibility,
motivation and participation to particular cultureturther marginalising and

pathologising them as ‘Other’. In order to undamst the impact of this

representation, Trevithick's (1988) notion of ‘imalised oppression’ or the
Bourdieuian notion of ‘symbolic violence’ (Skegdgk997: 95) helps to name the
aggressive nature of representation on those wteséty is regarded as ‘Other’.

The concept of ‘othering’ is therefore a useful ltao helping to understand the
dynamic way in which classed identities may workisTis especially true given the
discussion around the way in which middle clas€tpres are constructed as normal
with working class identities and practices sitdat@s ‘Other. What is most
interesting about class in this respect is itsroftevisible nature (Reay, 1998a). All
too often, the processes of class are not nameics but instead are euphemised.
This seeming ‘invisibility’ of class, aided by pdptised discourses of classlessness,

makes the process of othering around social claseamore pertinent.

So far, this chapter has attempted to illustrate thays in which existing
understandings of teacher identity, social clagk @ass identity have been useful in
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informing this study. In particular, it has pulledit specific concepts that will be

referred to later in this thesis to discuss thadat

This chapter will now turn to focus on social classl classed identities as they relate
specifically to being or becoming a teacher. Sirtylait will draw out particular
themes and ideas that have been useful in takiegthinking forward in this
examination of novice teachers and the influenceclalss on their emerging

professional identities.

Teachers, social class and classed identities

Historically, the literature relating to teachersgdasocial class can be seen as falling
into three broad but interrelated categories:lfitdte social class location of teachers,
secondly the socially reproductive role that teaghplay in relation to class
inequalities and finally the impact that an indivad teacher’s social class identity has

on them being a teacher.

The first category then can be understood as thenpt to locate teachers through the
work they do into social classes. Goodson (1998ues that teachers have been
largely invisible as workers from most studies #mak relatively speaking, this area is
under-theorised. Within this category, there hasnb& focus on how teaching as an
occupation has changed in relation to those widsiak and economic changes
discussed earlier in this chapter. In light of tlas an occupation, teaching is subject
to continual change because it is particularly oespre to broader social and
economic changes (Ball and Goodson, 1985). These foa instance, been much
debate about ‘proletarianisation’ (Braverman, 1954Q the extent to which teaching
as an occupation has undergone this process (WIE&8; Lawn, 1988; Lawn and
Ozga 1981, 1986, Ozga and Lawn, 1988). It is netrdmit of this thesis to add
further to this debate but rather to acknowledgs thaching in class terms can be
viewed as both an occupation (or as ‘work’ per el ‘profession’ of the kind
Savage (2000) outlined as discussed earlier irctiapter.

Within these discussions, there has been concdmheiw educational reforms have
impacted on the work of teachers, including thesrpdliticisation (Grace, 1987).
Discussions have also focused on the increasirgiyralised control of teaching and
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the removal of much of the professionalism and mutay historically attached to the
profession. Having said this, some argue that teespe removal of such autonomy,
teachers are still held accountable for educatiGadlires’ and ‘problems’ (Maguire
and Ball, 1994) and ‘social inequalities have cotoebe defined primarily as

pedagogical problems’ (Van Galen, 2008).

Within this study, the second and third categordemntified above are intimately
linked and therefore it is not appropriate to sdttbe literature as two separate bodies
of work within this review. Instead, it is importato start by saying that there is a
body of literature that links in to the wider viesf education as reproducing social
inequalities (Bowles and Gintis, 1976; Bourdieu dnasseron, 1990) whereby as
agents of capital, teachers are implicated in ttoegss of helping to perform social
reproductive functions for capitalism (Apple, 1978thusser, 1971, Harris, 1982). It
Is with this concern in mind that this study hasuged on the classed identities of
novice teachers.

As explored in the introductory chapter, in an wagsociety and an inequitable
education system, teachers are more than meregrvpasvorkers’ in this dynamic

process. Maguire (2001), drawing on the work of ghfti(1980), suggests teachers
may actually be seen as occupying a complex anttazbatory class position as they

are often situated in between the bourgeois andititking class and:

....Involved in the distribution and disseminationdzfminant ideologies but
these are ideologies over which they have no cbntro

(Maguire, 2001: 317)

However, this is not to suggest that teaching duoaisyield opportunity to resist
power. As Robertson (2000: 299-300) argues:

Our understandings and explanations of teachers gk matter precisely
because as a social collectivity, teachers aregathan social action and social
reproduction and they do have an impact on sotiahge. [By further exploring

teachers and class] We would then be able to seefflcts of class in teachers’
work through the way in which teachers producerapdoduce the social relations
of capitalist production while at the same timeorecthe ways in which teachers
as agents and therefore social actors resist, foramsor create discourses,
practices and structures to mediate these antdgoaml exploitative relations.
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Therefore, as referred to in the introductory chgpthis study locates teaching as
‘class work’ (Van Galen, 2004; 2008; Reay, 1998asupport of this, Giroux (1992),
in his discussion of teachers working with childfeom often very different social
and cultural backgrounds to their own, developsnibiggon that teaching is work that
occurs at the ‘border’ of socio-cultural differesc&Vith this in mind, Giroux argues
that teachers should therefore engage in what e ‘barder pedagogy’ which he
describes as:

...a process that is intent on challenging existiognalaries of knowledge and
creating new ones, border pedagogy offers the dppity for students to

engage the multiple references that constituteemfft cultural codes,

experiences and languages. This means educatidgnssuto both read these
codes historically and critically while simultaneby learning the limits of

such codes, including the ones they use to condfnea own narratives and
histories... Students should engage knowledge as border-cspsaempeople

moving in and out of borders constructed arounddioates of difference and
power.

(Giroux, 1992: 29)

Here Giroux is arguing that teachers are oftentjpos&d at the interface between
different social worlds. Thus, Giroux is suggestitigt part of their role should
involve helping their students to understand thgsama which these borders work.

Arguing along similar lines, Bartolome (2002: 180sliggests that teachers who teach
children who do not share society’s normative velweilture and class often have to
act as ‘cultural brokers’ to navigate them throdlgé mainstream cultures, including
schooling. In addition, Bartolome adds that teagh#a political activity and seeks to
construct teachers as occupying a distinct locatbrthe borders of class, with
teachers often engaging in social, cultural andsclaorder crossing activities through
teaching children often very different to themsslv@imilarly, specific to social class,
Van Galen (2004) suggests that teachers are ‘nmediaf class’ acting as the bridge
between different (and often competing) social,twal and ‘classed’ worlds.
However, expressed within these arguments is gzathing is often not articulated in
this way, not least, by teachers themselves.

Writing in an Australian context, Allard and Sam¢R006) note that class (alongside
race and gender) is often explored by teachersnamdteachers under the guise of
understanding learners’ identities. They go onayp rarely is the focus shifted on to
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how teachers’ identities are shaped by these fcdriting about ethnicity in relation
to new teachers’ identities in the US, Ladson-Bgk (2001: 96) says about teachers
who are often teaching children from different ethmackgrounds to themselves that:

Typically, white middle class perspective teachdrave little or no
understanding of their own culture. Notions of whiégss are taken-for-
granted. They are rarely interrogated.

What Ladson-Billings is arguing is that individualglentities are so deeply

embedded, they are rarely even visible, never ngudstioned or problematised.
Furthermore, Allard and Santoro (2006) suggess iextremely rare that teachers
initially express the desire to teach children vane fundamentally different to them
in terms of identity. Bartolome (2002), also wrgifrom a US perspective, explicitly

suggests that all too often teachers come fromadl s@ction of the wider population,

namely white, middle class and female. Worryin@grtolome also argues that where
attempts are made to subject teachers and newetsaichexplore their own identities
and ideologies in terms of class and race, thege bfien been met with resistance.
This is in spite of evidence that suggests undedstg the ‘self’ enables and equips
teachers to empathise more fully with the studdreyg teach (Santoro, 2007).

There is also strong support for the view that bwatv and established teachers tend
to have an uncritical acceptance of the existirgas@rder with its ingrained notions
of individualism and deficit notions of childrenofn poor, working class and ethnic
minority families (Bartolome, 2002; Ladson-Billing2001; Whitfield et al., 2007).
Writing from a UK perspective, Gazeley and Dunn@0@) seek to explore similar
factors in relation to training teachers. They arthat often there is ‘both silence and
resistance surrounding social class in educatiooratiexts’ and that:

...theoretical perspectives that understand socalkschs a contextually located
social process in which the teacher and teacheit-plations become central
to the complex production of both social class leadner identities.

(Gazeley and Dunne, 2007: 409; 411)

Furthermore, they suggest that unlike gender amdi@ty, there is no statutory duty
to consider issues around social class in teacdmagn ITET. They therefore argue it
is often missing from official discourses and tmagharound teaching. As a result,
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they argue many teachers enter into teaching ‘ureefthe effects of their classed

identities on their professional practice’ (ibid:3).

Gazeley and Dunne further argue that when soaalsdls discussed by teachers from
middle class backgrounds, it is often done throtlgkir available class discourses
which often rely on stereotypes and can commonlydieit in nature. Within this,
‘problems’ of classed educational underachievensast firmly located to be the

‘problem’ of working class students’ home liveslues and culture.

However, in their own study, where Gazeley and [Ruasked trainee teachers to
conduct research into social class in the classydloay argued this equipped many of
them to deal more reflexively with class and starsee some of the barriers facing
working class children in the school process. T them to conclude that more
needed to be done by ITET (and therefore educatiore broadly) to equip students
to address class in the classroom and thus tordesd reflexively with social class

gaps in attainment. These arguments are espepgtiyent given:

Teaching in the UK is a post-graduate occupatioth earries a measure of
professional status. Thus, even if (some) teacleiginally came from
working-class backgrounds, it could be argued thair mobility, levered up
through education, has repositioned them as menalb¢ine middle class — not
least in the eyes of their students — dependingtumthese students are.

(Maguire, 2001: 316)

Class-crossing teachers

There also exists a body of UK literature that basght to investigate the classed
identities of class aware teachers and how thisaatgpon their work. These studies
have largely focused on teachers who have comerorking class backgrounds and
have chosen to work in inner city, ‘working classhools. Writing about an English
context, Maguire’s (2001) work is particularly uslein that it starts to explore the
way in which social class identities can be linkaglicitly to the types of contexts in
which teachers choose to work. In exploring ‘wogkiolass’ teachers teaching in
‘working class’ schools, Maguire is examining a tmalar set of teachers who
explicitly see their work as ‘classed’ work. Thdasachers are driven to teach in the
schools they do due to the injustices of class tikay have observed both first and
second hand. Though the teachers in Maguire’s stalthed of the way in which
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increased centralisation and bureaucratisatioeathing tended to get in the way of
being politically active, they discussed their po#l (class) motives to work with
working class children. Maguire argues these taacbiten worked: ‘in the classed
interests of those they taught, rather than (soinhose they taught with’, adding:

The point is that (these) teachers do what theyelmauseof their classed
identities and subjectivities.

(Maguire, 2001: 328démphasisn original)

Within this study, Maguire concludes by arguingtthaclassed identities play an

active part in teachers’ constructions of self ahtheir work’ (ibid: 330).

Following on from this, Maguire (2005b) exploredetltlassed identity of one
particular teacher who came from a working claskgeound and who worked in an
inner city school. What is particularly pertinentthis work is that Maguire explicitly
names the teacher in focus as having engaged iprdeess of ‘class-crossing’. In
doing so, Maguire argues that this teacher hasedoslasses in terms of both her own
education (i.e., being from a working class backgrb but having ‘succeeded’
educationally) and her occupation (working in therofession’ of teaching).
Interestingly, Maguire explores the way in whichsded practices within the school
impacted on the teacher's working life and her treteships with both staff and
students and how these classed practices could twogkclude teachers like this as
‘Other’. The work of Burn (2001) documents the damiexperiences of a ‘class-

crossing’ teacher.

The work of Maguire (2001, 2005a, 2005b), Burn (208nd Van Galen (2004; 2008)
then situate teachers in the UK education systerbessy in classed territory. In
particular, Maguire and Burn offer valuable insgimto the ways in which classed
identities impact on experienced teachers who h@ase conscious decisions to teach
children from working class backgrounds, backgrausanilar to their own. They
discuss how their working class identities impacttoeir work and in particular, how
this class identity often marks them out as difiete many other teachers working in

such contexts.
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However, as Maguire’s and Burn’s work explores eigmeed teachers, relatively
little is known about how these class processes @adtices impact on novice
teachers. What is also much harder to find in itleeafture is the way in which classed
processes and practices operate and impact on etsadnom middle class

backgrounds (especially in a UK context). Thisdatpoint is particularly important

given that teaching in this study is positionedemg about working at the borders of
class. This means that for many teachers from mididiss backgrounds working with
working class children may well be the first timeey have come into sustained
contact with different class cultures to their ovem,at the very least, experienced

them so intensely.

In this way, middle class teachers may also nedxtonderstood as class-crossers in
light of the prolonged contact they may have wiklildren from class backgrounds
different to their own. Within this, there is poteh to sensitise them to class
inequalities they have not necessarily experierfast hand (in the way that Kirk,
2002 described earlier or the types of teachersuMagnd Burn describe above).

Concluding remarks

This study seeks to address the ways in which ethgtentities operate and influence
the developing professional identities of a smafbugp of novice teachers. This
chapter has attempted to address the main bodldsrature and the existing relevant
theories and concepts that begin to help unpicktdsk.

In the introductory chapter, education was posdtas being highly inequitable in
relation to class. In this chapter, teaching hasnbgositioned as ‘class work’ (Van
Galen, 2004), a site through which class bordessing occurs frequently and as
such, it represents an invaluable lens through lwtocexplore the ‘psycho-social and
emotional aspects of classed identities’ (Reay520Q4). Referring back to Bottero’s
(2004) view that class is likely to be obscured rfmainy people because they rarely
come into contact with others who amet ‘just like them’, teaching becomes a

fascinating lens because by its very nature, ithagotential to make class visible.
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Chapter Three

Research Design, Methods and Methodology

The primary focus of this piece of research isxpl@e the ways in which social class
and a classed identity influences the developingfegsional identities of novice
teachers. This chapter sets out how the data tedlem address this focus was
gathered and analysed. It is intended to offer botéflective and transparent account
of the process incorporating the rationale andngttes as well as the issues
encountered along the way.

In summary, this is a longitudinal study based @ven novice secondary school
teachers as they progress through their one-ye@BP¢ear and then into their NQT
year and beyond. Semi-structured interviews weeanthin method of data collection.
Ten of the novice teachers were interviewed thirees each during the PGCE year
with the remaining novice teacher interviewed twi€ewards the end of and beyond
the NQT year, further semi-structured (mainly télepe) interviews were held with

nine of the eleven individuals, losing two due tiviton.

The choice to follow individual novice teachers otieme emanated from a desire to
gain a detailed and in-depth insight (Denscomb8818f the process of becoming a
teacher. Each novice teacher acted as a ‘case’ sfvichy 2003; Bassey, 1999)
because each was a ‘bounded case’ or ‘system’rritae a process (Stake, 1995: 2).
The use of a longitudinal approach originated ftbendesire to observe what happens
to novice teachers as they move from being a neainée’ to a teacher with a year’s

worth of experience in schools.

Conducting research is a process that goes beyomdyscollecting data and writing
about it. Therefore writing up research is also encomplex and complicated than
simply outlining what methods were used and whyugh of course this is an
important starting point. Many writers have disatsshe research process and
approaches to presenting it in a systematic anddbgay (Silverman, 2010; Babbie,
2009; Denscombe, 2007; Schutt, 2006). As Crotty98)9explains, the broader
process of methods and methodology are often piesém a confused manner, using
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terms and labels interchangeably and without glaftwhat was actually done and
why. In response to this critique, Crotty attemjatsimplify and unpick this process
by identifying four key elements. Crotty positiotiteese as four core questions that
need to be justified so that readers of the rebeay have faith in research findings.

These are:

e ‘What methods do we propose to use?

*  ‘What methodology governs our choices and use dhous?

*  ‘What theoretical perspective lies behind the mdthogy in question?
*  ‘What epistemology informs this theoretical perspe®’

(Crotty, 1998: 2)

For clarity, Crotty defines the key terms of refere as follows:

* Methods- the ‘techniques and procedures used to gatleeranalyse data’ that
relate to the particular research questions beiptpesd

* Methodology- the ‘strategy or plan of action’ that governsalvmethods are used
and links the methods to the ‘desired outcomes’

* Theoretical perspective‘the philosophical stance informing the methady and
thus providing a context for the process and grougis logic and criteria’

» Epistemology the ‘theory of knowledge embedded in the thecaéperspective
and thereby in the methodology'.

(ibid: 3)

For Crotty, an outline of the methods used is i place to start in writing up
research. However, although the ‘four areas’ agectd to be set out in this order, it
must be remembered that they are all inter-relaasdputlined above. Therefore, in
choosing particular methods to address particaearch questions, the other three
areas have already featured strongly in these idasighough these often remain
unexplored, hidden and taken for granted. Crotggssts writing up first the methods
and then the methodology. However, in this chafiitese two areas are integrated.
This is because the methods that were chosen @maately linked with the research
strategy (or methodology) and the anticipated aues As Clough and Nutbrown
(2002: 22) suggest, the methods should be seersamse’ of the ingredients of
research’ whilst the methodology is akin to ‘thasens for using a particular research
recipe’. In this study then, ‘methods’ is used tndte a description of the actual
methods used, for example, ‘interviews’, whilst thnedology’ concerns questions

around ‘why use interviews?’.
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Methods and Methodology

As Chapter One outlines, the aim of this studyisxplore the shaping influence of a
class identity on the emerging professional idgrdftteachers. This involves finding
out how novice teachers describe themselves irs ¢sns and how the notion of
social class informs their thinking about teachisghools and the children and

communities they serve.

As Strauss and Corbin (1998) propose, choosingpgmopriate methodology and
methods to respond to the research problem isaeimtrany study. As argued in
Chapter Two, social class and a classed identigy cammplex, multifaceted and
contested terrains and thus the methods and theodwbgy needed to be responsive

to this complexity.

Thus qualitative methods of data collection andlyans were selected to help best
address the research focus. This was becausenthwas not to establish ‘cause’ and
‘effect’ (Lincoln and Guba, 1985) and findings wewealikely to be quantifiable.
Qualitative research then refers to ‘any type akesech that produces findings not
arrived at by statistical procedures or other meahguantification’ (Strauss &
Corbin, 1998: 10-11).

Given the focus of the research aims, interviewsewelt to be the most appropriate
gualitative method of data collection because thagble data to be collected on
phenomena that is difficult to observe directly {irey and Watts, 1987). Opting to
use only one method is arguably open to critiquehengrounds that bias may result
from a limited viewpoint (Patton, 1990). Howevelyven the nature of classed
identities as something intrinsically complex, @ning a mixture of subjective and
objective positioning, other methods would haveeadbitle further in terms of both
content and richness. For instance, observing thece teachers in the university
setting or in classrooms would not have provideddaiaccess to understanding how
they described themselves in class terms, thewss/ien children and schools or how
their classed identities were impacting on theivedigping professional identities.
Attempting to gather data about classed identitexpuires a plethora of detailed
information concerning ‘emotions, experiences aeelifigs’ and as such, may be
viewed as ‘sensitive’ (Denscombe, 1998: 111). fhtiof this, interviews were

regarded as the most appropriate method to obtaim data (ibid).

62



Furthermore, given that this research is interestethe ways in which a classed
identity may influence the developing professiadahtities of novice teachers, it was
felt that a ‘longitudinal study’ (Ruspini, 2002) wid assist the collection of the
appropriate level and scale of data. The ratiof@l¢his included an anticipation that
the views and intentions of novice teachers maysbigect to ‘change’ as they
progressed through their teacher education cours® gained more real life
experience in schools. This is because the PGCEeads supposed to expose novice
teachers to a range of school/education-relate@rexpes. The PGCE in question
consists of three seven week placements in sclaualsall novice teachers on the
course can expect to experience a minimum of tferént educational institutions.
In addition, each novice secondary teacher congplatéwo-week experience at a
primary school whilst on the course as well as a-iveek enhancement placement

(which is often, though not always, at anotheregéht institution).

During this time, novice teachers also begin apgyor jobs and may attend multiple

interviews before eventually ending up finding eayphent. Thus, these different

experiences are also likely to impact on the vietwsovice teachers and the decisions
they make. Therefore building in an appropriate snea that could capture and

document change was crucial in this study andishiged as an important strength of
longitudinal studies (Saldafia, 2003).

A longitudinal approach also has a range of otlesrelits, though two in particular
were important for addressing the research aimkinvithis study. First of all, a

longitudinal approach enables a relationship toetigyv between the interviewer and
interviewee. This goes some way to remedying caorsctrat interviewees inevitably
only disclose what they want to (Powney and Wa®87), especially when intentions
and purposes of the research and/or researchernotaglways be clear initially.

Secondly, a longitudinal approach allows particuksues to be returned to and
checked which acts as a form of researcher andtipart validation. For instance,

something stated or asked in a previous interviam be returned to and then
comparisons can be drawn to ensure the intervidwsr recorded and interpreted

participants’ thoughts as they intended them.
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In total, a maximum of four interviews were planrtedtake place with each of the
eleven novice teachers in this study. Three ofehaserviews were scheduled to
happen at three different points during the PGC& ,y@amely as close to the start as
was possible (once the sample had been selected),approximately mid-way
through the PGCE year after the second placemehfihshed and one toward the
end of the PGCE year. The remaining interview welseduled towards the end
of/after the NQT year, when it was anticipated thaist of the novice teachers would

have been teaching for at least one full acadesac.y

Interviewing

Given the research focus and the nature of the einof ‘social class’, semi-
structured interviews were considered to be thet mpgropriate type of interview to
use. According to Maykut and Morehouse (1994: &),interview is a conversation
with a purpose’. Highly structured interviews wei@ deemed an appropriate method
because they are inflexible and would not allowthar type of conversation needed to
discuss a novice teacher’'s experiences of andnfgelabout becoming a teacher

and/or an area like social class.

In planning the semi-structured interviews, thstfstep was to identify a number of
broad topics that would enable the conversatiorddgelop around the identified
themes in the research questions. In semi-struttuméerviews, the researcher
normally constructs a schedule of mostly open-erglesktions generally referred to
as either ‘interview guides’ (Patton, 1990) or &ichemoires’ (Holloway, 1997a).
This study therefore developed an aide memoireefmch of the four scheduled

interviews and copies of these are included in AyppeA.

In opting to use semi-structured interviews, it veassidered important to avoid the
imposition of any views or values on the interviesavith my own role taking on that
of a facilitator. Semi-structured interviews thaeocording to Denscombe (1998: 113)
still have ‘a clear list of issues to be addresmed questions to be answered’ but they

tend:

...to be flexible in terms of the order in which topiare considered, and
perhaps more significantly, to let the interviewd®velop ideas and speak
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more widely on the issues raised by the researcher.
(ibid)
In conducting semi-structured interviews, the redear needs to be ready to probe
and prompt enabling the interviews to go into madepth and detail where required.
According to Patton (1990), prompts tend to fatbimne of three categories: detail
orientated, elaboration and clarification which #ie researcher get a fuller picture.

The prompts in this study all fell into these thtgges.

It is important to note that, despite best attemtptsensure that semi-structured
interviews allow respondents to dictate the digecnf interviews: ‘the agenda for the

discussion is set by the researcher’ (Patton, 1990).

Even though semi-structured interviews were usedhasmain method of data
collection, where appropriate, additional ‘officiaHocumentary sources were
consulted. In particular, ACORN data on postcodesevaccessed and governmental
documentary evidence such as Ofsted reports andFDseBool performance data
were accessedThe rationale for this was that it enabled the ic®vteachers’
perspectives about school and area characteristite triangulated and validated
from another source. Thus, a qualitative approaahdthods was used as this was the
most appropriate for collecting the type of dateedesl to address the research

problem.

The details of the longitudinal, semi-structureteimiews conducted and the actual
process of conducting these interviews will be uésed later in this chapter as will
the approach to analysis. However, prior to theerinews commencing, an

appropriate sample of novice teachers needed tsdiected. The next section
discusses this and starts with issues around atodabe sample of novice teachers

featured within this thesis.
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Fieldwork

Access and ethics

In order to explore the research problem, a snaatipde of novice teachers needed to
be identified. Access was a relatively simple psscdue to my employment as a
Research Assistant attached to a PGCE programmeratersity. The first step was

to ensure access was gained legitimately and tireréie PGCE Course Director was
approached. On gaining permission (subject to viomikg carried out ethically), the

support of teaching staff on the PGCE was alsolsoddpis was important because in
order to meet novice teachers on the course, atogbg classroom was needed. In
this way, the research was able to avoid some efpioblems faced by many

researchers in gaining access to a chosen resatgahihere there may be no existing
internal support. However, as Walford (2001: 34)esp access is never ‘total’ and

thus:

...might be seen as an incremental continuum, whkee researcher is
gradually able to move from the initial permissionenter the buildings to a
series of developed and trusting relationships.

By this Walford is highlighting that gaining accdassmerely the first step, whereas
getting those involved in research to move towdsdding they can be open and

honest is a continuing process.

In many respects, this study could be seen asd&nsiresearch because as the
researcher, | am directly involved with the reskacontext (Bell, 1999; Robson,
2002). This has both advantages and disadvant&ymghlan and Brannick, 2010;
Hockey, 1993). As Sikes and Potts (2008: 7) suggest

A criticism often levelled at inside or insider @asch concerns the extent to
which it can be considered to be ‘objective’ anddee‘reliable’ and ‘valid'.

Additionally, it is also argued there may be a poimgalance when interviewees and
interviewer are attached to the same organisatroimsiitution and their positions
within it have differing levels of power and influee (e.g., manager/employee,

teacher/student) (Merriam et al., 2001).
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In terms of advantages, inside researchers cowd aecess to a range of supporting
information that helps the research process. Fstaimte, interviewees may actually
feel more comfortable and at ease knowing theyeslaamutual connection to the
environment in which they meet (Hockey, 1993).His tway, the inside status of this
research was useful as there was an existing aess@f the processes and protocols
of the PGCE and NQT years meaning there was a comarmgguage during the
discussions. Efforts were also made to reduceiskeof existing knowledge adversely
affecting the responses of interviewees. For examtile teachers’ opinions of

processes were sought as opposed to descriptidhes# processes.

In response to the perceived disadvantages ohtidd status of this research, as will
be explored more fully later in this chapter, tsiisdy starts from the premise that no
research can be entirely ‘objective’. Moreovemight even be suggested that social
research of this kind should not be aiming for émivity’ with notions of
transparency, reflexivity and trustworthiness beingore appropriate than

‘objectivity’.

With regard to ‘power differentials’ (Maykut & Moneuse, 1994), though employed
as a researcher attached to the PGCE, my role éadlitle direct contact with
novice teachers. Furthermore, not only was direntact limited, my role also had no
direct input into their outcomes on the course.réftee, there were less power issues
than if say a tutor or an assessor had been ipteinvg the novice teachers in a
tutor/student capacity. Having said this, of coufs&re are no guarantees that those
novice teachers selected did not have such concehmdertaking a postgraduate
qualification at a university and being interviewayl a university employee attached
to their course of study could potentially have matiem feel vulnerable and
concerned that what they said could have implicatifor their course of study. As

Powney and Watts (1985: 9) argue:

...anyone who agrees to be interviewed takes risks.ekample, they may
expose their ignorance, prejudice, apathy or inéolee.

Given this, it was crucial to provide a setting the interviews that reassured all of
those taking part that it was not the intentiofjutige or hold them accountable in any

formal way for the views expressed. Thereforephlihe novice teachers involved in
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this research were given a full explanation of egearch as being entirely separate
from anything they were doing as part of their PG&@kd were reassured of
anonymity. In addition, developing relationshipsttwithe novice teachers was
paramount to building a trusting and open relatigmsin a non-threatening
environment to reassure them that the inside stafuthis research would not

adversely impact on them (or the research).

This research can also be seen to have anothanvafi‘insider status’ related to the
actual topic area of social class. As | will argaeards the latter part of this chapter,
as the researcher, it is clear that to many, | hayeerceived and defined classed
identity (see also Jones, 2004). In this way, |ravh merely an observer outside of
class. In light of this, ensuring tolerance andngenon-judgemental became even
more crucial to enable the interviewees to feedate and comfortable enough to be
open during interviews. Aware of this concern frdm outset, this was given much
due care and attention in developing the questionise used in the interviews and

will be explained more fully later in this chapter.

Ethical considerations such as those above areyap&d of any piece of social
research (Walford 2001). All research should (andstynadhere to being non-
judgemental (Silverman, 2005) and treating those pdrticipate with respect. All the
novice teachers taking part in this research dicbisoa voluntary basis. All were
reassured that they were free to leave the studgyapoint should they so wish. Each
individual was given as much relevant informatientlaey needed to enable them to
give ‘informed consent’ (Wiles et al., 2005). Thissearch was carried out in
accordance with the British Educational Researcdogigtion’s Ethical Guidelines for
Educational Research (2004) as well as The Uniyerdi Manchester, School of
Education guidelines as appropriate at the tim¢heffieldwork. The names of all
individuals, schools and colleges have been chatmgulotect the identity of those

involved.

Choosing a sample

The fieldwork for this research began in Septenthadber 2004. The small sample
of novice teachers in this study were selected fittve 2004/5 full-time PGCE

secondary cohort at the university in question.ohder to select a sample, a
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questionnaire was designed and distributed to thieeecohort that would enable a
purposive sample (see below for details of thisajto be selected. A copy of this
questionnaire can be found in Appendix B.

The questionnaire was a double-sided single shaetasked a range of questions that
would be useful in selecting a sample. The questioa asked for a range of
biographical details such as age, gender, subjeet athnicity, place of birth, place
name (and postcode if known) of city/town/village&awhere they spent the majority
of their life between the ages of 5-18 (i.e., thmmpulsory schooling and post-16
education years). A number of questions were iredutthat asked about the type of
area they grew up in, the type of school they attdnhwhere it was located and what
population it served. The questionnaire also festua range of questions aiming to
explore what the intentions of those on the PGCRodowere in relation to where
they would like to teach and where not and agaittiph@ choice options were offered
(e.g., school types and geographic locations). & ltpgestions gave multiple choice
options characterised in terms of school types.,(écpmprehensive’, ‘grammar’,
‘independent’ and so on) where appropriate andemms$ of simple geographic
locations (e.g., ‘inner city’, ‘general urban’, tswrban’, ‘rural’ and ‘semi rural’).
Alongside multiple choice options, there was somefi a space included for
respondents to explain answers with regard to peées and places they would not
like to work to help further understand their re@eg. The questionnaire also asked
whether they saw themselves/their families as lgghgnto a social class and if so,
which one, with a multiple-choice selection of “kmg’, ‘middle’ and ‘upper class’

plus ‘other (please state)’.

This questionnaire was piloted on a small groupfieé novice teachers. This
highlighted no obvious problems and so it was tHestributed to the entire cohort.
The decision was made to hand out the questiormainea face-to-face basis whilst
the novice teachers were at the university for bdRGCE sessions. Permission was
sought from all the tutors and an appropriate temenged to gain access to the
classrooms. In each subject group, | was introdimgethe tutor to the whole class. |
then introduced myself and the research to the ceoveachers. This included
informing them that the questionnaire would be usedelect a small sample from

and that any of those not willing to participatettier should mark the appropriate tick
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box to opt out of further contact. It was also expdd that completion of the

guestionnaire was voluntary.

In total, 164 novice teachers completed a questibarwhich was a good return rate
of 74% of the 221 full-time trainees registeredita time (those not completing a
form included non-attendees that day as well adinfieed number of abstainers). Of
these 164 who completed the form, 108 (66 per adritjem indicated that they were

willing to participate further in the research.

The next stage was to select a purposive sampte fne 108 individuals who said
they would be willing to participate. A purposivansple is where ‘the sample is hand
picked for the research’ (Denscombe, 1998:15). Tike of both multiple-choice
questions and the space provided to explain ansmers fully in the questionnaire
were used to help facilitate this process of seacit was also important to select a

range of early thoughts on future intentions webard to teaching within this sample.

As social class is central to this thesis, thosgagoteachers wishing to teach children
from socio-economically disadvantaged areas wasidered to be an interesting
starting point in selecting the sample. This wageemlly pertinent given that the
introductory chapter of this thesis set out thatosting can be seen as classed.
However, class was not specifically mentioned iesth particular questions on the
survey. Instead, a range of geographical labels d@re often took to signify and/or
euphemise classed contexts and schools such &s tity' and ‘urban’ (Maguire and

Dillon, 1997; Reay, 2004b), as well as ‘suburbard aural’ were used instead.

As this was considered important, the sample ne&ul@tlude novice teachers both
wanting to work in such schools and contexts a$ agethose not wanting to do this.
In addition, it was also important to feature nevieachers who were undecided about
the types of school contexts they would like to kvior. These assumptions therefore
informed the questionnaire design and the inclusibquestions that aimed to get at
this information. It must however be noted thatwath any short questionnaire with
(researcher imposed) multiple choice options, sypgroaches are only likely to offer

limited and general insights of any particular grad individuals (Babbie, 2007).
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The next stage was to have a thorough and detadlad through the completed
guestionnaires. On the basis of the above critdrea 108 questionnaires were divided

up into three groups:

* Those stating they wanted to teach in inner cibgdafworking class schools
* Those explicitly stating they did not want to teaclsuch schools
* Those saying they were unsure, uncertain abouticbrtdmnind where they

taught

It was important to ensure that the sample inclu@ed appropriate range of
demographic characteristics such as gender, sulljeat age and ethnicity. As the
study’s main focus is social class, it was alsodrtgnt to select a range of responses
to the social class question. Though this was tilg direct social class question, as
above, inherent in the multiple-choice options war@umber of assumptions that
helped add to the range of social background infétion one could draw from the
questionnaires. So, information about the typeabiosl attended, the geographical
area/social context of the school and the geogecaphrea/social context they grew up
in added to (an admittedly simplified) picture dfiet novice teachers’ social

background.

In total, eleven individual novice teachers wereced. These included:

* Four novice teachers who wanted to teach in anriomg@'urban setting who
expressed a clear interest in wanting to teachdidml from or in schools
located in socio-economically disadvantaged areas

* Four novice teachers who seemed very explicit thigt was not what they
wanted

* Three individuals who were undecided about whereagch or really did not

mind what type of setting they taught in

The choice to select eleven novice teachers i tat@me from trying to represent a
diverse range of backgrounds in each of the thedegories identified above. This
was also manageable in terms of scale and alloaepdssible attrition. Importantly,

the main reason for choosing the final eleven clora the opportunity they offered
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to engage with a range of very different insights ihow class may or may not impact

on a developing professional identity.

The sample contained six females and five maledladges of those selected ranged
from twenty-one to an individual in their fiftieShe tables below show in more detail
the individual characteristics for each novice kemdaken from the questionnaires. In
addition to this, each novice teacher had alsoagx@tl some of their answers and this
also helped select them as part of the sample.n@hees given are pseudonyms and

have been changed to protect the identities dhalie involved.

Table 1: Novice teachers wanting inner city/urban‘vorking class’) setting

Name & | Sex | Age | Type of (Self-identified) | Own education

Subject (Oct | school like | Social class

Area 04) to teach in | Background

Kelly F 23 Comp 11- | Working class 11-16 inner city

MFL® 18 comp; sixth form of
different 11-18
comp

Clare F 30 Comp 11- | No social class 11-16 inner city

Science 16 comp; sixth form
college

Simon M 23 Comp 11- | Did not answer | 11-18 boys’

MFL 18 this question independent
boarding school

Joe M 38 Comp 11- | Working class 11-16 inner city

Science 16 comp, FE college

Table 2: Novice teachers not wanting an inner cityrban setting

Name & | Sex | Age | Type of (Self-identified) | Own education

Subject (Oct | school like | Social class

Area 04) |toteachin | background

Ben M 50s Type not | Working class 11-16 secondary

Maths sig factor modern; sixth form
at grammar school

Sarah F 24 Comp 11- | Middle class 11-16 suburban

MFL 18 comp and sixth
form college

Jen F 24 Not sure Middle class 11-18 suburban

Bus Ed comp

Daniel M 21 Comp 11- | No social class 11-18 suburban

Maths 16 comp

® MFL = Modern Foreign Languages
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Table 3: Novice Teachers undecided on /did not mindthich type of setting

Name & | Sex | Age | Type of (Self-identified) | Own education
Subject (Oct | schooal like | Social class
Area 04) |toteachin | background
Lucy F 22 Comp 11- | Middle class 11-18 girls’
Eng 18 independent school
Matt M 29 Comp 11- | No social class 11-18 rural comp
Bus Ed 18

Open to

type
Katie F 21 Comp 11- | Working class 11-18 suburban
Science 18 comp

Interview setting

As stated earlier, the particular PGCE programneenibivice teachers were enrolled
on requires novice teachers to spend three sevek placements in schools, one in
each of the autumn, spring and summer school tedmmisetween these placements,
the novice teachers return to the university baseafrange of subject-specific and
educational/professional studies sessions. All itlterviews conducted during the
PGCE year were conducted during these times thecenaeachers were in the
university on a face-to-face basis. This was detig only in terms of accessibility
from the researcher viewpoint but also in termsrexfucing the burden on those
participating, removing the expectation on thengitee up their free time outside of
this.

During the PGCE year (2004/5 academic year), terthef novice teachers were
interviewed three times in total. One novice teadi®arah) was ill for a significant
amount of time meaning she was unable to comphetesécond interview carried out

midway through the PGCE year.

As the PGCE ended, all of the individuals agreegrinciple to continue participating

in the research by completing a further interviewards the end of their NQT year.
This was discussed with each individual and theeggdnconsensus was that the
telephone would probably be the most convenient toaghat with them since many

had jobs in different locations across England.
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The PGCE year finished in June 2005. From July 2066ntacted each of the eleven
novice teachers featured in this study via telephamd or email (depending on which
method of initial contact each had requested). Wafately, two of the novice
teachers in this study did not respond (attritigt@lly and Katie) and thus final
interviews were only held with nine of the novieathers. Telephone interviews were
then held with eight of the nine novice teacherslyOone final interview was

conducted face-to-face (with Ben as this was hesgpence).

As with any method or type of interview, telephomterviews have both their
advantages and disadvantages (Gilbert, 2001). @aoemnvee is cited as a major benefit
of telephone interviews and a mutual decision weached between the eight
respondents who preferred to do it this way andetiyin particular, as many were
living in different cities across England and/ordhausy lives, the convenience to
simply set aside one hour of time at a time ofrtledioosing, from the comforts of

their own homes, was both manageable and unobgrusiv

The disadvantages of telephone interviews oftegirate when it is being conducted
between people who have never met. This oftendascse because there may be a
struggle to build a rapport when face-to-face conamissing. In this research, | had
already met each of the novice teachers on monme d¢im@ occasion and thus had

already built up a rapport.

Interestingly, after conducting all interviews faceface during the PGCE year, when
many of the novice teachers were re-interviewed télgphone, they appeared
noticeably more open (i.e., more willing to chatlaalaxed - only in one case did the
individual concerned seem to struggle more on ¢lephone). There are a number of
reasons why this may have been the case. It caud heen because they all knew
what to expect from the interviews and as a resdling more relaxed in general. It
may have been that by this time, all of them haueted their course and most had
been teaching for at least a year making them gépenore confident about their

views on teaching. It may also have been as atrestilem being in their own homes.

It is not completely clear what the reason or raeaseere for this increased openness
but this does draw us back to an interesting paiaut ‘power differential’ (Maykut
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and Morehouse, 1994) discussed earlier. Perhapasitthe case that the interviews
held at the university, despite assurances, wesged with uncertainty in terms of the
extent to which they could impact on their courkstody.

Recording the data and anonymity

The intention was to audio-record all interviewsl aranscribe fully thereafter. Ten of
the novice teachers agreed to be audio-recordedl thhe outset. One novice teacher,
Joe, initially requested not to be recorded dutimg interviews expressing concern
about his views being kept on tape although heodidsent to notes being taken
during the interviews. No recording was thereforadm of Joe’s initial and second
interview. At the start of the third interview, J@aid (unprompted) that he had
actually changed his mind and consented to beiogrded. He said this was because
he had carried out some research himself durinP@€E and that he now felt he
understood the process and the need to recordrimtex to capture everything that

was said accurately.

Persistent assurances were offered to the novaoiée at the start of each interview
to remind them this research was unrelated to #tadlies, was anonymous and that

there would be no come back in any way from anwwa&pressed in the interview.

Each interview was planned for approximately halhaur to one hour in length. The
actual length of each interview varied from twefitye minutes to an hour and a
quarter. All of the interviews that were audio-retsd were then transcribed and
notes were written up shortly after interviews wheecessary. This enabled easier
scanning of the data as it is much easier whenighis written form. One issue that
arises in transcription is that meaning can bedash as pauses and tone of voice may
not be accurately captured. Therefore, intervievesewalso listened to again on a

number of occasions to ensure ‘meaning’ was natihohe process of transcribing.

Interviewer effect and researcher bias

Another issue that arises from the use of intersi¢av collect data is that, although
where possible the researcher must try to avoidenting what is said, neutrality is

not something that can just be transmitted. The guastions are asked, the way one
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responds and so forth can all indicate underlyiafues and beliefs. Denscombe
(1998: 116) notes that:

Research on interviewing has demonstrated fairiyclesively that people
respond differently depending on how they percdhwe person asking the
guestions.

In interviews, features like ethnicity, age and dgmall play a crucial role as does
social class, the central focus of this study. @ivleat class was something being
explored in relation to interviewees’ identitieg, i interesting to consider the
potential ‘interviewer effect’ (Denscombe, 19986)iven my own classed identity
(this will also be returned to later in this chajte

Where possible, interviews of this kind need a ¢ssifonal balance where the
interviewer’s personal opinions or ‘preferences anejudices’ are not aired in the
interview (Denscombe, 1998). However, as with artgrview situation, there are a
range of ‘clues’ such as accent and types of questasked (Freebody, 2003) that can
lead interviewees to make up their own minds alwioat these ‘preferences and

prejudices’ may be. Maxwell (1996) terms this &sé&archer bias’.

Just because a researcher is aware of this pdtéortisias and attempts to minimise
it, there are no guarantees that this does notdhmgprawhat an interviewee deems to
be your motives and what information they decidaltow you access to in terms of
their own views and perspectives. Thus, as Freel§@@93: 132) reminds us, ‘all
interviews are jointly constructed by all partiel’is hoped that in drawing attention
to this, readers of this study are equipped witd ihformation they require to
determine whether data collected and presentedrasevorthy. A particular issue
here, for instance, is that as the researchewé hastrong (Northern) regional accent

that is likely to be perceived by many as ‘workulgss’.

Reducing interviewer bias — question design

The actual questions used in the research werelynogsén-ended and asked the
novice teachers to reflect on their experiences schools (placement and
employment). This included being asked to descntmils, schools and the

geographical areas/social contexts they were |Iddatdn addition, the questions also
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asked the novice teachers to reflect on their oecisibns to become teachers, their

own schooling, their own social class and so forth.

The questions were kept quite general to enabéeviilgvees to answer as appropriate
and the three types of prompts described by P#1t@®0) earlier were used to probe
for more detail, elaboration and/or clarification.

Though social class is a fundamental componertisfstudy, the decision was made
not to introduce the term ‘class’ directly too gairt the process for fear of pushing
them to talk of class in situations where they wonibt normally have used the term
or the concept directly. In addition, as ChapteroTexplored more fully, a classed
identity consists of more than simply how peopleediy talk about themselves and
includes not only what people say they are, buttwhay do and what they think

(class practices). Importantly therefore, the vasjority of questions asked in the

interviews made no direct mention of social class.

Thus to overuse the term ‘class’ directly in quassi early in the research might have
orientated interviewees towards class, whethemoothis was a useful, meaningful or
important term of reference to the novice teach®&lso, as discussed in Chapter Two,
Payne and Grew (2005) suggest that the conceptladgs’ is not something that all
people explicitly use either in language or as aamseby which to understand
themselves. In addition, they add that many pedple of class without ever
mentioning the ‘c’ word directly and this is an iorfant aspect of this study.

Payne and Grew (2005) also talk of the need foefahiconsideration of timing in

guestions when discussing class for reasons meati@bove and therefore the
decision was made to approach class directly omeanitial rapport had been built
between the novice teachers and myself (againulhaile memoires can be found in
Appendix A). ‘Class’ was not therefore directly sadl until the end of the second

interview.

Analysis
There are any number of ways that a set of interdata may be analysed in order to
transform the raw data to a set of developed utalalggs that address the research
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focus. As Silverman (2000: 36) claims, any undediteg of data constitutes just ‘one

way of “slicing the cake™.

In terms of the type of data collected in intervégwhis may be viewed in two main
ways. The first is that a researcher may take asngthe subjective meaning that
interviewees attach to their words as ‘straight@ndv reports on another reality’
(Silverman, 2001: 111). The second is that respooar be seen as constructed rather
than as describing an external reality or ‘factif@man, 2004: 154). Silverman
(2001) suggests that these two approaches to iewerdata are often positioned as
incompatible. However, in this study, interviewesponses were seen as comprising
aspects of both of these two views. To suggestrésgonses fall into either one of the
two categories completely, ignores the situatedoéssterviewees in the former, and
ignores and marginalises the views of interviewieethe latter. Given the subject
matter and that interviewees are being asked toesggheir views and feelings, both
ways of viewing the data offer insights into howdanhy those perspectives have

come to exist.

Thematic analysis

Though contemplated, the use of a formalised versib systematic analysis and
coding such as that outlined by Radnor (2001) vegected. However, aspects of a
more systematic approach to analysis were usefutansidering how best to
transform data from ‘raw’ transcriptions, into mewiul understandings. An
abbreviated version of grounded theory (Glaser ga®&ts, 1967) applied only in
relation to analysis instead of both data collecand analysis was considered. Given
that this study had a starting focus and a rangeess of interest, the research already
brought to bear a set of values and influences titahately underpinned it (as
discussed later). Thus, grounded theory, whilstdgoo helping illuminate useful

insights, was not entirely appropriate.

Instead, a thematic analysis was employed, wheftbleynes’ or ‘interconnections’
(Denscombe, 1998: 211) were sought in the dates iRviolved thoroughly reading
transcriptions and scanning them for emergent tkerier each novice teacher, a
longitudinal account was constructed of their j@aymo becoming a teacher. Themes

were then identified relationally across the santpledraw out commonalities and
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differences. In addition, the tapes of the origimakrview were also re-listened to,

ensuring ‘meaning’ emanating from the tone and esgion was not lost.

Balancing an inductive and deductive approach

In relation to how themes and issues emerged frendata, there was a mixture of
allowing these to come directly from the data ftsgld from exploring themes that
had been illuminated through reading the literatavailable on social class and
identity. This was a dynamic process in that betbeeinterviews were even carried
out, there was already a strong knowledge of thecept and theories of class.
Inevitably this existing knowledge was present tigfwout the research process from

the planning stages and is embedded in the restzane$.

Once themes started to emerge, the literature ea®nsulted and used to make
further sense of the themes. In turn, the data thas re-examined to explore
emerging theories and once again, this processomgsing. It might therefore be

useful to see the relationship between the datatlamditerature as two-fold. Firstly,

the literature acted as a set of analytical toatk which the data was interrogated.
Secondly, the data drove which literature was eradhiand which concepts and
theories were appropriate in further understandinghus the approach to analysis is
neither purely inductive nor deductive. Instead #pproach to analysis is cyclical
moving between top-down theory testing and bottgntheory generating.

Moving backwards and forwards between the datathediterature makes way for
what grounded theorists call ‘theoretical sendifi(iGlaser and Strauss,1967; Glaser,
1978; Strauss and Corbin, 1990). This argues thaea concepts emerge, data needs
to be re-analysed whilst ensuring theory generagomains as grounded in the data as
is possible. It also needs to be acknowledged ithatersion in the literature, as is
always the case in social science research okihds rarely means that findings are
grounded solely in the data. Equally, all researedds to avoid the pitfall of applying
existing theories and preconceptions only (Milesl &duberman, 1994). Thus the
approach to analysis in this study had to carefsttpddle the line between theory
generation direct from the data and a form of higpsis testing, drawing on existing

conceptualisations and theories.
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Before moving on to explore what this means inti@tato interpreting the data, it is
important to note that once themes are identifededa needs to be re-consulted for
content that exemplifies the themes (Radnor, 200%jis involved re-reading
transcripts and identifying key information and tpgofrom each of the eleven novice
teachers’ transcripts. In this study, this stage waried out both by hand (involving
lots of copying out) as well as electronically @hwing copying-and-pasting using
Microsoft Word).

Interpreting data

Radnor (2001: 88) suggests that the next stagdvesanoving beyond analysis of
data to ‘interpretation’ where: ‘the interpretive process takes over from the
descriptive’. In this stage, Radnor argues the gatantinually worked until it is able
to ‘offer theoretical explanation of the phenomamader study’. As | started to
explore above, theorising cannot be separated faoalysis and the relationship
between data and theory needs to be responsiveyaadic. Though ‘theory’ may be
defined in many different ways (Glesne and PeshkB92), Strauss and Corbin

(1998:15) usefully suggest:

Theory [is] a set of well-developed concepts relatierough statements of
relationship, which together constitute an integglaframework that can be
used to explain or predict phenomena.

The role of theory in this study therefore actadgamework’ (Denzin and Lincoln,
2005) to help both analyse and interpret the dsdaa means of reassuring the reader
that the theories used in this study are reasoragiplied to the data, the use of ‘low-
inference descriptors’ (Silverman, 2005: 221) hbagen employed in Section Two of
this study. This means the data is presented vialyngerbatim accounts to highlight
the novice teachers’ experiences in their own waslsnuch as possible rather than
through reconstructed case studies. This hopefully enable readers to see for

themselves where interpretations have come from.

However, interpretation is always strongly tied ttee ‘self’ of the researcher
(Denscombe, 1998: 221) and there is always a datinggrthe researcher's own
framework of understanding is projected on to thdsatured in such studies

(Maxwell, 1996). To avoid the imposition of one’s/o values, transcripts must be
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continually read to enable multiple interpretatiaios be considered. In addition,
‘theoretical sensitivity’ (as discussed above) mbestemployed. But, according to
Crotty (1998) these considerations are those thah ctay hidden in accounts of the
research process. On this note, it is both timely enportant to return to Crotty’'s
remaining two ‘questions’, those associated witteotitical perspective and

epistemology.

Theoretical perspective and epistemology

Crotty (1998: 7) defines theoretical perspectivebagg about the ‘philosophical
stance that lies behind our chosen methodologyotter words, it is about unpicking
some of those assumptions that underpin both oseareh in general and our
methodological approach. In particular, Crotty &edis that in elaborating our
theoretical perspective, we are unpicking ourview of the human world and social

life within that world wherein assumptions are grded’ (Crotty, 1998: 7).

As the discussion in Chapter Two demonstrated,abatass and class identity are
complex concepts that are highly contestable (Maksh al., 1993; Crompton, 2008).
Researchers and academics alike find it diffioolagree on what social class means
and what impact it has on the various areas ofktitg. In its most simplified form,
there are broadly two approaches to understandidg/i@wing the operation of class.
The first is to see class as something ‘out thetath exists independent of whether
people have consciousness of it or not. In thisvyigass is something that can be
measured and classified. Writers such as Goldth(@p87; Erikson & Goldthorpe,
1985) are key exponents of this interpretation afia class. Secondly, there is an
understanding of class which is deeply rooted iltucal analyses whereby class is
much more about the meaning people attach to &, imfluence it has on their
everyday lives (see Skeggs, 1997; Savage et 81, Fayne and Grew, 2005) and the

everyday practices associated with social clash, (B203a).

These arguments have been covered more fully ipt&@ous chapter but these are
important points to re-surface when it comes toickipg the theoretical perspective
underpinning this study. Theoretically, those applong class as ‘out there’ (such as
Goldthorpe, 1987) been described as in keeping witmore positivist tradition
(Bryant, 1994). Inherent in positivism is the vieat the social world is real and
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observable and that it exists independent of comscess. According to this view,
research on social phenomenon should be more olgjlgetocused. Many proponents
of positivism also argue that social research shtwel subject to the rigorousness of
science and that it is able to produce objectivewkadge by uncovering objective
truths (Crotty 1998). Also implied in this is théew that researchers must try to

remain objective (Hammersley 2000).

By comparison, understandings of class (and otheasaof social research) that are
concerned with meaning, are considered to be ipikgewith a more interpretivist
tradition. This is because many advocates of thp@ach believe that ‘social reality
is socially constructed’ (Schutt, 2006: 43) and #ih'reality’ needs to be interpreted.

As Chapter Two illustrates, this study takes selipaultural understandings of class.
As such, the main methods and methodology usehisrstudy represent this and are
more in keeping with the interpretivist traditiomee it relies on more qualitative
methods of data collection and analysis. Howeves, is not without complexity. As
Chih Lin (1998) argues, all too often, quantitatimad qualitative methods and
positivist and interpretivist traditions are pasited as juxtapositions when in reality,
a combination of both often makes more sense. Thuslation to class, seeing it as
purely an objective ‘out there’ reality to be olijeely studied, or as an entirely
subjective phenomenon open only to our interpratatis unlikely to lead to any rich

understanding.

Chih Lin further suggests that much qualitativeesgsh actually comprises of both
positivist and interpretivist traditions because threas of interest in qualitative
research have often been identified through theenpositivist traditions, class here
being an example of this. This study therefore wdrkm the assumption that class is
both out there objective to consciousness anddgamic process impacting on our
everyday lives and holding meaning. Furthermoreilsivithis study uses a mainly
qualitative approach to methods, it employs morantjtative methods to both select
those people to interview and to elaborate, veafhd check the disclosures of

interviewees.

Although this study employs aspects of both pasitignd interpretivist traditions, it

draws more strongly from the interpretivist tramiitibecause the focus is to find out
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the influence class (however measured and viewad both objectively ‘out there’
and in terms of meaningfulness) has on the deuadpprofessional identities of
novice teachers. Therefore, finding out about theryay operations of class would
be extremely difficult using a positivistic apprbaalone (Crossley and Vulliamy,
1997).

In addition, given the complexities of class, thenéfit of a mainly interpretative
approach is that it starts from the understandived there is not only one way to

interpret things.

In empirical studies of social class, ‘ambiguitgshbeen argued to be a central feature
(Savage et al.,, 2001). The debate between struetndeagency is also a central
argument in conceptualising and theorising sodedsand a classed identity. At the
heart of discussing class, this ontological congequires any researcher to unpick
the assumptions that underpin their own work. Bhigly sees class as being both a
structural force that shapes people’s lives but akes the ways in which people act

with agency. The structure/agency debate is thexefoportant in this study.

Validity and Trustworthiness

This research study makes no claims to be genalédisoall novice teachers. Often,

gualitative research using case studies perpeiuadé Flyvbjerg (2006) has deemed a
‘myth’, that their findings cannot produce theoribscause the findings are not
generalisable. The work of Yin (2003) helps qualiis when arguing that instead of
generalising to whole populations (which, shoultvaals be regarded somewhat
sceptically), case studies can and do help coné&itowards theory that can be applied
to wider populations to increase our understandifigus, this study sets out to
generate theory that helps understand the ways hithwclass influences the

developing professional identities of novice teasheEarlier in this chapter |

discussed the balancing act between an inductigedaductive approach in analysing
the data. This should also be seen as the protdéksary building when using case

studies (Johnson and Christensen, 2004).
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Generally, in discussions around generalisabiltsties of reliability and replicability,
or in other words, trying to illustrate that thev@ or similar conclusions will be
reached regardless of the researcher, are oftatiopesl as central. These concepts
are, however, found more frequently in predominargbsitivist and objectivist
studies. This study, concerned with theory buildiwguld argue that in any research,
including in more qualitative and interpretive sasg] the ‘data’ is both collected and
analysed by a/sonresearcher(s). As such, findings never simply appatainstead,
the researcher(s) makes judgements and interpnetsdata. Readers of research
studies very rarely have access to the ‘data’ aediteerefore unable to make their
own decisions as to ‘meanings’. In light of thisaders must be persuaded that what
they are reading is trustworthy. According to Lilmcand Guba (1985: 290):

The basic issue in relation to trustworthinessingpte: How can an inquirer
persuade his or her audiences (including self) timatfindings of an inquiry
are worth paying attention to, worth taking accaoff?t What arguments can be
mounted, what criterion invoked, what questionsedskthat would be
persuasive of this issue.

The main strategy that a piece of research needsmigloy to demonstrate it is
trustworthy is that of transparency about the psees of data collection and analysis.
This enables readers of research to see for theessdiow and why certain
conclusions were reached. As demonstrated aboigesthdy argues that absolute
truth is not the aim of most qualitative, interptete research. As Silverman (2001
25) suggests, many qualitative researchers see\thhte freedom in social science is

either undesirable or impossible’.

Therefore, presenting ‘an honest’ picture is netraightforward event as there is not
one truth to present honestly, but rather multypdesions of ‘truth’ (Scott, 2000;
Hodkinson, 2004). Obtaining trustworthiness in tkiady relies on presenting the
reader with an accurate reflection of what was dbog/ and why to equip them with
the information they require to make their own gyajudgements. It therefore
becomes my own task to convince readers that teepietation of the data presented

here are believable and honest.

As Silverman (2000) points out, Max Weber argueat #il research is contaminated

to some degree by the values and beliefs of theareser. Education in westernised
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societies such as ours is also a highly philos@bl@ndeavour underpinned by many
competing ideas and ideologies. As such, educdtr@saarch is likely to be value-
laden and never value-neutral (Carr, 1995). As detnated in the previous chapter
and throughout, the concept of social class is ¢exnpnd is open to interpretation
and as such, also likely to be value-laden. Thidysagrees with Carr (1995) when he
argued that inquiry into education which claimstnality is simply not recognising its

own inherent values and ideologies.

To repeat this point, Silverman (2001: 83) arguesearch topics never arise “out of
the blue”. Researchers and research students ramgly have their topic of
investigation imposed on them. Therefore, at l¢@astsome degree, researchers are
instrumental in choosing what they study and hoeytintend to study it (Scott,
2000). Temple (1997: 79) notes that:

All researchers pick out slices of other people/ed which are of interest to
them. They select what is important and what ibedeft out and arrange the
results from their own perspective.

Choosing to explore a concept like social clasanneducational context makes the
above points especially pertinent. This is esplcihle case given the complexities
around ‘identities’ and the extent to which thew atructurally ordered (Bourdieu,

1984) or socially constructed/situated (Gee, 18flyards & Potter, 1992).

Hodkinson (2004) explicitly makes the point thasearchers of at least equal
intelligence and reading cannot make all othergeagyith all of their arguments. To

this end, he suggests that differences amongsandssgs are: ‘...rooted in deeply
held personal values, partly drawn out of our owpegiences’ (Hodkinson, 2004:18).
What this tells us is that we need to better undedsthe personal and emotional
investment researchers place in their work. Hodkinsuggests understanding the
investment researchers place in their work shoaltelgarded as a strength of research
and enables readers to ascertain the quality efpretation. He further argues: ‘the
pre-judgments that are part of our individual amdlective habitus inevitably, and
often helpfully, feed into that [research] proceébid: 23). Researcher reflexivity
(Walford, 1991) is therefore essential in incregsimansparency in the research

process.
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So far this chapter has focused on outlining tlseaech process and unpicking some
of the assumptions that underpin the decisions nvaitlén the study. Given the
epistemological and ontological issues discussedelthe final piece of this chapter
turns to a focus on my own researcher identity gitvet ultimately the interpretations
in this study are my own. What follows is an acdoolhmy own class journey and
class identity to illustrate that | do not claimdome to this research from a position
of value-neutrality and objectivity. The purposetbis is to enhance openness and
reflexivity and it is hoped that readers of thigdst will be aided to assess the quality

of interpretation featured later in this thesis.

Researcher Identity

From my perspective, social class has played amitapt role in shaping my life to
date and my experiences of education. | grew um @ouncil estafein Kingston-
upon-Hull, a city with high levels of socio-econa@mdisadvantage (DCLG, 2004;
2007) and limited employment opportunities, hit like ethnorthern cities by the
decline in manufacturing industries from the 19@@svards. My father worked full-
time at BP Chemicals as a process chemical oper&iivapproximately 17 years up
to 2001 when he retired due to ill-health. Priothis, my father had held a number of
jobs including driving buses, working as a bus ecarodr, a milkman and several
manual roles in various factories. My mother wdslktime housewife up until | was
eight years old (not long after my younger brothemched school age) when she
started to work part-time for a large supermarketiic as checkout operator where she
works to this day. | lived with my mother and fathbrother and sister in a three-
bedroom house on a council estate. My parents ldhgh council home in the mid-
1980s under the right-to-buy scheme when rising obarges for working people

meant buying your council home became a cheaperopt

My father was a trade union steward in his workplaod my parents were amongst
the small numbers of people who turned out to wotlecal and general elections in

an area of very low turnout. We were, what we waalldcall, a ‘working class’

® The 2007 IMD ranked the LSOA our address felltin202 (out of 32482) most deprived.
" In the 2004 IMD (Index of Multiple Deprivation),ut ranked the 8§ most deprived local authority
area and in the 2007 IMD, Hull ranked as th& st deprived local authority area.
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family. Both of my parents came from working cldssckgrounds characterised by

male manual, largely unskilled work and female dsimegancillary service work.

Economically, we never regarded ourselves as padrealative to those around us on
the council estate where we lived, we weren’'t. Myents always worked and we
owned our home. We had a car from me being youdgnanregularly holidayed (in
the UK that is, never abroad).

Class was always a structuring influence on theleyngent opportunities of both my
extended and immediate family. Culturally and sibgiave were also a working class
family with class structuring where we lived, whet watched on TV, what food we
ate and who our friends were. Importantly, class @algo a structuring force in terms

of our educational aspirations and outcomes.

Educationally, nobody on either my maternal or pwkside of the family had ever
attended university. Both of my parents left schegled 15 with no formal
qualifications and until | was around 15 years ¢éldad never even considered that |

may stay in education beyond the school leaving age

Hull’'s schools have received a lot of negative rdaiten for over a decade now for
continually falling at or near the bottom of natbrheague tables. This of course is
intimately connected to the high levels of socioraamic disadvantage across the city
though this is rarely acknowledged nationally.

| first attended secondary school in 1988, the yeducation was reorganised
nationally with the creation of secondary schoolewe children started at age eleven.
Though ‘catchment areas’ were to be phased outlgladter this, they were still in
place when we were allocated our secondary schdolgas allocated my local
secondary school situated on the council estaterevia@ lived. |1 had, however,
according to my parents and school teachers, geitina ‘bad crowd’ and had began
engaging in unacceptable behaviour both at schabba the estate where | lived. My
parents categorically refused to send me to myl lschool on the grounds that |
would either end up ‘knocked up or locked up’. &&&t my parents fought to send me
to a different school located some three/four mdesy from our home. The local
education authority eventually agreed to this afidormal interview process at the
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council offices on the basis that my father madeeity clear he would keep me at

home rather than send me to my allocated localdcho

In terms of attainment and reputation, both mgated ‘catchment’ school and the
school | eventually attended were very similar. Tdexision to send me to that
particular school was because it was the next seachool to my home. It was not on
the grounds of it being in any way classed as #ébeschool. The decision was taken

by my parents purely on the basis of improving regeyal social welfare.

With regard to the secondary school | eventualtgrated, | left school in 1993 and
that year, only seven per cent of children gairesdrtfive or more A-C grades (this
was prior to the A* grade). | was amongst the sgyencent and obtained a total of
ten GCSEs at grade C or above. My experience abadclvas generally positive

though the academic side of schooling often cancergkto ‘having a laugh’ with

friends. These years were not problem free andsl efn in minor trouble at school
for such things as being cheeky to teachers, thasi@nal bit of truancy, being over
talkative/disruptive and so on. Some teachers tbogon themselves to make it very
explicit to some of my friends and me that theyt @& would ‘never amount to

anything’ despite my being one of the few childweno managed to do reasonably

well in tests and exams.

The school | attended went into Ofsted ‘special suess’ the year after | left. It has
spent the last seventeen years or so in and ospexfial measures and the school is
now earmarked for closure in the next few yearsnih@malgamates with another

school and becomes an Academy.

Attending college or university was the furthesh¢ghfrom my mind whilst | was at
school. | had never had any contact with or examfsan my own family of anybody
who had ever gone university. It is probably farday | did not even know that
university was an option until I was almost fifteamd in the latter stages of Year 10
at school. At this stage, | started to go out vaitboy from school whose brother was
awaiting his A Level results to attend universityitially 1 recall being somewhat
shocked that anybody would actually choose to stiagchool but on having the
benefits of university explained to me (not le&st $ocial benefits) | seriously started
to consider this as an option. | decided | woulkenan extra effort in my studies so
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that | may attend college to do A Levels (and gagsiniversity) as the idea seemed
much more appealing than the prospect of gettijudpaTherefore, my experiences of
compulsory schooling were classed in terms of bt school | attended and my

understanding of it and what it could do for me.

After leaving school, | attended a local sixth focwilege to complete four A Levels
including sociology. It was here that | first enotered ‘social class’ as an area of
study. | enjoyed studying at this higher level dhd independence of choosing my
own subjects. In particular, | developed a reaklof sociology. Importantly for me at
this stage, this experience of studying sociologyigped me with the start of the
language through which | began to make sense otitilan which I lived and my
own experiences of growing up on a council estatk attending a ‘failing’ school.
Therefore, studying sociology helped me start taalty make sense of all the classed

experiences | had had thus far in my life.

Having loved sociology so much, | decided to purgsuat university. Initially I

attended a post-1992 university to do a BSc Sogioloourse having got my first
choice university with the required grades for ttosirse being a B and C at A Level.
This was my first choice because | liked the lobkhe city where it was located. The
decision to apply to this course and this univgrsilas never ‘academic’. On
reflection, it is clear that | actually lacked tkenfidenceto expect to get higher
grades than my first choice university requestegspde having higher predicted
grades and finally obtaining much higher actuatlgea This lack of confidence in my
abilities may also be said to have been classeengiviacked both the social and
cultural capital to make ‘academic’ choices. | adked this university for one year but
on enrolling on the course, | found it was not doeirse for me due to the actual
content and arranged to transfer directly onto $eeond year of a BA Sociology

course at a pre-1992 university in another city.

Whilst at university, | decided | would like to boe a secondary school teacher and
| volunteered on a student tutoring programme whérad a fulfilling placement at a
school for boys aged 5-18 who had been excluded frainstream schooling. | was
very clear | wanted to work in a school not unlike one | had attended myself,

working with working class children. On leaving vaisity, | applied for PGCE
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courses at several institutions but unfortunatedg wejected on the basis of my degree

in Sociology and the National Curriculum-relatedye® requirements.

On being unsuccessful in my attempts to becomaché, | moved back to Hull on
graduation where the only employment | could findswworking part-time in a
department store for six months. | eventually foarfdll time clerical post processing
student grants and loans for the local authorityil®V working here, | decided |
wanted to return to education to study for a Mastigree and self-funded a full-time
Masters course in Social Policy and Welfare viaaae€r Development Loan. Straight
from this, | decided to train to be a teacher i plost-compulsory further, higher and
adult education sector. | managed to arrange ngepiant in the same department at
the same university | had attended to complete ragtbts degree. On completing my
PGCE, | obtained some part-time work teaching withis department and then saw

and applied for the post of research assistantavRhD studentship attached to it.

Throughout my time in post-compulsory educatiortisgs, my class was always
there, something that | was acutely aware of. as especially the case when |
continually came into contact with people from sewgty very different backgrounds
than myself. In addition, studying sociology ankhted subjects equipped me with the
discourse to make sense of my classed experielmcegmny ways, the social distance
that | felt from many others, particularly duringynthree years of being an
undergraduate, meant that | was reluctant to mith wimost other students. This
stemmed from feeling | had no shared sense of lbagkd, purpose, likes, dislikes
and so forth. In terms of friendships, | almost @y gravitated towards people ‘like
me’. | tended to try to make myself ‘invisible’ atasses, reluctant to speak for fear of
sounding stupid and being out of my depth. All bistwas in spite of starting to
understand some of the dynamic ‘classed’ procdssas going through.

Even now, after eight years working in academiaohstantly worry about not
sounding ‘academic’ enough. I'm often still burddmneith feelings of insecurity (and
inferiority), dashing off to consult dictionarieshen | hear words | feel it is assumed |
should know but do not, an experience apparentireshwith other working class

‘academics’ (see Clancy, 1997).
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Having had an extensive post-compulsory educatityave experienced what many
call ‘social mobility’. That is, through educationhave supposedly risen up the class
system, now a ‘professional’, or on some ‘objectslass measures, ‘middle class’.
However, this interpretation has little meaningriog (again a feeling shared by other

working class, mostly female ‘academics’ — see E\rll997; Reay, 1997).

| still feel a strong connection with my workingask past but little connection to my
supposed middle class present and future. | atklwith my strong local accent and
dialect and am fiercely proud of my heritage andkigeound. This has not been
without its tensions for me however. For exampleften feel |1 have a ‘hybrid
identity’ of the kind Lucey et al. (2003) and He$907) describe, not fitting
comfortably into the ‘working class’ | have suppdiseleft behind but not feeling
affiliation to the ‘professional’ middle class (Zae, 2000) | have arguably joined. In
addition, culturally | feel | may also appear sonneg of a hybrid. | feel | am often
viewed suspiciously by the working class | claimb&ong to based on my cultural
‘consumption’ (Bennett et al., 2009; Edgell et aDO6) via the films and TV | watch,
the music | listen to, and the food | eat but yebhstantly feel | am active in resisting

and rejecting that this means | am in some way diei¢lass’.

Though only a glimpse into my own classed and rebea identity, this attempts to
demonstrate the way in which a classed identity thwedimpact of it on my life is
highly complex and open to debate. My own accoené imay, in the eyes of others,
overplay some aspects or experiences whilst saamfly underplaying others though
my own researcher identity has been dealt withremaigr detail elsewhere (Jones,
2004). Opening up my own identity to scrutiny igfidult. It makes me feel both
vulnerable and at the same time ‘unacademic’. Asl&§o(1997: 109) writes, about
subjecting her own working class identity to anelye this:

As | write these words, my deeply embedded psyohicatives begin to play
loudly and clearly. Does this already sound too t&rap too rhetorical, too

cathartic? Should | rapidly inject some referentesresearch studies and
critical social theories? How might | interrogake tsubject in a disembodied,
sanitized way?

However, addressing this here in the methodologptdr has been my attempt at
being transparent about the motivations for chapdims area of study. Having
explicitly identified possible sources of influenae the research, actions can be taken
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to minimise implicit and covert bias. In additidhey also alert the reader who is then
able to take this into account when making qualjtylgements as to the
trustworthiness of this research overall.
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Section Two

Introduction to Section Two

The purpose of this section is to present the datkected in this study. In total,

eleven novice teachers participated in this rebeardd Chapter Three outlines the
demographic and social characteristics of this $arajpng with a rationale for how

they were selected and why.

The following two chapters set out to present alemaample of these eleven novice
teachers. In total, six of these case studies vgllpresented in case study format
within this section. The nature and focus of tl@search relied on rich and detailed
accounts collected over a two-year period. As altea huge amount of data was
generated. The findings of this thesis stem fromaaalysis of all eleven novice

teachers. Detailed case studies for each of the@dgachers were then written up.
However it is simply not possible to present thdhinathe detail they require within

this thesis given the permitted scope and scaléndiode all eleven cases would have

meant drastically reducing each case study leddihgst meaning and richness.

Importantly, the six cases presented exemplifydai and the findings, particularly
around complexities and tensions around classdeice teachers. In choosing the six
case studies presented here, the aim was to reprdee range of diversity and
complexity of class as a mediating factor on thdyegarofessional identities of the

wider sample of novice teachers in this study.

In addition to the six case studies featured, Agpe@ features short pen portraits of

each of the remaining five novice teachers notgaresl within this section.

The six case studies presented here are containgebichapters. As social class is
the main focus of this study, these chapters aenged on the basis of the two main
class differences found in the sample (and Brisishiety more broadly); middle and
working class. Of course, as Chapter Two outlisesjal class is complex. Although

these chapters are organised around ‘working’ aniidle’ class groupings, only
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three of the six novice teachers who are presemeed identified as belonging to a
social class. However, in drawing on the work oe&ls (1997: 165), to understand
the ways in which social class impacted on the eoteachers in this research, it was
necessary to suggest classes based on their ‘ecgremuial and discursive relations’
not ONLY on their subjective positioning. Appendix D outkng more detail how
each of the eleven novice teachers subjectivelgritesd their class as well as how
they were positioned in classes based on theirn@mmic, social and discursive

relations’.

Therefore, Chapter Four presents three ‘middlestlasvice teachers: Simon, Matt
and Lucy. Chapter Five then presents three ‘workiags’ novice teachers: Joe, Kelly

and Clare.
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Chapter Four

‘Middle Class’ Novice Teachers

Simon

Background

Simon is a white male from a semi-rural area ingbeth-west of England who was
23 at the start of his MFL PGCE. Simon spent adargrt of the 1980s living abroad
where both his parents worked as senior civil sgsjaand he attended an 11-18
independent boarding school for boys. Simon attéradeorthern pre-1992 university
to complete a four-year degree in languages anddean studies obtaining a 2:1.
Simon then went to work for a governmental agemncyhe year but decided this was

not for him and enrolled on the PGCE.

Classed identity

Initially, Simon left the question about his soc@ass blank on the questionnaire.
When asked why he did this, he said:

Simon: Well, 'm probably about as middle clasgresy come. | don’t know, |
just felt a bit weird, | don’t feel particularly fdfated as social class, but | can
see a lot people probably do. In terms of accedtpaying rugby or whatever,
people sort, make kind of, you know, but like | dofeel particularly
affiliated... [I] wouldn't like to put anything dowwithout any context.

Lisa: So for mainly that reason do you see classoanething that is there and
relevant but that you don’t particularly affiliatie those definitions or...

Simon: Yes, | just like, there’s load of middle sdakids in Willow [one of his
PGCE placement schools] and you can probably seedhents fashioning
them to be lawyers or whatever it is what you wanbe. But, less so with
more traditionally working class families whose igafons, it must be harder
to push aspirations on a child that you've not exgmeed yourself.

Here, Simon explains that from an outsider's perspe, he would look ‘as middle
class as they come’ but then talks of his lack féfiaion to this label and that he
would not wish to be identified as this without text. He identifies this
understanding of class as being about accent dndalunterests but it becomes clear

that for Simon, being labeled as middle class issamnething he feels comfortable
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with (e.g., ‘...people sort, make kind of, you know. In this way, Simon is

distancing himself from the class location thatesshwould place him in but it
becomes clear that Simon does recognise that d&mss are taken to mean
something. When this is put back to him, he respdndtrying to articulate what the
middle class label means to him by giving an examgi parents at one of his
placement schools where he talks of ‘parents fashgothem to be lawyers or
whatever...” and gives a strong sense that this igtWwk is distancing himself from.
Given Simon’s own privileged educational backgrautits is very interesting as a
shaping factor in Simon’s developing professioni@niity (see below). Later, Simon

was asked if there were any situations he actéeliyniddle class, he said:

In some situations. | think the spur for succesd thhad at my school and
from my family, you know my family wouldn’'t accepgss than, as in my
exams and stuff, and equally my school wouldn'teptcanything less than
100% success. | don'’t think it was ever really aiom not doing that and
doing something that was less challenging or yiledworking in a job which
you know which required the minimum GCSEs. | thitlle spur to success |
think is something that is quite middle middle sladoes that make sense?
And materially, part of what | do is teach languagad you know one of my
kind of hobbies is traveling so | think sort of tygg the money to go on
holiday and to travel was something that is quiiedie class.

Here Simon starts to explore those aspects of &tkdround that identify him as
having come from a middle class background andnsetp align his class and
educational background to those children and paranbne of his placement schools
that he distanced himself from earlier. Importangigucation and the drive for success
is a middle class trait for Simon. However, to wstend this further, it is important to
consider this in relation to Simon’s motivationtéach and his views about the school

settings in which he wants to work.

Social class and Simon’s developing professioretitly

For Simon, becoming a teacher is tied to becomiparécular type of teacher, one
who works in an inner city comprehensive, a settuagy different to his own
education. Simon said he had always considerechitgacand his half-brother, a

teacher, was an influence:
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...my half brother is, was educated in a similar wayne, he went to Oxford,
but | didn't, and he made a conscious decision & & teacher in a
comprehensive school...

Simon also positions his brother as de-aligning deiin with his privileged
background and actively choosing to teach in théestector. Simon again distances
himself from his ‘class’ and educational backgrowvitten he talks of his peers from

school and whether any of them had also gone @&#ching:

...they might be a little bit too money driven to fgo it themselves but erm,
they've been very encouraging but it was somethirey hadn’'t considered
themselves and I'm, knowing them as | do, probalelyer would.

Simon again is hinting that he sees a set of vadtieshed to the middle classes that
he feels no affiliation to and that he wishes tstatice himself from and becoming a
teacher is tied to this. In addition, Simon is segjmg that teaching is much lower
paid than the occupations his peers have choserthalsdmay have a lower status

ascribed to it.

In terms of why Simon wanted to work in an inndy ciontext, his questionnaire, said
because of ‘the problems that you hear a lot alvoatties’ and that he would like to

be able to contribute to resolving them. When askezkplain further, he said:

| think that in terms of education, issues that pl@yed out, a lot of the
challenging things around socio-economic issuessdlare the sort of issues |
would like to work with. Comprehensive becausedl that | have been what
you would say quite privileged in my personal ediwcaand | would like to
give a bit back as it were .... I'm in danger of soumg a bit clichéd but
y'’know the problems of drug abuse, real povertglence, underachievement
in education, and it's something | would like tantrdbute to.

For Simon, teaching was about much more than inmgatts love of his subject or
replicating his own positive education, he confidnghis when he said: ‘I think
probably | see my subject as a vehicle for teachatiger than teaching as, vice versa

basically’.

In this way, it also starts to become clear thah@®i's distancing of himself from
some of the educational values of the middle ctaay be strongly linked into his

own ideas about his developing professional idgrdg a teacher. Simon wants to
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teach in a working class setting, addressing edutdtand social disadvantage, a
setting very different from his own ‘privileged’ echation. Simon is also clear that for
him, this is the only setting in which he wantswork, completely rejecting the

independent sector (and thus replicating his owrcation) and instead, wanting to

make a social contribution:

...l wouldn’t want to work in the independent sectorl would like to make a
difference and | think if you take kids at an indegent school, they have a lot
provided for them anyway so whether it's me teaghimem or anybody else
teaching them it won’'t be making a substantialed#hce in my opinion...

Simon also felt the same about going to work irhaigattaining and more middle
class state schools saying ‘I would have similaués with those as | do independent
schools because | wouldn't be able to make the shffezence...” Here we see some
evidence that for Simon, notions of ‘making a défece’ are strongly tied to working
in schools perceived to be in difficultly and thabat others may shy away from.
Importantly though, for Simon there is a sense radegpin choosing to move away

from his ‘comfort zone’:

My sister, she sells pensions, and she is vergrmifit to me ... she operates
solely in her comfort zone and the second she stepef it she’s likely to cry.

| think something like, perhaps, oddly enough, augrfrom public school ... |
was sent off to boarding school when | was eigldt laived away from home
from the age 8-18. | think Lord Of The Flies wastign about school when |
was eight and | think they can be pretty viciougcps and you learn how to
look after yourself, whereas she stayed at home waedt to a local
independent school and went home to a cooked rweay @aight ... one of the
aspects I'm proud of, my sister came to [city] @&he@ couldn’t walk down the
street without you know, she was a bit panicky akiba whole urban thing
and | think if you put her in any sort of schoof, garticularly an urban one,
she wouldn’t feel comfortable. But I'm relativelyqud to put myself in those
situations if you know what | mean.

Again Simon distances himself from his backgroundsbktting himself against his
sister who sticks within her more middle class ‘¢orh zone’. Interestingly, he
positions this ability to step outside of his comfpone as having come from being
‘sent off’ to boarding school when he was eight,eaperience he suggests could be
‘vicious’ and akin to ‘Lord of the Flies’. Moreovethis sense of pride to step away
from his privileged class background and go intdassed world that he is not part of

and which his own sister fears is an achievemeniSimon. In this way, Simon’s
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decision to teach and to teach in working classamrbontexts is located around
understandings of crossing boundaries and venturtoghe ‘Other’ and in particular,
the classed other.

During the PGCE year, Simon attended Nollingtonh@lt High School as his main
placement, spending his first and third seven wdakements here. Nollington was a
mixed sex, 11-18 comprehensive with just under 1p0Qils on roll (including
approximately 150 in the sixth form). In 2005, fercentage of pupils gaining five or
more grade A*-C GCSE passes including English aathswas 43 per cent, around
the national average and the number of pupils &N in the school was just under
12 per cent (with 2.1 per cent with statements)lsvhihe percentage of those
receiving FSM in the school was also broadly aronational average. Simon then
attended Willow Drive High, an 11-18 comprehenssezving a relatively affluent
community for his contrasting seven week placemeéhis school was outside of the
English education jurisdiction but was believedhive above average numbers of
pupils gaining five or more A*-C grade passes (idahg English and Maths) with

relatively low numbers of SEN and FSM.

Simon enjoyed his time at both schools. Howevehoalgh Nollington more closely
matched the type of school he said he had wanted the outset, he preferred his
placement at Willow Drive because: ‘...I think lufad it easier ...but | found
Nollington more rewarding...” So, neither school dit his views about where he
wanted to teach but Nollington fitted it more clyseith Simon saying it had its
‘challenging aspects’ and that: ‘some of the kidswere going through adolescence
the hard way'. Simon’s time here also brought hamehim the issues he may
encounter later in his teaching career about tlseagability of working in a ‘tough’
school when he said: *...1 suppose you could sayai guite emotionally draining but

it's not put me off’.

Simon began looking for a job during the PGCE yé#r.talked about feeling under
pressure to get a job before July to ensure soméaftudent debt acquired would be
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repaid and there was concern that it would be ‘disapjrminif he ended up taking a

job where:

...iIdeologically it wasn’'t what | got into teaching tlo. To teach kids that are
going to do well whether I'm there or not. I'd besappointed if | had to go
into something like an independent rural school.

By the of end of PGCE, Simon obtained a teachingt jpo London at Standsbury
School, a school that mirrored the type of schbat Simon had maintained that he
wanted to teach in. Standsbury was a large 11-X&dnsex comprehensive school
with approximately 1300 pupils aged 11-16. In 208%,per cent of students gained
five or more GCSE passes at grade A*-C (includinglish and Maths) and 21.9 per
cent of pupils had SEN (1.8 per cent with statesjerdfsted suggested the school
was fully comprehensive with a full range of alilthough overall, attainment on

entry is a little below average. The school is vdimerse culturally and a high number
of students have English as an additional languB& is also slightly above the

national average. Simon talked of the school hagimgmproving reputation’ after ‘it

was deemed to be relatively rough and strugglimgvipusly.

Simon also felt the school was socially mixed inm® of socio-economic factors
describing its catchment area as spanning ‘from Vi&ry white middle class areas ...
it includes some quite affluent areas and some2qoiigh ones as well’. Here, Simon
explicitly draws on class to make sense of the |puiackgrounds. Simon uses
‘rough’ to refer to more working class areas ant tls repeated throughout his
interview when defining the areas in which the sthdraws its pupils from. As well
as using ‘rough’ as a euphemism for working clagzas he also uses ‘nice’ as the
opposite of these, to refer to middle class ar@ds®ugh Simon is aware of class and
differentials in wealth, his understandings of digntage are arguably naive:

...some [pupils] are hugely, I think materially yr@re quite wealthy, there are
very few who | think are on the breadline, desiie fact there must be, there
are large numbers of kids on free school mealsybutknow they’ve all got
the latest mobile phones and what have you.

& As Simon was classified as training to teach shartage subject area, there was an additional éérm
financial incentive to gain work before the endloly in this particular year as some of his debt
acquired in the process of training to teach v@aStudent Loans Company would be repaid.
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Here we see that for Simon, his understanding ofepip does not comfortably

incorporate those children from poorer backgroumti® have access to the latest
mobile phones. In this way, Simon appears to lawkeustanding about the nature of
the society in which we live whereby goods (e.¢pthing and mobile phones) are
often relatively easy to come by via credit anda@th. Simon’s social distance from

the children he teaches may therefore be disto&ingpn’s understanding of the way
in which such families are able to come by suchemat goods and services.
However, on reflecting whether his own very diffgrepbringing had any impact on

him as a teacher at this school, he said:

In terms of how | am received, I've had no reallgpeons in London because
everybody has a southern accent, you know whatanmia [northern city] |
had this sense of perception that if | had a sonthecent, then | was posh
whereby here, because there’s so many differerénésd’ve not had that
suggestion at all. In terms of what my schooling do have sort of relatively
high expectations of how things should be in astta@m ... but | think I'm
still battling away to get it to be exactly the wiayvas at my school ... there
are inevitably differences between me and the ddmldhat | teach but | don’t
really think, | wouldn’t like to think that's som@hg which is demonstrated
through their behaviour, or like because | thinkiyan come from any group
and turn out to be or do a successful job and Ibg e@nfortable and to be
polite and respectful which | don’t think that'syéining necessarily to do with
a social class, but I think there are elements yplpbringing which make me
different from the kids in that regard.

Here Simon demonstrates that in a northern cityfehienis accent marked him out to
others as being ‘posh’ (or middle class) but heifeLondon, this was much less of an
issue due to more diversity in general and in leisosl. Simon is also reflexive

enough to understand there is social distance leetlven and many of the children he

teaches although he does not feel this affects tiediaviour towards him. He adds:

...but | do think there are sort of differencesnmn any teachers and students
and whether you'd identify those differences witbcial class or not is |
suppose a matter of personal choice.

Simon is again distancing himself from social classa useful explicit label through
which to make sense of differences in educationvéi@r, it would appear that for
Simon, working at a socially mixed school complezhtlass as did the very culturally
diverse nature of the pupil intake. On being askbdther he felt the school could be

described as having a predominantly middle or wayldlass identity, or whether any
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other type of label would more appropriately ddserihe identity of the school, he

said:

...I'd say it was very mixed... | don'’t think, exding the upper class which you
know I'd say doesn’t exist in the school, but I'dysmiddle and working class
would be roughly the identity, I'd say lower middke | don'’t think it fits neatly
into a category between the two of them again, I'd probably put like
multicultural or something like that because jue tvay the school is made up is
obviously very very different [groups] ... I'd saore in terms of ethnic groups
than in terms of economic sort of classes...| meanget people from a sort of
like huge area of London some who have just sopiarked the beamer outside
and came out in their suits and working, you kndfice jobs in the city and then
equally you get people who obviously have not b&erking during the day who
you could phone at sort of 3 o clock or anytimeiryithe day and there will be
somebody there.

Here, Simon attempts to make sense of class thrdglpupils’ parents making
observations of middle class parents’ cars and gattans and contrasting this to
those working class parents at home all day, demtd possibly for the unemployed.
Simon was then asked directly whether he felt $adess mattered in relation to

schooling, he said:

Simon: [long pause and erms] | think for, if, itheg, in my case no | don't
think it's been a driving factor, 1 mean | think athpeople are, and if social
class is a useful way of categorising that, | thin&t inevitably has an effect
on how they teach and why they teach, erm, butntdbink it's an area,
certainly less so than other areas of work, | dthitik education is one which
is very sort of socially divisive or sort of cladsminated.

Lisa: You don’t think it is?
Simon: | wouldn’t say so no.
Lisa: Where else would you say it matters more then

Simon: Again, this is within a London context, ag#hings to do with you
know, banking or these management training progresprall these sorts of
areas of work, I'd say they're very sort of middlass, upper middle routes to
go down but | think education, | mean the sort afune, you know, if it's
comprehensives then you know it's going to appeapeople of all sort of
backgrounds.

Here the ambiguity of class for Simon comes througé starts by stating that for
him, class was not a driving force. He illustratiegt his choices to become a teacher

in the state sector, and in particular, in a ‘dading’ inner city London school
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appear to show this and that teaching, particuliarlg state comprehensive school is
not an area that is ‘classed’ in the same way heraareas such as banking and
management. It would appear that Simon is thusrmkis decision to teach and to
teach in an inner city area as evidence that tlassot impacted on his choices, or in
other words, he is not simply reproducing classaathge by going into a more
typically middle/upper middle class profession. Hoer what Simon feels is
evidence that class has not impacted on him, mantbgoreted as evidence of how
class often plays out in complex and interestingysvdahat are not always

straightforwardly reproductive in nature.

It is also interesting that to Simon, this perspectranslates into the view that
education is not therefore ‘socially divisive’ mlass dominated’ because education is
open to all and teaching is open to all. It is extlusive and thus it is not, for Simon,

heavily classed. Simon was then asked if socialsamattered for pupils, he said:

I think pupils’ backgrounds are going to affectithetitude to education and
there are a number of factors that come into thdtlahink you know, | think
class might be one of them, yeah if the sort afsléf you want to sort of get
that middle class sort of ethos, you're going todbeng skilled labour which
requires in most cases a good sort of range ofegratl GCSE and if you've
not got that, if that's what you’re aspiring to thtéhe value of you actually
being in education is more obvious but for somepfeethey don’t necessarily
have that aspiration or that connection... I'vensgeu know pupils whose
parents have been claiming the dole for years aaisy and they can’t see
quite how it would be useful to not do the same.

Here Simon links class to differential aspirati@mgl inclinations towards education,
plus he is attempting to be reflexive about howoation may not be a logical choice
for those who are not going to use the skills amalifications they get from it. In this
way, Simon is attempting to go beyond a purely icdefnotion of the cultural
mismatch between the normalised view that educasidreneficial for all. However,
Simon stops short of actually problematising thacation system itself. Simon was
also hostile to the label of ‘schools facing chadfmg circumstances’ (SfCC) saying:
‘to be honest | hate the word, it's a little bitlijoal and little bit loaded really’. He
also talked of being anti-league tables (below) thnid is aware of issues schools face

despite coming from a very different social andadiwnal background:
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I’'m not really pro-league tables because it enabté®ols that are performing
well to blow their own trumpet and it influencesrguats’ decisions to send a
child to a school or not and if, what it tends tean is that a school has a bad
reputation it's not going to assist improvemenairy way in my mind unless
you have a teaching team and a management teanamghfodmly committed
to improving it but even then it is going to be mdlifficult to do that if the
perception of the people in the area [is] that 9ta rough school ...
[Standsbury] has very good value-added which isrgssdly what appeals to
me in teaching really. | think that helping peothlat won’t necessarily do well
and helping add to their achievement is more ingpdrthan helping people at
an advantaged school who are likely to do well ratten what happens.

Matt

Background

Matt is a white male from the north-east of Englaaged 29 years at the start of his
Business Education PGCE. He had been working iruitezent for seven years prior
to this and lived in what he described as a semailarea whilst growing up, attending
an 11-18 comprehensive school. Matt attended aJ882 Midlands university for

his BA in Business where he obtained a 2:2.

Classed identity

Matt’'s father worked at a fruit importing firm wheviatt was growing up but more
recently was working as part of a legal servicesnt@dvising people about their legal
position though he is not qualified in the aredasf. In terms of his mother, Matt

said:

Well what it was is that she was working ... [in &pdrtment store erm and
then she decided to have a change of heart andstigewanted to run a pub so
she ran this pub and didn’'t do a very good jokt and then she didn’t work
for around five or six years and she got bored, anah she decided that she
would drive a bus [for a public transport compartyje no idea where it came
from, coz she liked driving so she kind of said jlst drive a bus. But she
does it for pin money, she doesn’'t necessarily haweork so she just decided
she would drive ... she’s a bit eccentric you se@’ssla bit nuts ... just
pottering about the countryside ... picking up olddies and get paid about
seven quid an hour or summat...
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On the initial questionnaire, Matt said he did see himself as belonging to social

class. When asked why, he said:

Matt: It's a bit of a mixture because my fathedesivere working class but my
mothers side were very much kind of like, uppesg)ao the mixtures come
from both, so my dad’s side of the family were veygu know, constantly

working seven days a week, and my mum’s side ofah@ly my grandfather

was erm a managing director of a company ... thatehbd of money on my

mothers side, my mothers kind of like gone off tHatit now my mother

inherited all the money off my grandfather and dbesn’t have to work, but
she’s a bus driver. She’s had plastic surgery dmnavell. Bus driver and

plastic surgery, it baffles me. So you've got myth&r's side who are quite
rich and my dad’s side who aren’t. So that's winaih't class myself as either,
or. Just a bit of both really.

Lisa: Right. So, you do sort of see social classeasg something that actually
exists? But you don’t see yourself as being ablautoyourself in?

Matt: | don’t tag myself, no. Probably someone elg#l tag me with
something but | don’'t know what it will be. I'm nggarticularly bothered.
[pause] Are people hung up on social classeshayet

Lisa: Some people are.

Matt: Why?

Lisa: | don't...

Matt: Is that what you're trying to find out?

Lisa: It is one of the things I'm going to look gks. So you think it's
something not a concern of yours, an irrelevanteamor...

Matt: No significance to me whatsoever. | mean samesaid when you
become, you move up a social class, don’t you oresbing, if you become a
teacher or something... I'm not bothered at all.

Here Matt expresses ambivalence towards class ribmparticularly bothered’ and

‘no significance whatsoever’) but also discussesctbmplexity around positioning his
social class based on his parents differing clagkdrounds. Later in the research
process, the issue of class was returned to andwWaet asked again why he did not
see himself as belonging to a social class, he said

Matt: | don’t like to put like round pegs in squdreles like, | just don't see
you can tell somebody’s middle, working, upper jost of what they do as a
living or what their parents do for a living, | dosee what relevance it's got, |
mean my parents could both be upper class whiobrékieally would mean
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I'd be upper class but | could just like clean steeets, don’'t mean to say I'm
upper class does it, or middle class.

Lisa: But do you think it exists?

Matt: Yeah, | agree people are pegged into soametertain class[es], | think
it's more the upper class who like to see themsehseupper class rather than
the lower working want to call themselves workingss, | mean my wife
always goes on about she’s from a working clas&dracnd and both her
bloody parents were teachers so that theoretioadigins she’s middle class but
she doesn't like to admit it. But I'm not, it doésreally, nothing, | don’t think
anyone’s even asked me what class I'm consideiad, ft wouldn’t have a
clue, probably middle’ish, maybe working, lowerndo.

Lisa: What would you base that on, what you're daiwow or...

Matt: No what my parents did, | think that's howuyolassify it isn’'t it? If |
was doing it now I'd classify as middle coz of kg professional but, | think
ultimately | would consider myself middley-workinglassy, upper class
background — is that possible? [laughs] I'm juslig all of em.

Social class then is something that Matt says les dot feel is relevant or important
in explaining any of his experiences. He revead#t tie has never been asked (and
therefore considered) what class he belongs to thigl is supported, despite
expressing humour by laughing, when he says: ‘I ldvaonsider myself middley-
working classy, upper class background — is thasipbe?’ Matt turning the issue
around and actually wanting to know whether this wee focus of the research was
also interesting in that it raised some methodallgiensions (i.e., honesty whilst not
inadvertently prejudicing the data to make intemges answer in defensive ways, as
discussed Chapter Three). As well as the complefityis class background (due in
large part to his mother’s background) what alsergms is the sense of Matt's refusal
to be labelled as any particular class. His ambiveg is further illustrated by
reference to his wife’s refusal to classify hersedfa middle class, despite Matt’s view
that she was. It is also surfaces that for Mattdeustanding class is tied to

occupational status.

Social class and Matt’s developing professionahtdg

Matt decided to teach because he said he wantedraye from recruitment that was
rewarding and challenging and said: ‘I've alwagadied being a teacher from quite
an early age’. His wife was a teacher and Matte@lkf her encouragement plus he
had lots of friends who were teachers. His grahéfahad also been a head teacher,
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though presumably this was his father's father mgives mother’'s father was a
managing director and extremely wealthy though gnablematises Matt's assertion
that his father's family were working class. Matasvtherefore exposed to teaching
and the potential rewards it could bring him arieta of his grandfather’s influence

saying:

...my grandfather was trying to lean me towards gdimg a professional
qualification to do a professional job so teachimgs probably, | mean |
couldn’t be a doctor could | so.

From the outset, Matt talked of being open aboetdbntext of the school he would
eventually like to find work in but had a preferentowards an 11-18 school. When
pushed, Matt said he would prefer not to go somesvHie a grammar or

independent school and said:

...to be honest with you, | think I'd get bored pyetfuick when all the kids
are just sitting there. | mean initially because mgm went to private school,
and | was kind of inclined to say it's easy in aate school you get more
money working a private school but | bet it's bagrirreally boring and the
pressure is on you to get straight As all the timiethink I'd rather go for the

kind of poorer area school ... I've not been in @gie school, but my image
is that they just sit there like drones and thejust like little robots. I'd rather

have the diversity...

In terms of Matt’'s own schooling, he attended aosththat was relatively high

attaining (in 2005, the school Matt attended hagéBcent of pupils gaining five or
A*-C grades at GCSE including English and Maths had much lower than average
SEN and eligibility for FSM). In terms of descrilgihis schooling, he said:

...we had like quite nice big estates which were pérthe catchment area
where they were all four or five bedroom detachedses but then you had
some really rough kids there from a really poorkigacund...

On whether he felt his own schooling had been @nftial on his decision to teach,
Matt said:

No not really, | mean personally | was very muchagarage kid at school and
my theory is that the average kids don’t get atgrdibn whatsoever. They're
average, they’re always going to average, just leserage jobs ... So my
focus is mainly going to be on the average kidshe.liad kids that got all the
attention and the high ability kids got all theeation because they were the
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clever ones and you were just kind of stuck in itiieddle and you weren’t
really going to be a high achiever so you haveeib-mmotivate from a very
early age ...My school was very, well average, it was averggst got on
with it, went to school everyday just did what leded to do, did the
assignments on time ... | just turned up and did whateded to do. Didn’t
really like any of the teachers, didn’t really hatey of the teachers it was just
pretty boringly average. Which is why | want to centrate on the average
kids to try and make them a bit more motivatedame in and stuff.

Therefore, although Matt did not necessarily feed bwn schooling had been
important, it had shaped his sense of feeling ‘dnatrage’ kids are overlooked and
thus developed an image of the type of teacher hated to become. Matt's
experience of schooling therefore did not seemateetbeen an overly enjoyable one
but rather, a forgettable experience, somethingvaeted to address. Here Matt is
attempting to represent himself as ‘average’ ang #s a ‘normal’ (ordinary) student

and person.

During the PGCE year, Matt attended Bessingbrodko8icfor his first and third
seven week placement and attended Dalby Sixth Fewiiege for his second seven
week placement. Bessingbrook is an 11-18 comprérength around 925 pupils
(including the sixth form). Located in a small towthe majority of students who
attended came from white British backgrounds. Haewéeke school catered for pupils
from a range of socio-economic backgrounds, somghaim were on low incomes,
though FSM was below the national average. In 2008r eight per cent of pupils
had SEN (less than two per cent with statementyamper cent of students achieved
their five or A*-C grades GCSEs including Englisidaviaths. Though Bessingbrook
was socially mixed, it appears from such indicatmthose above that it was skewed
towards the less disadvantaged end of the speckilihnugh Matt acknowledges this
from time-to-time, when for example he talks of somery wealthy sixth formers,
mostly, Matt implies that the school is skewed tmgathe more disadvantaged pupils
for instance saying it was located in ‘quite a paoea’ and referring to lack of

parental support:

| think it's just a place they palm off their kids be honest with you, | mean
on parents evening, there isn’t a high turnoutasepts...

Matt said the school was:
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Very very strange. The opening conversation | h@t Whe head master was
that the kids are very very low self-esteem becaighe [name of] factory
they all just presume they are going to work th&vefrom a very early age
they've been conditioned that they will just betéag workers so try to get
their esteem just a little bit above that becalsy’'ve been conditioned but
generally | enjoyed the school ... There was verytresting pupils there,
there were some who were absolutely out of it, pishcame into class, didn’t
want to know, didn’t listen to a word you were sayithey were the most
challenging ones. Erm and you got some strangeactes there as well they
were just strange, | just couldn’t understand thanall coming in with like
decapitated toys with pins in and stuff...

Thus Matt is acknowledging that the children cammemf a range of social
backgrounds but throughout the interviews, Matteus tended to be on those
children from poorer or working class backgrounashis school. On being asked to
reflect about differences and similarities betweBassingbrook and his own

schooling, Matt said:

Bessingbrook is what I'd classify as a little baugher than our school, erm,
we didn’t have that many bad kids at our school o.dscipline wise, there

wasn’t that many issues at our school ... Erm, | ntbane was some girls at
our school who had very rich parents erm and soaterbally poor but you

didn’t really notice it at school so | didn’t realiake a lot of notice.

Therefore, Matt’'s concentration on the poorer akitdat Bessingbrook is evidence
that for Matt, this may well have been his firshtact with children who are socially

very different to his own past educational andseasexperiences.

Matt did not enjoy his time at the college and sdidthink | didn’t get much out of

the college placement because they were justilitke dirones to be honest with you'.
Matt had therefore decided a college was not tve@mment for him. Matt also had
some reservations about the Education Maintenaneards (EMAS) that students at
the college got thus distancing himself from nosioof social and educational

disadvantage saying:

...[they] like get paid to go there like 40 quid aekdo go to college and stuff
and | just find it quite bizarre, | mean the whplant of college | thought was
that it was your choice to be there...

Matt did not start applying for jobs until two-tds of the way through his PGCE and
had no job by end of the course. Matt had decidedotus on ‘bog-standard
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comprehensives’ but with a skewed interest towasasking with ‘average’ to
‘bottom’ kids saying: ‘...I just think that they amore interesting ...” Matt was not in
a rush to get a job as his wife was expecting & laslol was due to give birth around
the start of the approaching academic year. Howevsdort time after completing the
PGCE, Matt was employed by Bessingbrook, his plargrachool for his NQT year
to cover maternity leave. During this year, Mattided he wanted to work part-time,
four days per week, to spend some time looking &fe new baby. He then obtained
a post at Gordesly School for Girls, an 11-18 ireejent school located in an affluent
village. Matt explained his move to the independsadtor arose due to the scarcity of
part-time jobs in schools generally. Matt talkeddepth about the affluence of the
pupils and their families as a way of describing $lshool, for instance:

...oh it'’s ridiculous, one of my sixth formers geta0p a week pocket money
... One [pupil] had her 18th birthday in Milan and klad paid for six of them
to fly over and stay in a posh hotel ...Oh it's undehble. They're all just like
directors and they all own loads of companies adrdhe place, they've got a
few celebrities’ kids go there .l.went to France with em and we went for
four days erm and the question was asked the wefekebcan you bring your
passports in you know just so we can keep em and lem to the airport ...
half of them said they couldn’'t as they were goawgy at the weekend, |
mean we took 24 kids and at least half of them werag away that weekend
to their like various apartments all over EuropeMaost of em are going to
Africa for some reason this half term, Kenya andcpk like that and god
knows where and Australia, it's a different worlehw the other half live ... |
mean there’s a trip to Kenya erm and half the garare going with their kids,
it's like 1500 quid a pupil and the parents havedy about three grand ...

Matt here is distancing himself from this very whbalclass ‘Other’. It appears that
coming into contact with classed experiences thatshw as being much more
privileged than his own, sensitised Matt to issokewealth and class. Asked directly
about the classed identities of both Bessingbrowk@ordesly, Matt said:

...[at Bessingbrook] there was a bit of a non-sghere didn't seem to be
many middle of the road kids there you know, froomaderately wealthy
background, it was either like really poor or quatell off...there just seemed
a bigger class divide, not that you can talk ossldivides anymore but there
seemed to be a bigger class divide at BessingbbboblGordesly they're all
just upper class or they think they are. Nouveaberisome of them .they
can be quite materialistic, that’'s the only thingahn tell is they're obsessed
with money and how much things cost ... well that'Batvnouveau riche
people are like aren’t they?

110



Here Matt distances himself again from both schaolslass terms by his talk of
neither school having the ‘middle of the road’ kidke also talks of Bessingbrook as
having a ‘class divide’ though remarks ‘not thatuyoan talk of class divides
anymore’ and as seen earlier, class is somethiag Natt continues to distance
himself from though he uses it to make sense of dbkool. He also makes
observations about the ‘nouveau riche’ as beingténmmlistic’ and thinking of

themselves as upper class. So whilst Matt denass ¢k useful for him in explaining
his own background, he draws upon this to desaribers. Similarly, Matt again

draws on class to make sense of teachers he workgséde at Gordesly:

Matt: ...some of them [teachers] kind of like got into Galgenode, so their
accents have gone and they've started talking ymuwkposh but erm there’s a
couple of Scousers there who you can’t even ta@l/’tk Scousers because
they've gone into the Gordesly way of you know iadkposh like, you know
what | mean, erm so they feel they have to fitl imean they buy BMWs and
stuff, I mean | don’t know how they can afford to tthat but some of them are
from near the area, they live in Fursborough [&ffluarea school located in]...
which is quite an affluent area but they like tnddit in with the kids really,
which is a bit strange really ... |1 don’t understantly people drop their
accents when they start getting older, you knowg’'sithat Geordie actor who
is in ... Wire in the Blood? ... God he’s gone all ligesh ... | can’t stand it
when people lose their accents. It's almost likeytte ashamed of their
identity isn’t it? ... it's like they’re ashamed...

Lisa: So do you think your accent could end up giveg? [Laughs]

Matt: No is it heck [laughs] hasn’'t done for terage so, they all take the piss

out of us like.
Again, Matt is distancing himself from the clasghér’ and those who appear to align
themselves to a class they are not from, focusingniaccent as a means to illustrate
this and position himself as different from thoshowchoose to lose/change their
accent. Matt does speak with a regional accentcaged with the part of the country
he comes from. But what is interesting is how grbis association with and use of
local dialect and colloquialisms became during #éxsact, to demonstrate further and
apply his point. For Matt then, accent is linkedato identity and by default, those
choosing to ‘drop’ their accent are aligning theimse with the upper classes. By

contrast, Matt is choosing to align himself withiferent class and regional identity.

With regard to social disadvantage in schools, Msaid the notion of ‘SfCC’:

‘...leads me down the path of behavioural issuesissuks with the kids...” and there
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was very little further or reflexive understandiofjthis, for instance, with regard to
FSM figures, Matt had no understanding of the r@tee of this in relation to official

discourses on SfCC:

Its a load of rubbish isn't it really? If you says a challenging school
because there’s loads of kids getting free schaals) is that a challenge is it?

Thus there was no correspondence between FSM g &eiindicator of poverty and
poverty as being linked into educational difficettibarriers. Matt also felt that

Bessingbrook may fit the SfCC label, he said:

... would say Bessingbrook is moderately, if you dithllenging from 0-10,
pushing onto about a seven, the most extreme whese have cameras all
over the place at 10. It's probably challenging Iuéinly due to certain

individuals...

Thus Matt appears to think Bessingbrook is a qeiitgllenging school, despite little
evidence of this. On whether schools or children SfCC could be seen as
‘disadvantaged’ (see below), Matt further distanbasaself from the working class
‘Other’ and notions of poverty and disadvantage asidhe has also distanced himself
from the upper classes, it would appear that fottMhaat ‘middle’ section, that Matt

seems reluctant to name as ‘middle class’, is whk#'s comfort appears to sit:

No, it's quite a negative, horrible word, disadaged, as opposed to not being
advantaged kids. You see though at schools whgtdlass as disadvantaged,
but they have opportunities not to be disadvantggstidon't want to take
them because they don’t know how toThe thing with disadvantaged kids, |
mean you get some kids who are disadvantaged wiextdemely well, whose
parents abuse them at home but they still come&hoa and do well. 'm a
big believer in this blame culture that is beinggeated — it does my head in —
it's quite easy for the kids to blame that they 'tdbave the new t-shirt once a
year at home so they can misbehave at school tfekrdelieve in that | think
it's their own choice. | mean there are certaitui@hces that will impede what
they are thinking at school, | mean there are erfies in parentage, but
ultimately it's their own choice if they misbehavs. that quite extreme? |
think that's quite extreme isn't it really?

Here in the last sentence, Matt seems to becomeeathat his views may come

across as ‘extreme’ given the context of talkinguwbchildren who some would

regard as ‘disadvantaged’.
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Lucy

Background

Lucy is a white female from a small town and wasag2 at the start of her English
PGCE. Lucy attended an 11-18 independent schobbtith her parents taught at and
her fees were waived as a result. Lucy complete@raglish degree at an Oxbridge
university where she obtained a 2:1. After comptgther degree, Lucy worked in

retail for one year.

Classed identity

Lucy’s father had been a teacher for many yeansghder mother was relatively new
to teaching. Lucy self-identified as middle clags tbe initial questionnaire, when

asked why, she said:

| suppose it's a cultural thing isn't it? Partly,ynparents’ professions with
them both being teachers, | see my dad as beindlenadass from a middle
class family, his, as in being relatively comfoi&ain money terms, whereas
my mother comes from a working class Liverpool figmher dad was an
engineer and | see my mum as being middle clasausecof education in a
way ... | don't know, |I do sometimes feel I've had \ery, almost

embarrassingly middle class archetype and lots pfparents’ family are

artists, or there has always been lots of talkibéiad literature, and my mum’s
really into theatre, and they've kind of thrown towé at me all the way
through in that kind of way. So, although when Iswgunger my parents
earnings were very low, it's only relatively redgntve’'ve been a lot more
affluent as a family, and being an only child I spa lot of time with adults

and was always talking about stuff. So, | think ttat, a cultural thing...

In some senses, Lucy, has the cultural capitah&dbke her to be more reflexive about
social class. Lucy has a strong sense of classnkedl to culture with economic
aspects and in particular, occupation coming seagniut still important. She talks
of her own class as been an ‘almost embarrassmglyle class archetype’ with arts
and culture as a central defining aspect. For Ltheye is the contradiction of on the
one hand, her family income when growing up which says was not very high and
on the other, the cultural tastes, interests artepnces (in a Bourdieuian sense) that
shaped her sense of who she was. Added to thig, $ays her mother came from a

working class background but was ‘transformed’ tigto education into being middle
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class. However, despite possible tensions, Ludg femme ease in articulating herself

as middle class.

Later in the research process, class was reviaitdd_ucy was asked to reflect on the

term ‘class’ and asked whether she always felt faidthss, she said:

I mean it is something | do think about a lot andld find it all quite
problematic because | certainly agree that it feefslated and it sort of feels
just like a kind of pointless way of describing ssbody as well as it doesn’t
actually say very much except that | do still féedt this country does seem to,
class distinctions do seem to persist in the way theople are defined in
society and | don’t know, | feel uncomfortable abthat but then | mean, |
don’t know whether it would be kind of better to#iof try not to give things
labels and names and things but | feel as if theaesort of, like I've said
before, it's not, it doesn’t feel so much a kindiogncial distinction when I'm
thinking about it, it feels more like a, | don’téw, a sort of [pauses] yeah, an
attitude to certain things but | don’t know, | deef awkward about it and it's
more just an easy label when you’re talking | thimk [pauses] | suppose I'm
just conscious sort of at school as well studerdmfdifferent families have
quite different interests and different experiene@th things and it does
generally seem to work in accordance with professibsuppose, what their
parents tend to do and how that affects theirualgi$ or the things that they've
experienced or whatever. So, in that sense, ledbds if there’s still, those
things are apparent but erm, | mean in that sdrmgpose | do still describe
myself, | would still describe myself as being maldclass but it's not
something | would necessarily feel that comfortasdging, | don’t know, |
don’t know.

Here Lucy begins to express some of her disconaimiind class and the labeling of
others. Lucy is engaging with the debate aroungscénd the battle between whether
it is purely a label or whether it actually has mieg. On the one hand, Lucy fears the
label is just a label but then on the other, shecigely aware that in her experiences,
the attitudes people have towards certain aspédfe do appear to be shaped around
this thing called class. Lucy is therefore engageftexively with class and trying to

work through the issues it throws up for her. Orethler there were any situations she

did not feel middle class, she said:

...maybe one of the things about describing yotieseimiddle class means that
you can kind of imagine that you're just sort oirlig maybe it's just more
non-descript or something... | define myself | soggpin terms of where | grew
up, the fact that | grew up in [Midlands city areajd the fact that my mum
particularly is from a very working class Liverpobackground and that’s
always been very important | suppose in my viewngfself but, I'm also
aware that, and when | was little, I'd certainly, terms of say financial
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background, my parents didn't have very much mobey, I'm always
conscious that I've been very privileged and | khimaybe that’s the issue. It's
like | feel that I've had access to lots and lofshongs, I've had access to
educational, lots of educational benefits, andgsjrand haven’'t wanted for
anything and maybe a sort of, | don’t know, maytet’s what kind of makes
me describe myself as middle class is becausehbtidoesn’t quite apply. |
think, | think probably, I always feel like this bwhat I’'m conscious of is that
I've got quite, I've got friends who have grown mpquite wealthy households
whose parents earn an awful lot of money, a lotentban my parents have
ever earnt, and I've also got friends who’'ve comanf very working class
backgrounds and haven’'t and didn’t go to the sclheant to and things like
that and usually, | feel very comfortable in allthbse situations. | suppose |
don’t feel any different | don’t think in any oféim and | don't feel as if those
differences actually make any difference if you wnailtimately in terms of
friendships and things but | don't think | feel penally any different in any of
those situations either, |1 don’t think | feel mange or the other. | think mostly
| just feel | would define myself if asked, as froammiddle class family
regardless yeah.

Here Lucy says on the whole, there are very fewany, situations where she would
not define herself as middle class. For Lucy, bemddle class ‘means that you can
kind of imagine that you're just sort of fairly, yt@e it's just more non-descript or
something’, or in other words quite ‘ordinary’. Hewver, Lucy also recognises that
she has been very ‘privileged’ educationally andadly. Lucy says she feels equally
at ease with both middle and working class frieadd does not feel the need to
represent herself as anything other than she isgthducy says she would say she
was middle class ‘if asked’ suggesting it is notlahel she would use herself

unprompted.

What makes Lucy particularly interesting is thak sliso described herself as a

‘socialist’. When asked to articulate what she niesime said:

Just the sort of belief that, | don’t know, | thirgally [I] do feel that I've had a
privileged upbringing and ... I've always had evemth I've wanted or
needed, | don’t feel like I've ever wanted for anigy ...But | think | sort of
feel that it is something that everyone should ougthave ... | know it’'s an
ideal and | know it's kind of bonkers ... | feel likve been privileged but |
don’t want to earn loads and loads of money witdt,tland | know | could
probably, | could with the education I've had ‘m Inot very clear about this
but | have a fundamental feeling that people shdwdde access to basic
human rights.

This illustrates that Lucy is aware of her priviéelgeducational background but it also

illustrates some of the complexity she encountergconciling this with her image of
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herself as a socialist. Lucy’s view of socialisrmd particularly well-developed and
appears to be based around notions of basic huigtais and people not being denied
access to those things they require and need tkah@ unrealistic or excessive.
However, the notion of seeing herself as a sotiadisarguably further fragmented

when it comes to her early decisions about wheeensjuld like to teach.

Social class and Lucy’s developing professionahiiig

Lucy said growing up with parents who taught mesr& had access to a strong social
network of teachers where education was discusssfléntly though she had not
necessarily wanted to teach herself. Lucy saysshedecided to teach after her year
in retail when she realised how important perséumélment and job satisfaction were
to her. Lucy had actually always wanted to workhe theatre (either performance or
theatre management) though she said she changedrtas she was ‘quite homely’
and these jobs would involve lots of travel. Ludgoahad a very positive school
experience which had influenced her decision tahethough this created some

tensions about whether to work in the state orpeddent sector:

I mean it's a really difficult decision for me thtte question of independent
verses comprehensive coz politically 1 want to kedw a comprehensive
school and | feel committed to that but | also hadfantastic time in

independent education and loved the school | was at

Lucy said her father had also faced this tensiod @&nwas a ‘big decision

...politically’ for him to move to the independentctar and for her parents to send
Lucy to be privately educated. Initially Lucy wasahing towards the state sector,
especially early in her teaching career to enshieegained experience of the national
curriculum. Considering where to work within theatst sector also created tensions

for Lucy:

| think it's really difficult because there’s thdnk of, there’'s a real pull
between the idealist in me and the kind of crusadeacher which is horrible
as well and you're kind of thinking you've got te lpealistic but you know,
part of you thinks yeah | want to go make a diffex® and be constructively
useful somewhere ... that would be far more challepdor me as a person
than going in somewhere where | found things meems$ier ... but there is of
course the other side that makes you feel welhitdeanna, and I'm a worrier
as well so I'm aware that wherever | am, | will woand | will sort of want to
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do my best and want to be effective and there’slanze between driving
myself mad and actually being comfortable...

The tension between the ‘idealist’ and ‘realist’Lincy was evident expressing the
image she has of the ‘crusading’ teacher as bangething that simultaneously was
both appealing and distasteful. She also talketlawing to reconcile this with her
understanding of herself as a ‘worrier’ inferrinigesfelt the stresses of teaching in

more challenging contexts within the state sectoulal outshine any positives.

During the PGCE, Lucy attended Redbrow CatholicastHor her first and third
seven week placements. In 2005 at Redbrow there amproximately 1150 pupils on
roll (including the sixth form) with FSM and SEN thobelow the national average,
with 54 per cent of pupils gaining five or more GE§rades A*-C including English
and Maths. Most pupils were from white British bgedunds and attainment on entry
was well above average. For her contrasting plaogniucy attended Southall High,
a 13-18 comprehensive school with approximately P0pils on roll (including the
sixth form). In 2005, FSM was well below the naabaverage as is SEN at 6.1 per
cent (2.3 per cent with statements and 47 per okempupils gaining five or more
GCSE grades A*-C including English and Maths. ViEw pupils were from minority
ethnic backgrounds.

Lucy initially enjoyed Redbrow but her placementswaarred by tensions in the
school around increasing behaviour problems witbylsaying the school was ‘really
struggling’ (it actually went into special measurned long after she left). Lucy’s time
at Southall was very positive and she talked o tiaiving resolved some of her earlier
tensions about which sector to work in, deciding 8tate sector was where she
initially wanted to be. Though Redbrow and Soutinadly have looked quite similar

on paper, Lucy talked of the differences in pugksying:

Just things like culturally, the trends and stthie kids at Southall were into
very different kinds of music, they were into diet kinds of erm, very
different look to them as well ... | think in a funmyay, | found the sort of
trends at Redbrow to feel more aggressive, theyneddo be a more kind of,
erm, a quite a townie attitude amongst the kiderdtwas a lot of quite, sort
of probably not as interested in cultural sort afking about music or
whatever, a lot of it was like, they seemed quisaffiected the kids or not
really interested in school, there was quite aeeiyg to be anti-school almost
... Whereas at Southall, a lot of the kids were,dghgas quite a trend for kids
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to be quite, a lot of Goth kids, a lot of kind dfghtly grungy, loads of,
everyone was listening to Walkman’s all the timel think music is a really
important thing ... loads and loads of bands alltiime they were organising
little rock concerts here and there, break timestutimes ... Lots of boys
with long hair and very into it, and they’d havedbas of their favourite
groups and stuff on...

What Lucy is describing here sounds distinctly stgkbut is not named or possibly
recognised as such with the differences in clothimyisical tastes and attitude
representing differences in the youth cultures ofking and middle class youths, the
‘townies’ v the ‘grungy’/‘goth’ kids, the ‘aggres&’/ ‘anti-social’ kids v the

‘musicians’.

By the end of the PGCE year, Lucy had only apptedne school and had been
offered the post at Jeswell School, an 11-18 cohgmrgive school serving a small
town and the surrounding rural area. In 2005, agprately 1450 pupils were on roll
(including the sixth form) and 10.8 per cent hadNSB.1 per cent with statements).
66 per cent of pupils gained five or more GCSE gsad*-C including English and
Maths in 2005 and on the whole, the socio-econdmaickgrounds of pupils were
favourable, although the school does serve poakeadsprivation which had grown in
recent years, however FSM eligibility was well belthe national average.

After one year at Jeswell, Lucy was very happyheagthough she could not say she
would teach forever as there were still other thisge wanted to try. When asked to
describe Jeswell, Lucy felt the school was veryilsinto Southall in terms of its
location, intake and ‘mentality’, adding it had amcredibly good reputation’ and
said: ‘...parents will move to get their kids ihgtperception of the school is pretty
good ..."” Having grown up close to Jeswell herselfcy was aware of the school
saying it had always had a ‘posh’ reputation ambhgs peers. However, Lucy felt
the school was comprehensive (ability wise andadlggithough she recognised the
contradiction of this due to the suggestion abtnag some parents would move to get

their children into the school:

...l think oddly 1 think the area that’s situated kind of makes it strangely
selective in a way just because we've got a vegh tproportion of kids
coming in from quite wealthy backgrounds but, butol feel we do have a
complete range ... from incredibly wealthy familisd then kids from very
very rural, quite poor backgrounds...
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Moreover, Lucy felt keen to defend Jeswell’'s ‘costpnsive’ label:

... [it] is possible that some people would reselttbhool or would feel that
as a school it's easy for it to be a good schoohbse of where it is situated or
whatever and | think | have heard people expreaskind of view you know
‘oh how can a school be truly comprehensive ikithis kind of area?’” Well
personally | don’t sort of agree with that becaudenk you can’'t know what
kind of lives these kids have just because thezahlvays going to be issues...

Here Lucy is both defending the school's compreivensature but this follows
talking of how the area has a kind of selectiveedff(also referring to it as ‘a
covetable catchment’). These are arguably classedegses but are not named as
class by Lucy. Lucy also found it difficult to ldh&eswell as having a predominantly
middle (or other) classed identity when asked Hat a classed identity or any other

type of identity that more aptly described it. Sla&d:

| don’t know really, | think | probably would feal little uncomfortable about
it just because it is quite an exclusive descripaad | think its rural quality is
really the thing that defines it, | think its softsituation is the thing that really
links all of the students in a particular way rattlean a class thing because |
would say that even the students who have had gifferent backgrounds
economically have had quite similar experiencesabse of the fact that they
are in a rural situation ... so in that sense, tfeelyad quite similar upbringings
socially | suppose so | think yeah but so | domiow in terms of class
description whether I'd want to define it as a mghantly middle class
school coz that does kind of cut out quite a sigaift proportion of the kids.

Again, Lucy is trying to be reflexive about clags lill not directly name the school
as having a predominantly middle class identitypdesidentifying a number of
features and processes that are distinctly moremaonty associated with the middle
classes (i.e., moving into an area for schoolingdj the semi-selective effect, and what
she describes as some ‘pushy’ parents). Ratherahally unites the experiences of
all children (middle and working class) in the schas tied together by their rural
upbringing. However, Lucy does also illustrate hber eyes have been opened to

class processesithin the school:

| think with the kind of middle middle sets it'sifiy mixed but | would say
that in terms of top sets and bottom sets | thinks inoticeable how the
students in the bottom set do seem to be from gépemnuch more local
backgrounds but probably economically, much potwakgrounds | would
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say whereas the top sets we’ve got a lot the veddlm class kids, middle and
sort of lower upper class kids...

In this way, it makes sense that for Lucy, the stlvannot be predominantly middle
class if she is noticing top and bottom sets tcehasticeable class differences within
them. What this also demonstrates is that for Lubgre are observable features
amongst the students that help her recognise dlasseing asked whether she felt

social class mattered in relation to educationtaadhing, Lucy answered:

| don’t know really, | think it all kind of dependm our society and how it is
changing, | mean, | don’t know, | think it is naable that things like you
know the destruction of mining communities in recggars and the changes in
lots of different sorts of northern working classnumunities particularly is
sort of, having quite an impact on small communsitie | think what’'s
important for young people and for education i §y@ng people grow up
kind of feeling confident and comfortable about whey are and also learning
about who other people are and | don’t think theels are that helpful really
but on the other hand [pauses] | think as thingsmidstthey are a way that
people kind of learn to understand themselves.nitdaow, | mean | think |
sort of feel as if in Britain, the class system hasn so entrenched for such a
long time that | don’t know whether that's goingjtest start to change and
will eventually feel very different about it butsuppose from my point of
view, what matters to me is that the kids have sste as much different stuff
as they possibly can, and that regardless of baaokgt, that that should be
possible erm so in that sense | think it shouldndtter what background a
child comes from, they should be able to have greea&nce of what other
people’s lives are like as well and feel confidahbut their own within those
but | don't really know whether class actually idv@p or a hindrance to be
honest.

This again highlights Lucy’s attempts to explorass fully and deeply rather than
give simplistic, unreflective answers. The tensibasveen the usefulness of class and
the view that it may actually be a hindrance emexggin. This is also the case when
Lucy was asked whether she felt class impacted ohild’s educational outcomes,

she said:

| feel as though it does but then | feel uncomfagasaying that because |
don’t want it to be true but | sort of feel as tgbu.. some of the students at
school kind of do end up being very much groupegpttioer perhaps because
of the setting like we talked about whatever aneinse¢o have quite similar
experiences of background and education and thiateis seem to kind of pan
out that way but | don’t, having said that, | medaviously it's not true across
the board. | mean, my mum’s experience was thabm®in her family has
been to university but she went to university antdg@degree and all the rest
of it and so it's not the case that it kind of malsmme things possible and
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other things not possible but | feel as thoughdhae still these trends within
school ... lower sets are predominantly ... fromaaking class background ...
but | don’t really know, | don’t know whether thatmore just to do with sort
of other similarities in educational ability or whend that there’s just a trend
there, | don’t know, | don't know really... | supg as well | feel kind of, |
feel it's very difficult to talk about it withoutikd of saying things that feel
unacceptable or you know what | mean like | sorérd up saying things and
then feeling that they don’t quite sound how | méla@m to sound or they
sound very judgmental or whatever, but | do thin&re is still kind of quite
noticeable differences there.

This excerpt illustrates Lucy’s discomfort arourldss and the tensions she feels. She
appears to be aware of class differences in edurchtit struggles to feel able to talk
about them openly and freely without fear of bejaggemental’ (or deterministic).
Talking about class is uncomfortable territory karcy, especially talking about class
in relation to those groups and individuals lesdufmate than her. She talks of
knowing class does seem to matter but then sayeelluncomfortable saying that
because | don’t want it to be true’. Lucy saysohd know’ repeatedly when trying to
work through this question illustrating that it assubject she does not have a well
rehearsed or clearly defined answers to. Similangy illustrates disdain around the
official discourse of ‘challenging’ schools:

| think you hear it used a lot in terms of ‘chaljgmy’ kids | think you hear that
referred to a lot as kind of politically correct yvaf saying they are poorly
behaved. | think people use that a lot. But | wopidbably use the term
[challenging] myself as a thing that | would waatlte a part of my teaching
that in the classroom it should be a challenge...

Lucy also felt that schools classed as this wédylito face some barriers which may

disadvantage them:

...I think the problem is, there are so many sociabfems the school cannot
address all of them just by teaching kids. | ddmbw how | feel about this
because it does trouble me that and | think yowatmeinforce that pattern if
they then go to the school, where there’s a lokids from disadvantaged
backgrounds who are then going through the santerayand not achieving
and then coming out without the qualifications thatiety sees as being what
they need to get by in life and you [as a teachex]kind of reinforcing it. But

| don’t know how you change that because the problare at home, or with
money, there is so many rounds to it.

Here Lucy is again engaging reflexively with theuss and processes of class and in
particular, she starts to explore the way in wigchools define a curriculum and a set
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of qualifications ‘that society sees as being vthay need to get by in life and you [as
a teacher] are kind of reinforcing it'. Lucy doeststray into pathological and deficit
descriptions of working class children and familz®l instead begins to suggest how
the system itself may be a problem albeit, a sydtesh has worked very well for
Lucy. However, despite this, Lucy’'s future intemo are linked into personal
fulfilment enjoyment and it seems that whilst ‘dasnay worry Lucy, it may well
have very little impact on her future in teaching.
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Chapter Five

‘Working Class’ Novice Teachers

Joe

Background

Joe, an Afro-Caribbean male from an inner city afea large northern city was in his
late thirties at the start of his Science PGCE.hWigard to his own schooling, Joe
said he attended a ‘challenging’ 11-16 comprehensohool in an inner city area. Joe
left school and took an FE electronics course hid that he did not do so well and
afterwards went to work in a supermarket as a sadssstant. Joe worked here for
several years before spending some time on staefiteeand working in other short-
term jobs. Joe then decided to study for a BScciange as a mature student at a
northern pre-1992 university where he obtained2a After completing his degree,
Joe then spent a few years working in a suppod ablthe secondary school he

attended as a pupil.

Classed identity

For Joe, social class was a very important shagspgct of his identity and he self-
identified as working class on the initial questiaime that he filled in. When asked

why he self-identified as working class, he said:

| am that, from what | understand. Upper class [geapn factories and
working class people work in them. | see myselinasking class because |
was brought up on benefits. Middle class have psibms like doctors and
lawyers, middle class people are well educatedvemitking class not so, do
manual jobs....I wouldn’t class myself as middle s|a®me of what I've been
through could not even be called working classdaurefits class ..this is my
own label, I'm not working class, I'm benefit clasecause my father never
worked [laughs], he never worked, | never saw hiarkna day in his life, we
were brought up, dragged up, on benefits, my matlest when we were 12 so
life was really hard, even our friends had parg¢htt worked, but my dad
never worked ... so | don’t consider myself as wogkatass ... | was benefits
class, that’s all we had, benefit money.
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Here Joe is attempting to explain his classed ityeby drawing upon existing class
discourses. However, Joe is struggling to desdribéworking class’ background as
‘working’ class due to his father’'s unemploymentitathgrowing up. Thus, whilst he
is struggling to identify as completely working £$a he is certainly identifying as not
being middle class. It is also apparent from that tJoe feels his upbringing was one
in which hardship was a major factor and this isisthing that has shaped Joe and
will stay with him, he said:

If | became a millionaire, | won'’t class myself méddle class as you know |
come from hardship so I'll never be middle classeg myself as middle class.

Thus for Joe, having experienced hardship meartshéhavill never see himself as
middle class, a class which Joe sees as having madge of advantages that he did
not have. For Joe, class was also about much rharea category into which to be
placed, but instead was about a set of values amayaof life. In this way, Joe felt
that having come from a disadvantaged backgrourahtrtéat he could never share
the outlook of those who have never experiences] tla., the middle classes, he said:

Joe: | never will [be/feel middle class]. You séere’s a definition, middle
class is essentially about how much income youéttirgg in, so if | became a
biology teacher and | teach for a few years, | wWobé in the category of
middle class because of the income ... For me middies, it's about a view
of life that | will never possess [laughs] you knats about, middle class is
something that | will never be because of my peatpe in life, | think my
mind transcends all classes there is no class ®ibetause | can see what
they're all about and | don’'t want to be part ofyari them, | know it sounds
strange doesn't it but, yes | guess | would benIreow working class because
I’'m unemployed, if | was to be a teacher I'd be ddédclass, if | was to afford
a certain income, | could be upper class, howdweretare social connotations
to that, obviously you would understand, you've glat money, new money,
you've got being accepted, not being accepted,kymw, you could live that
upper class life but you'd never be accepted a®uplass, you could live a
middle class life but you’'d never be accepted afdiriclass by others, but the
framework essentially is how much income you'reiggt

Lisa: So ... you'd never see yourself as middle ¢lass

Joe: Never, never no because | wouldn’t conductethyss a middle class

person, | don’t have to have the house, | don’ehtavhave the big car, do you
follow, | could have a middle class income and mte a big house, not have
a big car because for me, it's about personal dgwveént, it's about being in

touch with your humanity, being compassionate, ¢painderstanding, being
humble, those are the values that help you to laathimprove yourself and

move forward as an individual. It's not about howahn money you get ...

124



Here Joe hints at a rejection of ‘class’ labels mvhe says his mind ‘transcends all
classes’. But for Joe, his arguments around classparticularly orientated to a
rejection of middle class values. Thus for Joes<lia about a set of values, the way
you conduct yourself, who you accept and who yauamcepting of. Joe is therefore
arguing that he will never be middle class becdssesjects their values and ways of
conducting themselves and feels that he would jeetssl and ‘othered’ by the middle
classes. Joe was then asked what it was about beddje class that he felt was at
odds with the way in which he viewed his own val(ies, ‘humanity’, ‘humility’ and

‘compassion’), he said:

If you've had a middle class life, it's very narraninded in my opinion, it's a
very, middle class, upper class it's a very narroimded view of life, you
don’t have the experiences that really could dgvgtmu as a human being. It's
only coming from hardship, in my opinion, that ggwou a real view, you see,
if you're poor, you can have a view of how the rike, but if you're rich, you
can't really understand how it is to be poor and hieey live, do you follow?
It's easy to see how they live because you cartte@ewealth, opulence etc.,
but unless you sit in a poor man’s shoes and swhah the electricity bill
comes [laughs] you can'’t see it. So to be podneshiest position that I, | think
it's better for me, | wouldn’t change anything iryrife. I'm grateful that |
grew up on benefits coz it's allowed me to moveamgd see life for what it
really is and you can't see that as a middle aasgper class person, you just
can't, you can't feel it, you can go to a deprivagea and have a look around
... but you don’t really understand or feel or knowawthey’'re going through
... there’s a difference between knowing somethind) @mderstanding it isn’t
there? ... It's very easy when you're well educatad gou come from that
background to look down on people that are poor igndrant ... | see it
through society almost every single dayl.can see that people look down on
you just because they are earning more money aegvih got a better
position, and | guess that’'s human nature as yell,know it's human nature,
people are petty and weak and small-minded and theyt to validate
themselves by thinking they are superior to otlyers know but it's so unfair,
it's so unfair.

This is a powerful account of Joe’s feelings theatihg come from hardship has given
him a valuable insight into the way in which sogigtorks. Within this, Joe makes
explicit his stance on the injustice of class amavhwithout having lived through
hardship, one cannot truly understand it. Moreodee, is highly critical of the middle
classes when it comes to such issues and for Bisemeans that the middle classes
lack access to experiences which ‘develop’ thena dasuman being’. So, for Joe,

rather than feeling that he has to ‘prove himselfthe middle classes, Joe actually
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feels that it is his own experience of poverty datdship that has made him the

‘superior’ one, he said:

...you see what | feel now, | feel superior and wsong to say so but | do
because coming from such a pathetic background, naw fitting in, for
instance, on the PGCE sitting with middle classpbeoyou know that have
had it good all their lives, with parents that hénagl it good all their lives, for
me to come from the dirt, so to speak, and tansitith people that have come
from those backgrounds and | feel quietly superaord it's wrong isn'’t it
[laughs] it's wrong coz humility is the basis of difg, it really is and | fight it
but | do coz | think well I've come from the dirbé I'm sat here next to you
through pure force of will, through pure effortrtlavork, so if anything, | feel
superior, and it sounds wrong but it's just thetatise I've had to travel,
they've only travelled a small distance becausyg'#ieehad it given to them...

It would appear that Joe felt a sense of pride fios feeling that, despite his
relatively disadvantaged start in life, he wasl sthile to sit alongside many more
advantaged middle class novice teachers. Joe'sfliblt he had still managed to
obtain what they had, despite their unequal startde, made him ‘quietly superior’.

This was on the basis that his place was obtaimedigh ‘pure effort and hard work’
rather than from a situation of advantage wherecesss’ is both normalised and
simply reproduced. He felt this made people whoehdone well, despite struggling

against the odds, ‘special’:

...somebody is better if they've had to work hardeovercome the odds, they
are ‘special people’. Whereas people who have hadsy tend to look down
on rather than be far-minded and see they're dgthatter.

Here Joe highlights the way in which class idesditare fraught with complexities and
contradictions in that he simultaneously positibimaself as ‘superior’/'special’ and

yet as ‘humble’. However, Joe clearly felt at emstine interview context and felt able
to speak his mind in a non-judgemental environmenthe university where he

explains he normally feels the class ‘Other’.

Social class and Joe’s developing professionaltitien

Joe was clear he entered into teaching with a weeWwecoming a particular kind of
teacher, teaching children from a similar backgbuo himself. He described at
length the way in which children from middle clabackgrounds are set good

examples and have role models in ways that worklags children often do not. He
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stressed the importance of education and the waghé&rs can be viewed as role
models in a context where children may not havedtmutside of school. He argued
teaching for him was not just a career but abootving he cared and doing his best
for the children he would teach. Joe describedamsly background as one which did
not value education though Joe said his own educéitad been very influential in his
decision to enter into teaching and where he wakdettach. He described one
teacher who told him: ‘Joe, you're going to strgg life’ explaining that as a young

black man, he would have to work harder so asmatlow it to hold him back. This

had stuck with Joe because he said it showed sled emd he now wanted to help

stress the importance of education to children fsomlar backgrounds.

Initially, Joe said that he wanted to teach in &riléh inner city comprehensive school
saying: ‘it's what | know, the background I've alyghad, | can identify with those

kids’. Thus acting as a positive role model for kg class children was central. For
Joe, becoming a teacher and the type/locationeo$thool he wanted to teach in were
inextricably linked and his class identity was paoaint. However, as the research
progressed, Joe became clear that he did not waeath in the school he attended
(and worked in) or a school just like it, as h&eal of witnessing the sheer ‘emotional
drain’ of teaching in such a school and the needstime work/life balance and

enjoyment from his work. This meant seeking a ‘neddf the road challenging

school’ rather than the most challenging type. Hes wiso clear he did not want to

teach in grammar schools or suburban schools:

...teaching in a grammar school and the kids are liexte really polite,

gracious, courteous etc. They have got it on a&plak I'm teaching and it's
really rewarding teaching pupils that learn andbadout that is only half the
benefit of working in a less privileged school wiith] less privileged children
that need more encouragement. It's almost likeasaeork, half of it's social

work.

Joe also felt many teachers lacked some of theriexpe to become the type of
teacher he felt was essential to help youngsters & similar background to his own

arguing:

...a lot of middle class teachers that have a loweetgtion for working class
kids and have failed to inspire them ... class igspective, and the teachers
involved from a middle class background in teachihdeel, often label
working class, they limit, and | can give you exaaspof this in my placement
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but | won’t because it's very personal but | hawane across it in my
placements, issues where teachers have labellsé #ids, and I'm talking
about my PGCE placements, labelled these kids amarks and I've had to
say to a particular teacher, well I'm from this kgound [laughs]... so class
has a bearing on education because your past defma perspective, how
you look at people and it affects your expectatioiisow children can achieve
and this is the problem. I'm not blaming teachéas,from it, but you need
people from working class backgrounds who haveggtad in order to help
those kids identify with what's possible for them the future with an
education...

Here Joe demonstrates that classed identitiesnaeenative topic for him and again,
some contradictions appear whilst he is talkingnbpand freely about class — e.g.,
objecting to middle class teachers being determmnisiith young people but

simultaneously being somewhat deterministic abdwe tniddle class teachers.

Furthermore, he said:

...If you're middle class, you can't really intimate a child what education
can do for him or her when all they've seen intthié is nothing to do with
education, just hardship, it takes someone frombagkground to say look |
know X,Y and Z, isn't that true? They'll say yebey know straight away,
they know that I've been through what they’'ve bélerough and so they'll
listen ... because | can see things the way theysearthings. It's as though
me and that pupil are looking through the same aundshoulder to shoulder
as opposed to someone else speaking to them frdiffeeent direction ... |
have a deeper insight into what they've been thipwand we need more
teachers from working class backgrounds, regardédéssolour, poverty’s
poverty. But we need more because the middle ctas$ upper class
perspective is not reaching the inner city kidwili reach the suburban kids,
coz they can look through the same window togebierdon’t get me wrong,
if you’'ve got a middle class teacher that's whitgt’s talking to a black child
from a poor background, they can still inspire tblild, certainly ... that is
still possible, it's about care .you tend to care more when you understand
more what a child has been through ... coz they doante the perspective,
they've been growing up knowing that there’ll betam working class people
that are meant to be working class and doing thvas&ing class, menial jobs,
their perspective is those jobs that have to be ditvey’re the group that does
it, we're the group that does the lawyers, the adiscetc. etc. and that's their
perspective... | can't talk about every middle clesscher in the country coz
that’s wrong...

Joe is explaining his decision to teach as a respom his perceived need for more
teachers from his background to enter into whasdwes as a predominantly middle
class profession, as a means to address classtiasgburthermore, Joe is suggesting
that empathy and a full understanding of the samatext that working class children

find themselves in is essential if teachers arexgao succeed with working class
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children. Joe aligns this understanding as being &t ‘look through the same
window’ as the pupils you are going to teach. Fa®, ihere is a clear tension between
the social and cultural outlooks of middle classcteers and working class children.
This may result in middle class teachers being &8s to communicate effectively
with working class children and be less inclined ‘¢are’ about the difficulties
working class children face. However, given that Bad already said that he was not
looking for a school at the most ‘challenging’ eofdthe spectrum, this illustrates a

further tension or contradiction in Joe’s own story

Strongly tied to Joe’s rejection of middle classuea and the predominantly middle
class teaching profession, Joe identifies the PG&ikse as full of people who came
from very different backgrounds to his own. Jo@sdididn’t really connect to any of
them’ and called into question some of their mdiovas for teaching as being
embedded in very different motivations from thogehs own. In summary, this
middle class motivation and perspective was segetisig themselves a ‘profession’
and getting a job quickly to ‘avoid’ repaying sostadent debts. On being asked if he
felt many other students expressed a desire to imdhe type of school he wanted, he

said:

| doubt it very much, they're all very nice, I'liv@ you an example again. We
had a tutorial where we were talking about childdisadvantaged ... |

remember one trainee saying specifically you getdin being abused in

middle class families just as much now | was talking about working class
families, and this was like a formal presentatiod & was just a question that
was being asked and she made that remark and ghhatraight away, to

answer your question, she’s gearing herself towardsiddle class school,

she’s gearing herself towards the suburbs [laugbis¢ is trying to validate

that her job or working in that school is equally immportant because she’s
saying well children in that school are abused waiothted just as working

class, and she’s right, there’s a valid point bublld see she was gearing
towards validating her position working in a middlass school, she had no
intention of working in a rough school and she Haat middle class accent,
and that middle class outlook from my judgment...

Joe is therefore positioning such middle classheisc ‘gearing themselves towards
the suburbs’ as trying to seek validation for thagcisions by downplaying the class
disadvantages experienced by working class childlea is de-valuing those teachers
and positioning them as holding the values that dees as being typical of the

‘narrow-minded’ middle class perspectives he eadiscussed. It may also be that for
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Joe, talking about ‘Other’ middle class teacheesishseeking to refine/define his own

position on these matters.

During the PGCE year, Joe attended two schoolsse@szroft High School for Girls
and Mountsbridge High. Joe spent his main placentérst and third term) at
Cravenscroft, a large 11-18 girls comprehensiveaiclocated in an inner city area,
with approximately 1700 pupils in total on roll ¢wiaround 1400 aged 11-16). In
2005, the percentage of pupils gaining five or mgrade A*-C GCSE passes
including English and Maths was 36 per cent, amdribmber of pupils with SEN in
the school was just under seven per cent (withynder two per cent with statements)
whilst the percentage of those on FSM in the schvad substantially higher than the
picture nationally. The school population is extetyndiverse in terms of ethnicity
with pupils from minority ethnic backgrounds esttethto be over 70 per cent of
pupils, with high numbers of refugees. The scheolery popular with many Asian
and Muslim families in the city due to its singkxsature.

Mountsbridge, where Joe spent his contrasting placg, is a larger than average 11-
16 secondary modern school in an area where appabaly one third of children are
selected for grammar school education. In 200%ethare almost 1300 pupils on roll.
The school's population is largely white Britishttwa small number of pupils from
minority ethnic backgrounds and the number of muplhiming FSM is below the
national average. The number of pupils with SEN20D5 was eleven per cent
(statements 1.8 per cent) whilst pupils gaining for more grade A*-C GCSE passes
including English and Maths was 48 per cent whi@swbove the national average

for that year.

Joe really enjoyed both of his placements though pheferred his time at
Mountsbridge due to fantastic resources and whatdiked: ‘very inspirational
mentoring’. Joe said he felt that there was vdtleldifference between the children at
both schools and felt that both schools were predantly ‘working class’ schools
but that Mountsbridge seemed more at ease withldtse in the league tables than
Cravenscroft which he felt seemed under constaggspire to improve. Yet, despite
this, Joe at times also inferred that Cravensonafs higher attaining with more
parental support even though external indicatae ébove) would challenge some of
these assumptions. Some of this interpretation coiome Joe’s perception that as
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Mountsbridge was a secondary modern in a selebtiveugh, it must mean it would
perform less well than the comprehensive withokihtainto consideration the socio-

economic context of each school more directly.

Joe did not apply for any jobs during the PGCE yéBr said this was because he
wanted to ensure he met all of the requirementt®PGCE first as he was worried
about letting any schools down on account of ndy fcompleting his course/QTS

skills tests, which he was struggling to find titdecomplete. A job had actually come
up at one of his placement schools but Joe saidich@ot feel ready to apply for a

teaching post. Joe had also been told a job wae thiee wanted one at the school he
attended himself and worked in prior to doing ti&dE but again he said that he did
not want to work there due to the very challengimagure of it. Joe also talked of
having had his confidence increase dramaticallg assult of completing the PGCE

and said that he now felt confident enough to gbteach in any school:

...l will have a look at their position in the leagiadles and make sure they're
at least middle of the road, | don't want to be stiieg with classroom
management all the time. But, no | have got nocast iron ideas about where
| want to teach. | feel confident enough to beny achool ... my confidence
has grown, especially at Mountsbridge and it's cahreugh working with
children that have a high ability as well as a lpaility. So, erm, | can work
anywhere ... my classroom management skills accortingy mentors has
always been good ... My shortcomings have been rabedarea of subject
matter because it's been 10 years since I've dogeSaience ... I'm looking
for the best school that | can teach in where Igamand enjoy teaching. That
is my objective, to go and enjoy teaching not toade a school. Maybe it was
before, maybe I'm becoming judgemental even mores hge got more
confidence ... I'll probably choose the highest sdtbat | can apply for, but
not a grammar school, not something in the subwibsre | can’t relate to
those children or their backgrounds.

One year after completing the PGCE, Joe had nat te=ching and was unemployed
and in receipt of benefits. At the time of thisdinnterview however, Joe had applied
for a ‘supply-style’ teaching post (a permanenttpaishin a school to cover all staff
absences when the need arose). This was at an CbH&chool located in an inner
city area but drawing pupils from city-wide, witlelow the national average figures
for FSM and above average in terms of the five oremA*-C grade GCSEs. Joe felt
this school fitted his ideas about where he woille to work but he understood it to

be a: ‘middle of the road’ inner city school, besauwf its location, despite the
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school’s higher than average attainment, belowagyeFSM below and its very good

reputation locally.

Throughout, Joe argued that a lot of educatiorfédréinces were to do with class. Joe
argued he could not believe in an affluent socidg ours that such pockets of

deprivation existed alongside such wealth and thatmiddle classes did not help,
showing reluctance to redistribute resources tor @yeas to remedy some of the
deeper problems. Joe argued that league tablesafterea reflection of poverty and

class. He also said unless wider society changed;ohld not foresee how schools
alone could change this. Class therefore matteoedde and was not about a set of
deficit views on pupils and their backgrounds. dast it was about an unequal

education system that reproduced inequalitiessteBsyhe felt teachers were a part of:

...COz it’'s an unfair system isn't it? | mean | hothedelieve that the system
is, you've got the best teachers working in thet Isebools to give the best
classes, middle and upper, the best jobs, and gogdt the worst teachers
working in the worse schools and the kids are gt deficient education and
just doing the menial work. But that’s the systenpiace to hold the working
class man down and that is the truth, why areret ltlst teachers from the
suburbs coming to the inner city schools and copuity the difficult kids,

that’s where it should be at, those teachers shmeildriven to those schools.

Kelly

Background

Kelly, a white female from a large northern cityaw23 at the start of her MFL
PGCE. Kelly grew up in what she described as amefircity’ area, attending a local
11-16 comprehensive followed by a sixth form at1ldnl8 CoE comprehensive to
complete her A Levels. Kelly then attended the 1882 university in her home city

to complete a four year BA degree in French whbeeeabtained a 2:1.

Classed identity

Whilst growing up, Kelly's father was a fireman ahdr mother a cleaner. Kelly
identified as ‘working class’ on her initial questnaire, when asked why in the

interview, she said:
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Because | do [laughs] just, I've just been, whatyh thought [of] myself, it is
what | am and it's working class and | think peoply that social classes
don’t exist or effect people’s opinion but | thitlkey do, and they definitely
still do exist ... I mean, | think about it whemket people, | think about what
social class they come from. Well, | don’t go thghut in my head what social
class they come from but it does, it is there, lafihk at interviews it is taken
into account. For example, applications for schdotsPGCE, | might have
mentioned that erm, when they take people [on B@CE course, they do
look at where [their] degrees [are] from — the @nsity — fair enough because
some places have better reputations than othemsatly, people from higher
social classes will go to the best universities t#reh she [PGCE tutor] said
something about we do try and match personalitiés mventors ... I'm trying
to figure out how they are matched up and | wasqalan the two schools
similar, well, the first school was similar my owohool. Erm, | noticed that
people from, who had gone to independent schoelmsklves were placed in
those type of schools ... because they wanted to imooke, so, | think that is
related to social class as well because a workiagscchild doesn’t normally
go to an independent school, generally and a midties child doesn’t
normally go to an inner city comprehensive, sdihg them with similarities
to what they have is looking at what social cldss/tare and | was, | am very
similar to my two mentors. They are, what | consi@erking class people ...
But, I'm having to use the word ‘personality’, ‘ncaing personalities’, but
when you think about exactly what that means, g#sdoome back to social
class as well.

For Kelly, social class was about something muatpdethan a category others may
place her in. Rather, Kelly had a strong sensdasiscas being something that shaped
not only her own and other people’s experiencesalao their values and aspirations
and how people are judged and valued. Class, aogotd Kelly, is fundamental to
her in understanding the world around her and ngpkense of herself and others. For
Kelly, being working class: ‘is what | am’. In tesnof what ‘class’ actually meant to
Kelly, she said:

Kelly: My friend who was at university ... we talkedbout this, her lecturer
had said: ‘when you leave university you will thee middle class because
you had a higher education and you will have psitesl jobs’. | totally
disagree with that, | don’t think it's somethingwavill achieve. | think it's
something you have from birth and even when I'neacher and | go onto
other things | won’t suddenly think of myself asddllie class or my children as
middle class. It will still be just a working clasising. | think it's a heritage
thing not something that is earned throughout Yibeir

Lisa: Do you think it's something more like an @ak, a culture then, as
opposed to you do this job you are this, you ds jibb you are this?

Kelly: I think it's got a lot to do with backgrounahd money I think as well,
money must play a big part.
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Here, Kelly expands on this idea that being workohass is what she ‘is’ and that
class is about ‘heritage’. For Kelly, class is sotnething that people ‘achieve’, it is
fundamental to who they are. Having come from akmgy class background and
gone through higher education, Kelly is acutely @yvas her friend’s lecturer said,
that some may think this indicates a change ofasatass. But Kelly explicitly rejects
this understanding of the way in which class workKelly is highlighting the
complexity of understanding class identities foosh said to have class-crossed
having been ‘successful’ educationally. Furthermételly not only refutes that she
will ever become middle class, she is also adartieither own children will not be
middle class. This strongly suggests that heriiageuch more central to class for
Kelly than one’s occupation, however, Kelly thenkb class directly to money and
thus contradicts her projections for her own cleildrwho will definitely not be

middle class in her eyes.

Social class and Kelly’s developing professionahiity

Kelly said she had always wanted to teach havinghtthe majorette troupe she
joined aged eleven since she was just fifteen atterhad realised the possibility of
getting paid for doing something she enjoyed. Kelbywn education was also central
to her decision to become a teacher and the tygeawmher she initially wanted to
become. Kelly attended an inner city school in wdteg defined as a ‘deprived area’,

she said:

...| was probably one of the only people who wanteddb well so, the
teachers used to give extra school classes ... sosthygport was absolutely
unbelievable ... There was a maths teacher ... the wlas really difficult and
a few of the boys in there have now been in jaddose | still live in that area
and so | know what they've grown up into, and eythesponded really well
to her ... whereas in other lessons, you could se&stbasically come in the
classroom, try to get it over with as quickly asgible and then back out again
and | think from seeing it from the children’s poaf view, how that teacher’s
attitude, how transparent it is, you can see whethey care or don’t care
within five minutes | think, that’s going to makeerthink about that more now
that I'm starting to teach.

Thus for Kelly, her own education was positive Imatt she did well and was well
supported, but in particular, it inspired her tolike one of the teachers that helped

her and worked well with some children that shedéher teachers could not engage.
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Kelly then attended a different school’s sixth faiondo her A Levels. This also made
her more aware of both her classed identity ancckiesed nature of education. She
said:

...| really didn't like people’s attitude towards p#e who came from more
deprived areas, it was really, some of them hadgog of been closed off to
the world and you know their parents had boughimthe car for their
seventeenth birthday and the ones that had beemliiraip into money and
just, I'm just generalising here coz everybody wialske this, they just didn’t
appreciate things as much and expected it to fee likhink it's definitely a
social thing and | thought for them to be so ignbrabout other people
because coming from a deprived area linked in thgés automatically with
being stupid. So from the outset | felt like | heamething to prove and it was
more, after a few months it was ‘oh she’s not dbtistupid she’s quite bright’
and | felt that quite harshly when | went to sixthm because the teachers in
the first school did warn me you know you come friarea of city Kelly was
from] and when you get to the school in [area akehsixth form in], people
from [area Kelly from] aren’t thought of very highbut the head teacher was
very inspirational ... and tried to motivate the psiny telling them what they
had to offer and motivational talks, never let aogyp ever tell you any
different just because they've got more money antys like that...

Here, Kelly explicitly links her own educational petiences and the perceptions
others had about her and those she had of othexsctal class. In particular, Kelly
talks of being aware of the class prejudices shmwmered. For instance, Kelly
articulates the views that middle class others waten ‘ignorant’, choosing to
associate class with intelligence, seeing peopla fivhere Kelly grew up as ‘stupid’.
Kelly talks of feeling that she had to ‘prove’ helfsworthy of the educational

establishments in which she found herself:

....It’s sort of gone a step further each time so frgm a comprehensive in a
rough part of [city from] to a sixth form in a bt area, and with the, |
wouldn’t call it discrimination, it's not that hdrsbut coz I'm from a rougher
area, then from there | went to [a pre-1992, ‘radkj University which is in
my home city but all the people on my course, nofndem were from [home
city] and | felt that a lot of them, | mean | hadgrove, it took a while for me
to prove that you know | was entitled to be théram as intelligent as other
people, erm mostly because of the accent becaeseafnotations that go
with that, and then erm from university to PGCE .nda just felt that
sometimes people would be slightly you know, loakvd their nose until,
now everyone is fine with me but initially it waexm when | say something to
prove, it's not quite as harsh as that but it tpekple a while to realise that |
wasn’'t stupid, they sort of assume that you're istigbraight away ..l think
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because | do the Fast Trdcks well erm and most of the people on that, |
know accents aren’t everything but most of themvamg well spoken and |
didn’t think I'd get on the Fast Track becausel@k got a [city from] accent,
a strong accent. So | was thinking that might st When | go to interviews
and things, | think that that will be a negativaiagt it ... it's always in my
mind when | go to things like that. Whereas | thimdw, just now, these last
few months, that's gradually gone away and | dentw whether when | start
a new job it will come back, but when I've gonerty two placements, |
haven't thought about it so | think | might havemight have gone away in
my mind ... but it must be a confidence thing | thbdcause when a few years
ago | would think that somebody who spoke bettemth did, was more
intelligent and a better person whereas now | dtmirtk that at all, | consider
myself to be equal, on equal terms ... | think | mheste proved something to
myself by now and got more confidence yeah | thimkust be that.

Class for Kelly had been an active agent in herdifid had shaped her perceptions of
how she felt viewed by others, often resulting er Feeling second-rate, having to
negotiate barriers and having to prove herself. él@r, Kelly then talked of recently
having started to experience this differently hgvispent time in her placement
schools. She talks of feeling she may actually Hpx@ved something’ to herself as
she now felt ‘on equal terms’ and more confidefteranitially believing that she was
less ‘intelligent’ than others. Kelly’s main contagith class as such an active agent
emerged whilst Kelly was going through the educatystem and finding herself
amongst mostly middle class people, those diffetenther. The sense of class
injustice that Kelly felt she experienced was disemfluential on the type of teacher

Kelly wanted to become. On why she felt drawn teeincity contexts, Kelly said:

...I think | feel I could make more of a differenaedaget stuck in and feel like
| was doing something to help them and becausmk tnlot of teachers give

up hope on them and say oh well they’re never gtangp anywhere because
both their parents are in prison and you know thilige that and sort of I've

tried to keep an open mind and even if you can nséight differences to their

life, probably, | know that sounds really clichédt that’s the reason why.

For Kelly, teaching initially represented an oppaoity to address some class
inequalities in that she felt she could apprediageissues faced by children like those
she went to school with and had seen the inspiatioole teachers could have.

Similarly, Kelly was very clear from the outset bar questionnaire that she did not

° Fast Track was an enhancement to the PGCE proggamfrich aimed to ‘fast track’ new teachers
into school leaders. The programme meant a rangddifional requirements and each member of the
Fast Track programme had a five-year developmargramme to enable them to progress to
leadership roles. Entrants needed to have atdeadt degree or its equivalent.
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want to teach in independent or grammar schoolausecshe felt she would not fit
in’ due to her ‘social class and place of birthtdamt wanting to further feel like the
class outsider, as she had done at college anemitix Kelly also said she was not
interested in: ‘the pressure to get people throeggims’ but rather: ‘helping people

morally and socially in more difficult schools...” wé&er motivation.

Despite Kelly self-identifying as working class ahdr desire to teach in a school
predominantly serving working class children, Kelsas reflexive about challenges
she had faced but also why she had managed to @delsin the education system

when many of her peers had not:

...because | was probably, certainly on my mum’s ,sike first person to go
to university and stuff, they've always given tapport you know, but never
without sounding patronising, they've never undmodtit to the extent that
they've never been through it ... they just supponta@tever | decided to do
...my dad was quite strict you know about homewor#t atuff and ... mum
was sort of you know as mums are, just let her Hatwhe wants to do ... and
it just, that makes a difference to pupils whosenmand dad weren't there
when they got home, either out doing work or outwatk and stuff ... it
wasn't easy for me to slip into what everyone elss doing whereas those
pupils that didn’t have that parental support, thest got caught up in what
was going on ...it would have been so easy ... like smoking cannahi$
stuff you know behind the school and things likatth. | don’t really speak to
any of them now but my friends at school would ofté¢ would be fun to them
to bring alcohol into the school but most of thererev [from] one parent
families and | remember one girl, her mum workedaibetting shop which
was really long hours and her dad wasn’'t theresanghe was going home to
an empty house ... | think | probably wouldn’t haveng on with further
education if maybe my parents weren’'t giving met thapport ...and there
was never ‘go out and get a job’ whereas | knowtaof pupils in that area,
when they got to 16, their mum and dad would sahém ‘you need to go out
and get a job because | want rent from you’ ermiangs harder for the boys
| think in that social scenario where if they wento to further education, that
was a big blow to their image so there was muchermpogssure on the boys...

Here Kelly is expressing that she felt she lackexidocial capital to draw on to help
her understand the education system. However, Isherecognises herself as having
levels of parental support that enabled her toogetvell at school. Then Kelly starts
to explore the types of issues that she feelsset laarrier for working class children
to achieve and attain in schools, such as parsufgdort, the need to obtain an income
and peer pressure as to what is expected of yo@mgimthe community in which she

grew up. In this way, Kelly is also referring tass relations as being gendered. For
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Kelly then, her supportive parents and in particuter strict father made it difficult
for her to fall into this though she says: ‘it woulave been so easy’ to go down this
path had it not been for her strict upbringing.

Kelly therefore can be seen as viewing educatiod achooling as a classed
phenomenon due to her own experiences and clagstiags she feels she has
encountered. Her decisions to teach and whereatthtevere also strongly shaped by
this perspective and as such, Kelly’s emerginggesibnal identity as she started the

PGCE were strongly shaped by class.

During the PGCE year, Kelly attended Drypool Highher first placement school, an
11-16 mixed sex comprehensive school with approteipa700 pupils on roll.

According to Ofsted, a large number of the studerime from areas of high
deprivation and approximately one third are erditte FSM. Only 15 per cent of
pupils gained five or more GCSE passes at grad€ Afeluding English and Maths
in 2005 and around 23 per cent of pupils had Skist (inder seven per cent with
statements). For her second and third seven weakemlents, Kelly attended
Daisywood Community School, also an 11-16 compreivenwith around 1200

pupils on roll at the time. In 2005, 38 per cenpapils obtained five or more GCSE
passes at grade A*-C including English and Mathg SBN was at just under 17 per
cent of the total school population (with 2.5 pent having a statement). The
proportion of pupils eligible for FSM was below thational average and very few

children came from ethnic minorities.

Drypool for Kelly was an enjoyable placement agfiresented the type of school she
wanted to work in and she said it was similar inteat to her own school. However,
Kelly's placement was marred by conflict within tlsehool between staff and
management and for Kelly, this highlighted thatdiilg a well run and supportive
school where she would feel enabled to do her jsb laad to be an important factor

in feeling happy at work.
After initial concerns about going to Daisywood fear of it being more ‘academic’,

Kelly went on to really enjoy it, so much so, titadctually started to make her rethink

her views about her ideal school type, saying:wds brilliant, really good, definitely
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the type of school I'd like to work in’. Kelly desbed Daisywood as being ‘one step

up from Drypool’ and said:

...It's not as poor as the first school | was in kg not in a really affluent
area, it's just middle of the road, some from gjies of social areas ... [it]
really attracts, | was going to say better childtean but that wouldn’t be
right, erm more wealthy families...

In terms of differences between the pupils at eatiool, Kelly said:

| see just a slight sort of change in the, soumis &f strange, the honesty of
the children. They're sort of a middle of the rdgde of school [Daisywood]
and the kids there when they are being naughty déneyaware of it and are a
bit more intelligent about it whereas, they migbtd bit more off-the-wall at
Drypool but they are honest and down to earth astlfgel that they are more
open ... I don’'t know if [that] sounds bad, but Itjlike it when they are open
and honest and down to earth...

Here Kelly is drawing on the class differences witlhe schools talking of the
background of the children who go and the diffeesninn terms of the way in which
the children go about being ‘naughty’. In particulahe appears to attribute
‘openness’ to the more working class children agospd to the ‘intelligence’ and
‘awareness’ of the middle class children. This vezhoed elsewhere in Kelly’'s
description of differences across the schoolsetms of which school she preferred,

Kelly said:

| think | felt like 1 made more difference at Drygo... so in that way,
enjoyment wise erm, how rewarding it was, | woudgt Brypool but if | had to
choose which place | would work in, it would probabe Daisywood because
there’s only so much difference you can make witisapport from the whole
ethos of the school, you know the senior management

Here we see Kelly’s changing concerns about chgasiplace to work, where feeling
supported to be enabled to do her job replacedth@ng desire to teach children only

from a similar background to her own.

Kelly began to look for work around March time dwgiher PGCE year, saying she
was looking for: ‘...ones [schools] like Drypool Daisywood’. She was invited for an
interview for one post in a school not too dissanifrom Drypool in what Kelly

described as a ‘rough’ area. Kelly did not get jitie on account of being told she
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would: ‘be suited to a more academic school’. Kellyd this had: ‘really surprised
me .... because it was the total opposite to whatybeely else had said since I've
started training...” However, the week following hamrsuccessful interview, Kelly

was offered a post at Daisywood which she accepteslsaid:

...as soon as | started the training there, thatth@®ne place | would love to
work there because the department are really siggortive and friendly, and
the school is a better school than | thought lartsbut in ...it's got a nice

mixture it's not middle to bottom it's top middl@a@ bottom ... | didn’t want
to be teaching in a school that was all top ... sopérfect for what | wanted
to do.

On whether longer term, she still wanted to teachn inner city context, she said:

...less than what did because | didn’t think I'd gngo much teaching. It
sounds strange but | didn’t think I'd enjoy as mashl do, students who are
able to get top grades, | thought I'd find it a lbiring. But they just provide a
challenge in different way which | didn’t expect Bm glad now that | had
that opportunity to see because it has affectedc¢heols | would have applied
for. But | still have that thing of wanting to wovkith challenging pupils but |
just enjoy more than | would those who are quitelligent.

What is really interesting about Kelly then wastthtthe start of her journey towards
becoming a teacher, she talked of her own expergent education as equipping her
with her desire to become a teacher and the tygeawher she wanted to become.
However, by having such a positive placement abeemsocially mixed school, Kelly

re-evaluated her stance and was opened up to skemghe liked the challenges
other school contexts brought. For Kelly, Daisywaathbled her to also enjoy a
positive staff atmosphere, conducive to her acogptine post. After obtaining this

post, Kelly was asked to reflect back to her owmocational experiences and how they

had impacted on her views about teaching, she said:

Probably a confidence thing. It didn’t make me fegkonfident when | started
teaching and | didn’t think I'd be able to go ifhigh achieving school and do
well. | thought, | didn’t think I'd be able to delop people’s learning but I've

learned how to do that and I'm quite confident attnow. It's helped, my

education, in terms of behaviour, understandingctixavhat backgrounds

people might come from and that’s definitely beqgvoaitive, and I'd prefer it

that way around to as in if would have gone to g/ Vegh achieving school

and not understood people’s backgrounds and naretwbd how to speak to
children who have behavioural difficulties...
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Here, Kelly has reached a conclusion that her chassed’ education had been very
limiting on her confidence about choosing the typeschools she thought she could
teach in. In this way, Kelly is once again addnegsiome of the ‘injuries of class’ she
has suffered as a result of being working clas&ing back to feelings of having to

‘prove’ herself worthy. Having had a positive plaent at Daisywood, Kelly had

gained that confidence and with this new confiderze been opened up to new
horizons, those she had initially feared had bexn academic for her, the more

‘middle class’ settings.

Clare

Background

Clare, a white female, was 30 at the start of loeerge PGCE. Clare is from an inner
city area of a large northern city and prior tortstg the PGCE, had worked in a
pharmacy for seven years. Clare attended an 1iwi& icity comprehensive school
followed by a sixth form college to do A Levels languages, though according to
Clare, she did not do so well. Around her mid-Z0isre decided she would like to go
to university to study Science so she completedaess course then attended a pre-
1992 Northern university to complete her degre&aence, obtaining a 2:1. Clare
became pregnant with her second child whilst stugljor her degree which meant

that it took four years to complete.

Classed identity

When Clare was growing up, she explained her motiwerked in office
administration and her father was, a ‘jack of eddes’ whom she had not seen since
she was 17. On the initial questionnaire, Clare saie did not see herself as fitting

into a class category, when asked why, she said:

Hmm, no | think I'm lucky in that | can adapt to sigeople. I've got friends
that are posh and friends that equally have neweked a day in their life. |
just take people as people | don't really like tiass thing ... | don't like
defining people, | mean, some of my friends dgat) know, ‘I don't like her
— she’s full of her herself’, they're talking aboohe particular friend who is
very posh, very confident, very sure of herselfthely see that as ‘snobby’ but
| don't, | see it as she is very confident and safrkerself.
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Clare therefore expresses a dislike for and rejectf the term class due to the
negative connotations it holds saying:

... | just see people really. One of my friends, eme of my recent friends,

she’s a typical working class mum, she hasn't yelélld a job down, she’s

been living off benefits most of her life and a ¢dtmy friends really hate that
because they have had to work and they have seddglget where they want
to be and they hate people who can't be botheratbtanything. But, in the

time I've met her, | see more than that, | see ghbs, is doing that but she is
quite intelligent. You can have a conversation Vg about anything and she
understands and because I've been through uniyeasita mature student —
she has now just started. So I've helped her t@ldpvand now she is doing
really well ... You can see it's there and everybaphneralises, you know
people that live in that area are posh and peoptelive in that area are rough
because it's a council estate or it is known tadaggh. But, | don’t see myself

as in either of those classes.

Clare is expressing the way in which class lab@lsr iprejudicial attitudes about those
people labelled, with middle class meaning ‘po&ripbby’ and ‘full of themselves’
and working class meaning ‘rough’, not being ingelht and ‘living off benefits’.
Clare appears to understand the way class is ussape people’s perceptions of
others and it is because of this that she rejedislihg people herself. Additionally,
Clare also says she struggles to actually see Ihasditting into either middle or

working class categories:

My mum is very middle class minded. She was broughon a council estate
but she couldn’'t wait to escape and she saw heeselbetter than that.
Whereas | choose, | bought my own house, but ishe end of a council
estate. I've no problems, my kids play with theskfdom the estate and they
equally play with the kids that live in the poshvate houses that live down
the road. | think it's, | don’'t see myself as bejorg to either of the two
groups, so yeah, | guess in the middle really ...dph’'t class myself as
middle class because | wasn’t brought up with pedige that so although |
probably lived in a nicer area than a lot of peopleent to school with, |
didn’t see myself as any different ... | mean we ménad any more money it
was just the area we lived in, | mean my mum wasadly quite poor because
she’d been through a divorce so if anything, | peabably less than they did
[laughs]... | don’t really know where I fit really bause | was brought up with
people that were definitely working class and | waser any different to them
but then | think I've always known that there’s gotbe more to life than that
and | think that’'s because of the way | was brought probably more than
anything, my mum she was, always worked hard towpetre she was and I've
done the same really.
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Here, Clare expresses some of the complexity ofclams upbringing. Attending an
inner city school with children whom she descritaed ‘working class’ but having
lived in a ‘nicer’ area meaning that although sleeer saw herself as different, she
felt some others did, though Clare felt she maysibbg have been even worse off
financially. Therefore Clare does have a distimttaf ideas about class around access
to money, where one lives, where one attends sd¢hdallso, about different outlooks

on life.

Social class and Clare’s developing professionahiity

From the outset, Clare had a definite idea of yipe bf school she wanted to go into,

that of an 11-16 comprehensive in an inner city drecause:

| think because | came through the system and Innmefailed it first time
around totally you know, it was never really pusiaed you know I think it is
different now, I think it is, people are expectedrmof these days but | mean
er nobody | know went to university, that's how angmon it was er in the
area where | am [from] ... So | sort of feel that yowow, from coming from
that sort of background, if | could say to them yamow what, | came from
here and | did alright that hopefully it can giveein a bit of incentive too .1.
have been really passionate about education forsydae done summer
schools for about four years now with kids ... itefiditely the inner city kids,

| think you know I think they need it more, theyedeto see people coming
from that background ... they think teachers are flaslghs]. | don’t know, |
think I'd get more rewards doing that than workinga school where the kids
are going to succeed anyway coz they've got thatadamily background.

Therefore, although Clare does not explicitly texdelf to a class label or identity, her
motivation to become a teacher and the type ofddtee wanted to work in, are tied
to her own experiences of education/growing up #mdear to be classed. This ties
Clare to a very specific understanding of the tgp&eacher she wants to become and
the type of school she wants to work in, a workohgss school, with working class
kids.

However, Clare’s decision to want to work in sudmtexts was also mirrored by a
fear of stepping into educational contexts she waamiliar with. Clare said she
‘nearly cried’ and talked of being ‘devastated’ whbere was some talk during the

PGCE of her going into a selective grammar scHdellow, Clare reflects on this:
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...l think in some schools, | mean probably maybe &t scared too because
I’'m not used to them and I'd probably be like urghii were sent to a private
school I'd be like oh what do | do here [laughstidid probably be worried
about dealing with parents and things, so | thirdybe, some of it's me too ...
I mean the sort of parents I'm going to come acinssn inner city school |
know what to expect, | know how to deal with theaz ¢hey're the people |
live with, the people I've been brought up withe theople who are my friends
... and it's my culture really whereas if | was to tgoa private school then |
think maybe I'd feel that | wasn’'t good enough ® teaching their children
coz I've not got the right accent, I've not got tight background...

Here, Clare is explaining that due to her classqitmences (though she does not
name them as such), she only feels confident itaiceclassed educational settings
(the inner city school), that she is familiar w{ind is her ‘culture’). She also stresses
that she is fearful of the ‘Other’ (the middle dasdependent/ grammar schools) with
a sense of feeling that she ‘wasn’t good enougt’did not have the ‘right accent’ or

the ‘right background’. This topic was returnedl&ter in the research where she

linked this dislocation to independent schoolsatlyeto class differences, she said:

It's probably a class thing, I'm not part of thdass and | think | probably
would have done really badly in a place like thadl & don’t think that my
personality would have fitted in quite the same akliag at people who work
at [placement schools and where got job] | get etl with each and every one
of them, they are all from the local area ... my roemat Parkfield lives across
the road from my mum...

Clare is therefore also directly linking the clagsteachers to the type of context in
which they work suggesting that independent schamsthe domain of middle class
teachers and inner city schools the domain of vmgrkilass teachers, people like her.
Thus, though Clare does not like the labels ofs;lélsey help her understand the
differences she observes within schools and adesshers. They also help her to

implicitly locate herself as working class.

During the PGCE year, Clare attended Parkfield 8cfar her first and third seven
week placements. Parkfield is a large 11-16 mixeedc®mprehensive with over 1500
pupils. The school has a much higher than averagebar of pupils with EAL

(approximately one-third) and in 2005, approxima@? per cent of pupils had SEN
(around three per cent with statements). The p&agerof pupils gaining five or more
GCSEs in 2005 at grade C or above (including Ehgiisd Maths) was 27%. The

attainment of students on entry is well below agerand the overall social-economic
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circumstance of the students is well below averaigie eligibility for FSM also being

above the national average.

For her contrasting placement, Clare attended RioprHigh, an 11-16 mixed sex
comprehensive which again is a larger than avesabjeol with over 1250 pupils. In
2005, the percentage of pupils gaining their fivenmre GCSEs at grade C or above
including English and Maths stood at 24 per cetih BEN at 55 per cent (with almost
four per cent with statements). The school is magef approximately one third of
pupils from white backgrounds with roughly two-tterfrom ethnic minorities. The
number of pupils eligible for FSM was almost 40 pent, well above the national

average.

Both Parkfield and Riverston fitted directly intioettype of school context that Clare
wanted to teach in. She explained that she hadthlireequested ‘inner city’ school
placements on the PGCE because she knew this wexge whe was wanted to be and
said she did not see the point in being placedwdisee. Clare ‘loved’ both
placements though she slightly preferred Riverstoit brought her into contact with
different cultures (with a largely Muslim school gdation), something never
previously experienced growing up and attendingostln a predominantly white

area, she said:

| always assumed I'd never have something in comwitin someone from a
different religion, or someone who was quite r@lg ... I'm not religious. |

don’t believe in it so | didn’t think I'd have arhyhg in common with someone
who was very religious, and yet, | found that thisra lot more in common I'd
thought and I've made some really good friends,itso been a positive
experience that way.

Clare felt that the two schools were very simitasugh she felt the higher proportion
of Asian Muslim children and the Muslim community Riverston impacted
positively on behaviour (suggesting the close-kMuslim community and some
Muslim teachers meant many children were frightetheit parents would find out if

they were naughty). She also said:

... I did find the pupils that we tended to have mpreblems with were of
white origin. Which, | was really surprised, | dilexpect there to be a racial
difference but from the evidence you saw the ormeshad more trouble with
were with the white British kids.
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Thus for Clare, her non-religious identity had teelathe impression that that she
would not have anything in common with ‘others’ttded not share her own outlook
or culture (despite Clare’s own claims earlier tta¢ did not recognise class labels for
instance, that she could get on with anybody arlgt saw ‘people’). In addition,
having only experienced white working class pugftem her own schooling and
experiences in schools prior to starting the PGClgre was surprised that there were
observable differences in behaviour between whitesB and Asian Muslim working
class children. This tells us that for Clare, hges have been opened up to
understanding that class and ethnicity interseaomplex ways in producing pupil
identities at the school. It also demonstrates tt@texperiences novice teachers have
whilst on the PGCE have the ability to disrupt psésting understandings of both

education and of class (as well as ethnicity).

Half way through the PGCE year, Clare obtainedaghig post at Bamford School,
an 11-16 mixed sex comprehensive for around 95@gpsperving a community with
high levels of socio-economic disadvantage withrapinately 35 per cent of pupils
eligible for FSM. The school is predominantly magteof white British pupils though
ethnic minority numbers were rising. In 2005, thenber of pupils with SEN was
around 33 per cent (just under four per cent wititesnents) and 19 per cent of pupils
gained five or more A*-C grade GCSEs including Estgnd Maths. The school had
only come out of special measures twelve monther poi Clare starting to work there
though Clare said the official view of the scho@snas ‘improving’. She said of the

school:

It's in an area where, free school meals are quigd so it's got a lot of
poverty there and erm there’s well, a lot of lovhiagement basically from
previous years... It's the sort of place I reallylieavanted to work in and |
totally landed on my feet because they’'ve beeroeit bottom really | guess,
I've come in and the staff are striving so hardnprove it ...it's everything |
said | wanted...

Once again, Bamford directly fitted Clare’s ‘ideathool type. Clare did not formally
apply for the position at Bamford but rather, Bardfe Head of Science had been at a
meeting with Clare’s mentors from her two placensaitools when her mentor from
Riverston expressed regret that she had no vacancffer Clare. After this, her

mentor from Parkfield also highlighted how capaBlare was, prompting Bamford’s

146



Head of Science to ask whether the other schoolddvmind if they approached
Clare from which they offered her a job after atemiew. Clare had only formally
applied for one other post at a slightly more docraixed school but had left straight

after interview as she knew it was not for her.

Clare loved working at Bamford and after only arye& working there, she was
applying for an assistant head of department positClare talked of the way in
which she liked to make learning fun and was ofteldl off’ by other staff for rowdy
class responses to the games she incorporatechéntolasses to help the children
learn such as ‘Who Wants to be a Millionaire’ ofa¥? your Card Right' when the
kids were:

...Shouting out ‘higher’ or ‘lower’ and you know I'like encouraging them
[laughs].

Clare said the area Bamford was located in wasd¥antaged’ and widely regarded
as a ‘rough’. Clare also talked of caring deeplgwttihe children she taught:

...when 1 first got there | thought oh my god cozadf them do look quite
unkempt and they look like, a lot of them do loakywuncared for, you know
their clothes are not fitting properly and theirrtend the cleanliness of some
of them, they just don’t look well looked after kbey come from big families
a lot of them where there’s like eight or ten sigB living in the same house
... That's something | really noticed when | firsaised there but | don’t seem
to notice that as much now because I've got usedeim but | think there are
kids like that that have got no relationship witkit parents at all and they can
be quite difficult to deal with because there’s nepercussions you know if
you do make a phone call home ... so they tend tihnddarder ones but the
majority are lovely and they are quite helpful ytHedo anything for you, they
are, they're really sweet...

Clare explained that the school had a significastieé with attendance and that she
had gone out on visits with the school social waorlkdten finding kids sat at home
‘watching telly’ with their parents though Claradg#hat on the whole ‘90 per cent’ of
parents were supportive. Clare said there were npamgllels with the school she
attended though often at Bamford, the childrenisav@ur was slightly worse and the
children at Bamford were more open, for instanceary7s telling staff they were
‘going for a smoke’. However, though Clare lovedrking at Bamford, she had some

reservations about the longevity and sustainatolitinis:
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...at the moment I'm enjoying it and I've got loadsemthusiasm and loads of
energy for the job and | think that's great but .ouysee it with a lot where

they're getting a bit fed up with it of battling thithe students all the time coz
it is hard work you know because the planning ttoat have to do to keep the
lessons interesting and to keep everybody on teawk to chase up poor
behaviour, to chase up attendance and everythirighink, the time to move

will be when | start getting like ‘oh | can’t be thered with this, why am |

doing this again?’...

Clare also expressed reluctance to talk deternualit about the way in which many
working class children often did not do so welldducation and said parents were
crucial but she also expressed regret about thredaptive nature of disadvantage for

those who do not engage with education.

With regard to the ‘official’ discourse on workimgass schools, that of ‘SfCC’, Clare
said both of her placement schools ‘classed themseis challenging’. When asked

what this term actually meant to Clare, she said:

| would say, probably think behavioural wise. Intkiwhen someone says a
challenging school it means behaviour ... Watch thi&m a hawk basically,
making sure they are not turning the gas taps bat'3what I'd see as being a
challenging school, but for me, it would mean dajgte the opposite...

Clare is saying that ‘challenging’ is generallyrs@s a euphemism for poor behaviour
but for her personally, this is not the most ‘chiafling’ aspect of teaching. For Clare,
her main concern was about sufficient subject kedgk, one of the things making

Clare steer away from private, grammar, sixth famd high achieving state schools:

...I'm still a bit concerned about subject knowledgpzause | think that in the
schools I've worked in subject knowledge hasn’t rbee problem because
you're lucky if you can get them sat down long egioto teach them anything
sometimes. Erm, but | don’'t know. | think it wouldhve been more of a test
[to go to more ‘academic’ school]...

Again, this may be perceived as evidence of Clarkeissed sense of self as not being
able to fit in, perform, or be good enough in maldlass educational settings. Thus
for Clare, ‘challenging’ would mean a middle rathtban working class setting.

Interestingly, Clare (like both Joe and Kelly tolesser extent) also positions the

PGCE as being the class ‘Other’ when she says:
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...| talk to people but | haven’'t made very many lidémg friends and that is
not like me because usually wherever | go, | ugupitk up a few people
along the way, so | think a lot people on the ceunave a very different
background, from the ones I've spoken to. I'm retisg | dislike them and |
am older as well so that doesn’t help.

Once again, Clare talks of the perception of h&mlnot fitting in because of the
difference between her own background and manyho$da on the PGCE course
which is particularly interesting since Clare didtrecognise herself as classed.
However, her experiences and the way in which haild her sense of belonging to
particular educational contexts and her dislocatiom others infer that class was in

fact an important shaping factor in her motivationand around teaching.
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Section Three

Introduction to Section Three

The final section of thesis has three main purpo3ée first is to draw out the
common themes that emerged from the data presamt8dction Two. Chapter Six
therefore pulls these together and presents theatbeme-by-theme basis. However,
some of these themes require further discussionexpthnation in order to fully
understand the dynamic nature of class on the engeqgofessional identities of
novice teachers. Thus, the second purpose of #uos is to explore some of the
explanations we might begin to offer. Chapter Seahwenefore attempts to put forward

some possible explanations which seek to theorisd may be happening.

The final purpose of this section is to explore wthas study means and what we
might consider its contribution towards understagdinovice teachers and the
influence that their social class identity has loent as they become secondary school
teachers. Chapter Eight aims to do this by sumimarithe key findings and then
exploring what the wider implications of these mag. In particular, these
implications are considered in light of ITET in Hagd since this is where novice
teachers start out on the journey towards becomitegcher.
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Chapter Six

Common Themes

The overarching aim of this piece of research wasxplore the influence of a social
class identity on the emerging professional idgntit novice teachers. The main
challenge within this was to examine whether or aotlassed identity had any
important shaping influence on the process of béegra teacher and if so, in what

ways.

In the previous two chapters, six of the eleverecsisidies from this study were
presented. A rich account for each of the six wiéered to enable readers to see the
diversity of experience and the subjective stoagsold by each novice teacher. This
chapter looks at the common themes that emergedtfie stories of all eleven novice
teachers though the discussion of these themewl@lbonce again use the six case

studies presented in Chapters Four and Five to pifgrthese.

Class matters

Based on an analysis of all the novice teachetisisnstudy, it became clear that social
class mattersin the process of becoming a teachidot only did class matter, it
appeared to play a central role in helping the cewvieachers to make sense of
teaching and the type of teacher they were hopingecome. However, how this
worked in practice plays out differently for diféert individuals and is characterised

by both complexity and contradiction.

As you will recall, this study sought to situatadking as a form of ‘class work’. The
data collected reinforced this view, with almodtthe novice teachers positioning
teaching, at least implicitly, as ‘class work’. Hewver, the practical workings of this
played out in some interesting though complicatealysv How novice teachers
approached this was crucial and of key importancthis was the role their classed
identities played, both in terms of being disrupbgdand disruptive of becoming a

teacher.
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This was a key theme and will be discussed motg ifuiChapter Seven. However, in
brief, the central tenet of this argument relatethe way in which becoming a teacher
and a novice teachers’ class identity creates teduberritory. There are different
ways to handle this and what emerged from the iddteat some novice teachers seem
better able to handle their classed identitiesghtlof their realisation that teaching

can be positioned as classed and may involve thesicrg of class boundaries.

The complexities of constructing a classed identity

The novice teachers in this study defined theirs<ladentities (including a
disassociation with class) in a variety of ways.n&sed in Chapter Two, the idea of a
classed identity is multifaceted and as a ressilhighly complex. This was evident
across the sample of novice teachers in this stddythe discussion of methods in
Chapter Three demonstrated, all the novice teachen® asked directly about
whether they felt they (or their family) belongeal & social class, initially via a
questionnaire and then later discussed in morel data-to-face. The sample was of
course handpicked and included a range of respdos#ss question to ensure the
sample included both those who identified with sléas middle or working class) as
well as those who did not. In order to discuss tlenplexities involved, it is
necessary to consider those who identified withrgae class identity and those who

did not separately.

Self-identifiers’ constructions of a classed idgnti

In terms of all of those across the sample whoidelfitified as having a social class
identity, Maguire’s (2001) three aspects of a @dsglentity, i.e., an ‘embodied’,
‘cultural-experiential’ and ‘educationally-consttad’ identity were all drawn upon in
describing their class association. Therefore, \Kelbe and Lucy featured here all
could be seen to draw on these understandingseThe=e aspects were not mutually
exclusive as often, the novice teachers drew orerttan one of these. For instance,
both Kelly and Joe strongly identified as workirlgss and drew on discourses which
cut across all three aspects of a classed idehatyMaguire identified. For Kelly and
Joe, ‘being’ working class was deeply embodied, hased on their experiences and
culture as well as being brought home to them ftjnotheir own educational

experiences. However, what Kelly and Joe alsoddie is that ‘being’ working class
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is about having a particular value system, a wayieWing the world. This value
system is tied to a discourse about the social ualkttes in society and their

perception of the subordination of the working s&ss

Maguire’s aspects of a classed identity also agpicethose who self-identified as
middle class. However, what was interesting is #atultural-experiential and an
educationally-constructed identity were clearlydevit but there was less drawing
upon notions of being middle class as ‘embodiedr. iRstance, rarely did the middle
class novice teachers who self-identified this wefer to their accent as a sign of
their ‘middle classness’ in the way working clas#-&entifiers did. Indirectly, those

who identified as middle class also alluded to lme/gystem and outlook on life that
is attached to notions of middle classness. Thendbcused on the notion of working

hard and aspirations (in life and in educationeiample).

Interestingly, the three aspects of class iderttigt Maguire identified sometimes
brought to the surface tensions about classeditgeparticularly when it came to
describing how others may choose to position therolass terms. In particular, the
main tension for Joe and Kelly, as self-defined kiray class individuals, came from
how others might construct them as middle classawiaeducationally-constructed
identity. This came out of the perception that theyh felt others might now deem
them as middle class because they had attendeckrsityv and were becoming
teachers. Both Kelly and Joe felt this did not nedheir sense of class as embodied
(including accent for both and ethnicity for Joeyltural-experiential (e.g., poverty
and/or where they grew up) or their value systemaddition, both Kelly and Joe
resisted notions of social mobility and having baeomiddle class with their own
versions of their educationally-constructed sehvas they had done well in education
but that they had had to fight harder to get there.

Such tensions were not so present for those wiiidsgltified as middle class, having
mostly identified their parents as also being nmeddhss based on the three types of
identity Maguire described above (except for Ludyovdrew on her mother’s working
class background but this was not regarded as grdilc in defining herself as
middle class given Lucy’s own self proclaimed ‘abhembarrassingly middle class’

upbringing).
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It is also important to add that there was actesistance from both Kelly and Joe
about the negative stereotypes in the representgd@ieggs, 1997) of working-
classness. In particular, both Kelly and Joe peetkithey had been looked down
upon by people from middle class backgrounds (thg.association of being working
class to mean ‘inferior’ and ‘stupid’). This wagthassociated with forms of ‘in-verse
othering’ of middle class cultures by Kelly and Jé&r instance as being ‘small-

minded’, ‘ignorant’ and having had it ‘easy’.

Non-identifiers — ambivalence, confusion and resisé

What further discussions of class with these noigeehers who initially said they did
not see themselves as belonging to a social aassled was that, the discourses and
the complexities of this self-placement were linkeghtly into available class
discourses. For some non-identifiers in the sampleas linked to tensions between
the three aspects of class described by Maguire.ekample, some of the novice
teachers across the sample talked about tensidnsedre their family background
including parents’ education, work and/or their oeducation versus living in a
predominantly working class area and/or liking wiiagy felt were ‘working class’
cultural activities (described as watching TV andtball for instance) versus ‘middle

class activities’ (like going to the theatre).

Therefore, non-identification with or ambivalencewvards class (as discussed in
Chapter Two) within this sample was also broadlyritattable to the types of

confusion resulting from social change that Savagel. (2001) discussed. The
complexity around knowing exactly where one wouid was a key factor in a

disassociation from class, particularly for novieachers who felt they had something
of a ‘hybrid’ (Maguire, 2001; Lucey et al. 2003as$ identity. What is also important
to add to the work of Savage et al. around thimthes the influence of the discourse
of classlessness on the public psyche about soleiss. For instance, Matt several
times touches on this discourse as a way to explaiambivalence to the concept of
class. In addition, many of the self-identifierssdebed above (and in Appendix C)

also drew on discourses of classlessness to positesr own thoughts about class.

However, there were often deeper reasons thaoleg people to distance themselves

from the explicit language of class which need ¢oumderstood more broadly. The
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work of Skeggs (1997) around the representatiatiass helps to articulate this. Both
Simon and Clare were reluctant to use labels aisda describe themselves. This was
because of the perceived images that class lalaelddr them. For instance, Clare
struggled to place herself neatly into class bezaafscomplexity around knowing
where she would fit. However, the main reason farrejection of class, as we saw in
her case study, was due to the negative connogsatiesociated with class labels. A
reminder of what Clare said is:

...I think I'm lucky in that | can adapt to most pdé®pl’'ve got friends that are
posh and friends that equally have never workedyainl their life. | just take
people as people | don't really like the class ghin | don't like defining
people, | mean, some of my friends do it, you kndwdon't like her — she’s
full of her herself, they're talking about one peular friend who is very
posh, very confident, very sure of herself but tseg that as ‘snobby’ but |
don'’t, | see it as she is very confident and sdifeesself ... one of my recent
friends, she’s a typical working class mum, shentiasally held a job down,
she’s been living off the benefits most of her afed a lot of my friends really
hate that because they have had to work and they $teuggled to get where
they want to be and they hate people who can’tdikeded to do anything ...
You can see it's there and everybody generalisas kpow people that live in
that area are posh and people who live in that areaough because it's a
council estate or it is known to be rough. Butphd see myself as in either of
those classes.

(Clare)

Here, Clare is rejecting using class herself dun¢ostereotypes in representations of
being working and middle class and she draws outt Wiese stereotypes are. Simon
similarly does not like to place himself in a sbakass category because of what he

feels the label of ‘middle class’ might imply:

Well, I'm probably about as middle class as theymeol don’t know, | just felt
a bit weird, | don’t feel particularly affiliatedsasocial class, but | can see a lot
people probably do. In terms of accent and playugpy or whatever, people
sort, make kind of, you know ... but like | don’t fegarticularly affiliated
...[1] wouldn't like to put anything down without argontext.

(Simon)

Therefore Simon felt that others would be likely gerceive him as middle class
because of his ‘embodied’ and ‘cultural-experidhidentity. However, he rejected
this based on a lack of affiliation to a particulset of middle class values. He
reinforced this view below when he explained he wegcting this based on a
particular view of the middle class:
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| just like, there’s load of middle class kids inilv [one of his PGCE
placement schools] and you can probably see tlenfsafashioning them to be
lawyers or whatever it is what you want to be...

(Simon)

Thus, ambivalence to class in this study could segimbe interpreted in a number of
ways. For instance, Skeggs’ understanding of reptation in particular helps to see
how and why both working and middle class individumay reject class labels.
Therefore, ambivalence to class may also be se@engh the lens of being an active
resistance to class labeling and class stereotgpewell as a resistance to being
labeled more generally in terms of ‘whatever yoy kam, that's what I'm not’ (see
Matt for instance). This type of rejection of clasay be seen as indicative of wider
assertions of individuality (highlighted by Savageal. (2001) as a major reason why
many disassociate with applying class labels ton#®ves) and an unwillingness to
be described in relation (or feel connected) tougsoand communities in wider
society. As Chapter Two argued, the power of sughraents may also been seen as

intimately tied to the discourse of classlessnessudsed earlier.

The above section has talked about a classed tigastabstracted from the process of
becoming a teacher. The dynamic relationship betweelassed identity (and the
construction of that) and an emerging professidtehtity will be returned to later in
this chapter before being discussed at length ep€n Seven.

Being ordinary/normal and the ‘Other’

There was evidence within the sample of socialsclasing used in association with
understandings of ordinariness (as per debatesebat®ayne and Grew (2005) and
Savage et al. (2001) discussed in Chapter Two)ogscthe sample, there was an
agreed understanding that what was ordinary, aacefiore ‘normal’ in relation to
values, social/moral outlook and education, wasdieidlass. Lucy, a highly reflexive

novice teacher, demonstrated this when she said:

...maybe one of the things about describing yotieseimiddle class means that
you can kind of imagine that you're just sort oirlig maybe it's just more
non-descript or something...

(Lucy)
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Interestingly the working class novice teachers wd present their own working
class backgrounds as ‘ordinary’ in the sense thadtrdrew on discourses of having
felt ‘othered’ in terms of their class backgrounds discussed elsewhere in this
chapter, this often resulted in forms of what cantermed ‘inverse-othering’ of
middle class cultures as being morally lacking.sThnderstanding of middle class
cultures, as seen above, was also offered by Stmerplain his lack of affiliation to

what he perceived to be a form of self-interegpedhy middle class values.

Contradictions

Constructing a class identity then is territoryufyat with contradictions that often
emanate from the complexities of defining classed knowing exactly where one
fits neatly in class terms (due to mixed class mpage, the contradictions between
where one lives and their cultural interests etCgntradictions also emerged as a
common theme within this study and often origindtedn the confusion about when
somebody who has been ‘successful’, or in othedsaocially mobile, ceases being

working class antitecomesniddle class.

Kelly demonstrates this point when she talked efwlay social class was about a way
of being and that it was not something to be ‘ediraed was instead about ‘heritage’.
However Kelly then went on to talk about money amb an important feature of
class but refused to believe that becoming a teasbeld mean her own children
would ever be considered as middle class. ThusyKelise of both money and
heritage highlighted some contradictions in thatléss is about heritage, then her
children maybe will never be middle class. HoweVeit,is about money, occupation
and status, then her children may well be viewédeast by outsiders, as middle
class. This raises an interesting question at dzettof the debates around class — at
what stage do people ‘lose’ their working classthge, if they do at all? Of course,
this thesis is certainly not implying there is arswer to this question but if Kelly’s
views are accurate and that heritage alone matiees, surely, as we saw earlier,
Lucy’s mother’s working class background would médesm heritage could also be
viewed as working class. This demonstrates furtihercomplexities of class and how

these complexities are interpreted differently Bfedent people.
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Explicit discourses around class are also ofteeraative and heightened area. As a
result, sometimes class can be raw to discussciefigewhen feelings of social
disadvantage and advantage form the basis of avidndl's sense of who they are.
For instance, Joe drew on contradictory notionsnvhe simultaneously positioned
his own (working class) value set as being conakmiéh ‘humanity’, ‘humility’ and
‘compassion’ whilst feeling ‘quietly superior’ arsipecial’ compared to his middle

class counterparts.

In addition, there were also contradictions in §a&count of wanting to become the
type of teacher that can help address educatioisadwhntage through having a
shared background but yet not wanting to teachhentype of school he himself

attended due to the tough daily work this involves.

Another important contradiction seems to be the wawhich the middle class non-
identifiers may often know and/or accept that tleeg middle class (or certainly
would be perceived as middle class by others) iputilsaneously reject that label, as

is clearly the case with Simon.

Subjectivity v economic, social and discursive pdsining

Before moving on to explore the other themes andirigs that emerged out of this
study, it is important to return to the work of §s (1997). In her study of working
class women, Skeggs said:

| identify their positioning in economic, social cardiscursive relationsot
their subjectivity (Skeggs, 1997: 16hphasisn original).

In this study, it also became necessary to considesocial class of the eleven novice
teachers in terms of ‘economic, social and disgargelations’ as well as their

subjectivity. This is because even though exptitass labels were rejected by some
novice teachers to describe themselves, like Sa{zfip®) and Kirk (2002) suggested,

all of the novice teachers told subjective stotied were deeply classed.

Four of the novice teachers featured in this sindjcated that they did not feel they

belonged to a social class, as discussed abovee¥owit was possible to position all
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eleven in class terms via understanding their exoricsocial and discursive relations
(although this was not always straightforward).thes above has indicated, there were
a number of inter-related reasons why the novieehers in this study chose not to
identify with class. Appendix D features a summafyall eleven novice teachers
which includes both their self-identified position class and their position based on

social, economic and discursive relations.

In terms of the six novice teachers featured ingidra Four and Five, Kelly and Joe
self-identified as working class and Lucy self-itiked as middle class. In terms of
their disclosures during the interviews, their ewmoic, social and discursive

positioning within this research would confirm thesubjective positions.

Matt, Simon and Clare did not indicate they fekythhelonged to a social class but
based on their economic, social and discursivdatigees, it was possible to position
Simon and Matt as middle class and Clare as workiags. Not only did their
disclosures make it possible to position them eoooally, socially and discursively,
as above, it became possible to understand why disagsociated themselves with

class. This will be further explored in Chapter &ev

Class identity as cross-cut by other social identés

As argued in the introductory chapter, the remitho$ study was to focus on class
identity. In addition, it made clear that other esg of social identity would not be
explicitly explored despite recognition that classs always cross-cut by other social
identity features (Bennett et al., 2009; Reay, 2008illborn and Mizra, 2000).
However, it must be stressed here that gender tmicey were key aspects of the
novice teachers’ identities within this study. kwstance, Joe’s working class identity
was heavily shaped by his Afro-Caribbean backgro@idre similarly refers to the
way in which her experiences growing up in a preitamtly white ‘working class’
community, in a secular family, shaped her peroagtiof who she felt she would be
able to have something in common with. Kelly alatked of the way in which her
class identity, played out differently for her atemale than it did for young working
class men from the area she was from, where thdeged nature of class pressures
were evident. Thus, whilst the detail of thesersdetions cannot be done justice to
here, it nevertheless sensitises us to undersigtickty do cross-cut class.
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The importance of class in describing the social wial

Class discourses were drawn on by all of the noteeehers within this sample to
describe the social world around them, the schidwdy had their placements and
found employment in, the pupils attending thoseostdhhand the communities they

were located in.

Class discourses fell into two main types, the firsing where class was referred to
explicitly and the second being where the ‘c’ wards not mentioned and instead a
whole range of other factors were drawn upon widah be seen as euphemising
class. This was in support of the findings of Pagnd Grew (2005) and their detailed
outline about the ways in which class can be reteto without ever mentioning the

‘c’ word (see Chapter Two).

Interestingly, most of the novice teachers usedi@kplass discourses (i.e., named as
class), including those who were reluctant to ptheenselves in class categories. This
supports the views of Savage et al. (2001) andiditian Morley’s (1997) argument
that people find it difficult to understand thewio position in ‘class struggles’ or their

own agency in wider social (class) structures.

For instance, Clare did not like the labels of glasd refused to place herself in a
class for this reason, yet in describing the wandund her, she used phrases like
‘she’s a typical working class mum’ and ‘I was bgbt up with people that were

definitely working class’. Matt, also used expliciiass discourses even though he

generally refuted the label and was ambivalent tds/alass for instance saying:

....there just seemed a bigger class divide, notyixaican talk of class divides
anymore but there seemed to be a bigger classedaidBessingbrook but
Gordesly they're all just upper class...

(Matt)

Social class and becoming a teacher
All the novice teachers positioned as middle clésther subjectively and/or via
economic, social and discursive relations) talkedawing close family members who

were teachers. However, though many of these notgeehers talked of being
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actively warned off teaching by the teachers/pastchers they knew, this social
capital helped them to make decisions about beapmiteacher. In particular, seeing
people they knew well and respected, having enjeyalnd rewarding careers in

teaching, had opened up this as a possible capiendor themselves.

By contrast, none of the novice teachers in thiglstpositioned as working class
(either subjectively and/or via economic, sociatl afiscursive relations) had any
relatives or close friends who were or had beeahi&a. However, in the majority of
these cases, the motivation to become teachersaegupéied to understandings of
their classed experiences both more broadly anelation to their own schooling.
This will be discussed in more detail below.

In addition, another classed discourse that emeagezhgst some of the middle class
novice teachers was the idea of going into teachinggive something back’ to

society. This idea is strongly situated aroundpérception of having been privileged
in some way. For instance, both Simon and Lucy #ddiut feeling that they have
been privileged socially and educationally and défae feel entering into teaching

(particularly in the state sector), was about givsemething back.

The desire to replicate one’s own positive schoglegience (or to aim to be like a

particular teacher) was also common across thelsamp

In summary, there were six main (though certairdy mutually exclusive) reasons

offered to explain the decision to become a teachezse were:

1. To find a rewarding career/job

2. To replicate one’'s own positive education (inclgdimspiration from a
particular teacher/s)

3. To remedy perceptions of a negative educationatesmpce

4. To build on existing personality/skills base (e.grevious experiences of
helping people, good at explaining things)

5. To address inequities either experienced first laralvare of in the education
system/society

6. ‘To give something back’ having had a ‘privilegeiucation
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Therefore, as discussed in Chapter Two around ¢eagdéntity, there was a sense that
becoming a teacher was intricately tied into th@agraphies and identities. As such,
the teaching ‘self’ is more than merely a ‘situatself but draws on the very essence
of the novice teachers’ ‘core’ identity. Moreovent only do these reasons draw on
their core identities, the classed nature of thissever present in several of the

motivations to teach listed above.

Kelchtermans & Vanderberghe’'s (1994: 52-4) disaussof ‘critical incidents’,
‘critical persons’ and ‘critical phases’ also comis useful to understand the
motivation of becoming a teacher. Implicated iesth are also many classed aspects.
For instance, Kelly, Joe and Clare who had a wagrkilass schooling and wanted to
work in the same classed contexts, could have their schooling described as a
‘critical phases’. For Simon, the influence of Hialf-brother, also having had a
privileged education and teaching in an inner stgte school could thus be seen as a
‘critical person’. Each of the novice teachers asrthe sample can be seen as having
a ‘critical’ point of some kind which helps to umdand their motivations to teach
and many of these, whether directly or indirecise linked to class. This is because
many draw on past life experiences and are classedation to the types of contexts
they want to work in and their reasoning behind.thi

Social class and the type of school novice teachevanted to teach in

The novice teachers’ own schooling was an importahaping influence on

discussions about the type of teacher they wamtdzbtome and the type of school
(with the type of children) they wanted to teach iHowever, this was not

straightforwardly working class backgrounds meantking class schools and vice
versa with middle class teachers. But, many of ribeice teachers did talk about
wanting to work in schools just like the one thetemaded themselves as pupils.
Mostly, this was represented via a discussion eirtwn enjoyable experiences at

school and the desire to work as teachers in thejegyable contexts.

However, for Joe, Kelly and Clare, those positioasdworking class here, this was
tied to a conscious decision to teach children wice similar to them and for whom
education was not a natural or taken-for-grantetture. In this way, the discourses
they drew on inferred a sense of class injusticelass inequalities, that they were

162



hoping to address, despite some contradictionedarcase of Joe as discussed above.
As such, their motivations to teach in particulehaols were classed. This is not to
say that this meant they had not had enjoyable atdunal experiences themselves.
On the contrary, Kelly and Joe both talked aboutirtta experienced first hand
teachers who were extremely positive and inspinalio Joe for example had
explained about an inspirational teacher who tahd: Woe, you're going to struggle

in life’ explaining that as a young black man, hewd have to work harder so as not

to allow this to hold him back. Kelly also said:

...because the teachers in the first school did waenyou know you come
from [area of city Kelly was from] and when you dgetthe school in [area
attended sixth form in], people from [area Kellgrfr] aren’t thought of very
highly but the head teacher was very inspirationahnd tried to motivate the
pupils by telling them what they had to offer andtivational talks never let
anybody ever tell you any different just becauss/tte got more money and
things like that...
(Kelly)

Interestingly, in referring to the positive teachavho influenced them to become
teachers, both gave examples of teachers who radytr home to them that the
world was an unfair place and as working class gopeople (and a young black

working class male in Joe’s case), life would beame ways harder for them.

Simon also had a sense of class injustice, thoogkxpressed in such an explicit way
as Kelly, Joe and Clare. As a reminder, in beingdavhy he wanted to teach in an

inner city comprehensive school, Simon said:

| think that in terms of education, issues that pl&yed out, a lot of the
challenging things around socio-economic issuesselare the sort of issues |
would like to work with. Comprehensive becausedl that | have been what
you would say quite privileged in my personal ediocaand | would like to
give a bit back as it were ... I'm in danger of somgda bit clichéd but
y'’know the problems of drug abuse, real povertglence, underachievement
in education, and it's something | would like tantabute to...

(Simon)

Therefore, Simon is choosing to work in a classeatext vastly different to the one
he grew up and was educated in. Though class ishawted, Simon talks about

poverty, social problems and educational ‘undeedent’ which can be
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specifically linked to issues of urban, working ssacommunities and schools.
Simon’s motivation to teach in this context in peaine from having a half- brother
who had chosen to do this. Thus, Simon was aldeaw on available social capital of
a teacher who he knew very well who had activelygbb out work in a social context

distinctly different to his own.

Unlike Clare, Joe and Kelly, for Simon there wasease of stepping outside of his
own class world rather than being committed toheaithin it. Simon also recognised
the privileges inherent within his own social amtiheational experiences. There was,
however, a sense of pride attached to this steppmutgide of his own class
background to teach in the most challenging typeeschools. In some ways, this
enabled Simon to gain a certain amount of status @esult of not taking the ‘easy

option’ and reproducing his class privilege.

By way of contrast to the others discussed abovatt khlked about being open to
teaching context throughout, despite saying if pdsio choose between schools at the
two ends of the spectrum in terms of behaviour, wauld choose the more
challenging schools but expressing this as abotdgopal fulfilment and avoiding
boredom. In class terms, Matt's non-identificatieith a classed identity can be seen
as trying to maintain a sense of openness to nfaghbeing ‘not bothered’ about
where he taught. This will be returned to in Cha@even as it demonstrates an
important point about the way in which class idegsi interact with becoming a
teacher.

From the outset, Lucy talked of tensions gener&tad her privileged though highly
enjoyable educational experiences with regarditikihg about where she would like
to teach. Specifically, Lucy talks of feeling shegbt to give something back (by
entering the state sector) because she feels gheded by what she terms ‘socialist
principles’. However she also felt her own eduaatio the independent sector was
fulfilling and that being a teacher in these cotdexould be highly enjoyable and this
creates tensions for Lucy. There is a sense o ¢jast attached to Lucy’s reasoning
although she was reflexive throughout about thessions as being real to her. As a

reminder, she said:
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| think it's really difficult because there’s thdnk of, there’'s a real pull

between the idealist in me and the kind of crusadeacher which is horrible
as well and you're kind of thinking you've got te lpealistic but you know,

part of you thinks yeah | want to go make a diffex® and be constructively
useful somewhere ... that would be far more challegpdor me as a person
than going in somewhere where | found things memsier ... but there is of
course the other side that makes you feel welhitdeanna, and I'm a worrier
as well so I'm aware that wherever | am, | will woand | will sort of want to

do my best and want to be effective and there’slanze between driving
myself mad and actually being comfortable...

(Lucy)

Lucy talked about the tension between the ‘idealisid the ‘realist’ in her. The
idealist for Lucy would want to work in the ‘chaliging’ inner city school but the
realist in her fears she would be less effectiveuoh contexts and that actually, she
wants to work where it is enjoyable. Interestindlycy also problematises the idea of
the ‘crusading teacher’, the (middle class?) temult® goes in to the working class
setting and is able to right all wrongs. It woulgbaar that Lucy’s fears about going
into working class contexts originate out of a gen$ social (class) distance that
would make her less effective teaching childrenwas not able to fully understand.

Efficacy and social distance

That novice teachers (such as Lucy above) oftendiglwn to particular teaching
contexts based on their own perceptions about wthene felt they would be most
effective was a strong theme. Though not the caseVery novice teacher in the
sample, there was a strong relationship betweementree felt they would have most
efficacy and their own class background. Therefetly, Joe and Clare all felt they
would be best placed and be good at teaching ikimgclass schools, like those they
attended themselves. It goes therefore withouhgapat the types of context novice
teachers were apprehensive about going into (ast le@aitially) were those
characterised by high levels of social distancenftbeir own background (including

their class).

Thus, what novice teachers often mean when thégedahbout what they would
regard as a ‘challenge’, was crossing over thesdtesindaries into unfamiliar class
territory where there is anticipated social anduwal distance. This is because there

was a sense of feeling that they might lack vikdllss knowledge and understanding
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having not experienced this educational contest fiand themselves. This probably
translated as not being equipped with the rightssket to enable them to do well by
pupils from different class backgrounds to themsehls a reminder of what Clare, a

working class novice teacher and Lucy, a middlslzovice teacher said:

I’'m aware that wherever | am, | will worry and |limgort of want to do my
best and want to be effective and there’'s a baléeteeen driving myself
mad and actually being comfortable...

(Lucy)

It's probably a class thing, I'm not part of th#éags [middle class] and I think |
probably would have done really badly in a placeke li that
[independent/grammar schools] and | don't thinkt timy personality would
have fitted in quite the same...

(Clare)

The above concerns about perceived efficacy are falsther heightened in a
performative regime such as the one that charaetschooling in England (Ball,
2003b). In a standards and result driven schodliejl there may be real concerns
amongst novice teachers that they would not be tabieeet the expectations placed

upon them.

Class identity and finding a teaching post

What this study demonstrated was that what noweehers initially talked about

wanting in terms of teaching context, was not alsvagnsistent with what actually

happened in terms of looking for and accepting egrpent as teachers. There were
two main reasons for this: the first being sereitgignd the second being the way in
which the placements they had during the PGCE eohasl the power to challenge
existing views. These are discussed below.

Serendipity

Serendipity or happenstance in this context reladethe employment market and
what jobs were actually available at the time gflging for teaching posts as well as
how the interviews went. The process of applying teaching posts often works
differently than applying for jobs in almost evewther sector. Successful teaching

applicants are almost always offered teaching postshe day of their successful
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interviews. Therefore, the perceived need toagg@ib rather tharthe job of choice
often meant novice teachers were more likely teptthe first post offered to them.
This was because most novice teachers were ofea@@endent on finding a job as
their main source of income on completing the P@&@G# thus the initial priority was

nearly always getting any job to start with.

In addition, some novice teachers who were in sigertsubject areas had the
additional time constraint of finding a post by #ed of July if they were to qualify
from having some of their student debt paid oftlogir behalf. The desire (or need) to
get a teaching post as quickly as possible thexedoted as a possible barrier for some
novice teachers to hold out for their ‘ideal’ post.

However, this is not to say that novice teachemgphbi apply for any teaching posts

they see. Often, the novice teachers in this sty a range of criteria they had
decided upon which helped them to know which jabspply for and these often

fitted in broadly with their early views on teachinWhen discussed during the
interviews, geographical factors relating to whitrey wanted to live were obviously

high up in terms of importance but other factorshsas school attainment and type of
area school was located in were also often patiisfcriteria.

So, although many talked about wanting to work amtipular contexts, sometimes
what jobs were available dictated what jobs theglieg for and the first job offered
was often accepted as a means to avoid being wtithork. It thus did not always
follow that novice teachers’ first post was matchedhe types of contexts they had

clear ideas about wanting to work in.

Challenging perceptions: exposure to class bouredari

The second reason that novice teachers did notyalesd up finding employment in
the contexts they initially talked about was thHa views they had were opened to
challenges based on their PGCE placements. Ircpkatj their sense of efficacy was
often transformed by experiencing contexts wheey tlmight have initially been put
off from entering based on their perception of abdistance. This is an important
point given the discussion about teacher identit€Chapter Two. This is because it

supports the view that although teacher identaiesheavily shaped by existing ideas
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including their identity, they are also subjectdibange and challenge as well as

shifting identities.

Kelly and Joe demonstrate this point clearly. Aithb they both talked of wanting a
working class school and talked of their own schngpnd social position as being
key in this, both ultimately did not end up teachin or wanting solely to teach in the
most challenging of such schools. It would seent tha experiences they had in
different types of schools whilst on the PGCE heélfechallenge these notions of the
class ‘Other’ and of themselves. Other examplahisfexisted across the sample (see
Appendix C)and happened in cases where middle class novickaeaalso reluctant
to cross the class boundaries had their initiatg@rons challenged after exposure to
a positive experience in a different class settifigre also fit into this view in that her
perceptions changed about teaching in schools higth numbers of pupils and staff

from religious (Muslim) backgrounds despite hemigean atheist.

What this tells us about a classed identity willedsg@lored in more detail in Chapter
Seven including the ways in which these experienciesllenged their classed
perceptions of self as the key to understandirgy¢hange in focus rather than simply
changing their views about where they want to teBci, what this also tells us is that
a range of experiences in different educationalteexda has the ability to change
existing perceptions about schools and impact @ralifsometimes very firm) ideas
about the types of teachers novice teachers waméd¢ome. Therefore, one effect of
the PGCE (and other routes into teaching) is thadn have an enormous influence on
not only where novice teachers believe they waneagch, but also in relation to their

very sense of self.

Classed understandings of teaching contexts

Across the sample, there was a real sense thatcenodachers had classed
understandings of school contexts. A strong therae thie ways in which working
class and middle class schools and areas were migdtewith frequent usage across
the sample of ‘rough’ to denote working class séh@md ‘nice’ to describe middle

class settings.
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Virtually all the novice teachers understood curmdiacourses around ‘schools facing
challenging circumstances’ to represent working<lschools but interestingly, most
identified this as relating to behavioural probleas opposed to socio-economic
indicators (either at all or alone). Whilst somevioe teachers drew on ‘othering’
discourses of working class children in such castea significant amount were
empathetic to many of these issues thus concuwitigthe views of Lupton (2009).
However, also like Lupton (2009: 7), there was @aclsense that novice teachers
relied on ‘individualised rather than structuratagnts’ of the issues faced by such

schools and their pupils.

Similarly, there was a general view across the $ar(though resisted by Joe and
Kelly for instance) which compared the issues fdmgavorking class schools against
an idea of a middle class norm in education (Lupt®®09). This was often the
underlying foundation of ‘othering’ discourses altigh there was also a sense of
naivety about the way in which relative social awbnomic disadvantage work in
countries such as England (such as Simon’s appansaonderstanding of the way in
which via credit, poorer members of society carambhigher priced consumer items).
Most often, such ‘othering’ happened in situatiavisere there was a considerable
amount of social distance between the novice teac& the class context they were
othering. Othering of this kind was encounterednfrmiddle class novice teachers
about working class children, schools and commemitBut also, forms of othering in
relation to schooling occurred from working claswige teachers in formulating their
views of middle class ‘Others’ (for instance talkmoiddle class children as being
naive about the world, or having had it easy onppgassive in classrooms and not

having personalities).

Class awareness and consciousness

As above, all the novice teachers used class t@rsakse of school settings and their
own identities, whether implicitly or explicitly. ¢wever, the idea of class as being
something that operated in unfair ways, often athging some whilst disadvantaging

others, was not as widely referred to or understdbdse who seemed most aware of
social class inequalities were those who had cdoslsess boundaries in their previous
life experiences (for instance Kelly and Joe) whielve them a language to talk about
class directly. This study would therefore suggesgtport for the view that it is when
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individuals experience class that it becomes \esidhd as such, more meaningful. Or,
in other words, it is at the point when social sldsoundaries are crossed that

individuals become more aware of the way in whiotia class actively works.

However, what seemed missing was any sense ofigmdiion within the sample.
Even Kelly and Joe who talked initially about theitentions towards teaching as a
form of ‘class action’ (Maguire, 2001329), this was challenged once their classed
understandings of their own abilities were reforatedl after having positive
experiences in more middle class settings. Singilaa above under the last theme,
whilst many novice teachers in the sample demaestrampathy towards working
class children, the explanations and understandivege often situated as cultural,

rather than structural or at least heavily shapestiuctures.

Concluding remark

This chapter has attempted to draw out the comrhemés from this study. These
themes have attempted to demonstrate the ways ichvahclassed identity is linked
into the process of learning to teach and becorairtgacher. These are the early
foundations of a teacher’'s professional identityd aare therefore important in
illuminating the ways in which being a teachernsricately and intimately tied up
with social class. The following chapter will selekoffer some explanations about the
way in which a class identity features heavily wvice teachers’ constructions of
their emerging professional identities and willvist some of the themes discussed

here that require further discussion to enableiplesexplanations.
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Chapter Seven

Teaching as Boundary-Crossing: Troubling Class Idetities

In the previous chapter, the common themes from study were identified. In this
chapter, some of the important themes raised irptéeious chapter are discussed in
more detail. In addition, some possible explanatiare offered that may help to
illuminate the dynamic relationship between a @dssdentity and a developing

professional teacher identity.

Therefore, the aim of this chapter is to discuss way in which teaching, when
positioned as ‘class work’, interacts with the sk identities of novice teachers. In
particular, it will seek to explore the some of thiéerences encountered amongst
novice teachers from middle and working class bemkgds since these were of
significance. However, before moving on to exploosv this worked in practice, it is
necessary to consider the way in which teaching marpositioned as very often

involving forms of class boundary crossing.

Positioning teaching as class work: boundary crossg

As the introductory chapter set out, this studyitpmss the process of schooling in
England as ‘classed’. This is due to the dynammd (@/stematic) relationship between
educational processes and wider social (or claggjualities. Or, in other words, due
to the way in which inequities in education cansken to simultaneously impact on

(by (re)production), and be impacted upon, by clasquities.

Following on from Van Galen (2004), | therefore gbuto situate teaching as ‘class
work’. This was because teachers (by default atvey least) not only play a

fundamental part in the processes outlined aboué,also frequently operate as
‘mediators of class’ for many of the children thegch (ibid). What therefore happens
when novice teachers begin their journey to becgn@achers is that they are often
confronted with social class. Not only are novieadhers confronted with social class,

but they are unable to avoid it. This is becausgasalass is implicated in different
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types of school contexts as well as the novice et existing motivations,

preferences and values about teaching.

When social class becomes most pertinent to notgeehers however is when,
through teaching, they either experience or ardieipexperiencing social class
boundaries in their work as teachers. In Figureelbws, | attempt to conceptualise
how teaching can be viewed as working at the baueslaf social class, or, as ‘class
work’ in order to help further understand the irdbe relationship between class and

teaching.

Figure 1: Teaching as Boundary Crossing
|
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The above diagram attempts to illustrate threegthiThe first is that between social
classes, there are boundaries that are fluid, mlmeand dynamic. The foundation
for this is set in Chapter Two when social class elass identity are described more
fully and where social class is situated aroundmapiex interplay between structure
and agency. Class boundaries, as this diagrantrdtes, are there but can and often
are crossed, this is represented with a dashedTime most obvious example of the
permeability of these boundaries arises in casesoofal mobility when (usually)

working class individuals cross the class bounda@s a result of education,

employment and ‘improved’ life styles and chances.
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The second point the above diagram attempts to dstmate is the way in which
teaching as a profession can be seen to oftenvevbe crossing of these boundaries
in its everyday practices. Crossing the class badesl in this study involves any
situation where a novice teacher is exposed toepsibnal contexts where it is a
different class setting to their own biographicadi dife experiences prior to teaching.
The types of movements across class boundariedeanenstrated using solid arrows
to show that movement can occur in both directidiss is therefore likely to happen
when middle class teachers find themselves workmdgor ‘choose’ to work in)
working class school settings or vice versa withic® teachers from working class
backgrounds going into or choosing middle classcational settings. In this way,
teaching can be seen as a valuable lens througthwdiexplore the way in which a
classed identity can shape and impact on othecctspgan individual's identity. This
is because the chances of class-crossing are smet®an teaching due to the classed

nature of schooling.

The third aim of this diagram is that at the pamtvhich class boundaries are crossed
(or are anticipated), individuals have what | haeemed as a ‘class threshold
experience’. This is an important stage in undeditey the way in which class is
experienced because it is often at these pointsinbdavziduals encounter class more
intensely and thus are more likely to become agutehare of class and its
existence/operations. It is at this stage thatviddals (and novice teachers in this
case) are forced into considering their own clasgelation to other classes, whether
explicitly termed in class discourses or not. Thane as teaching is potentially able
to generate wide possibilities of class crossitegcidentities in relation to becoming
a teacher can yield some interesting understandihgfse way in which class works

both in relation to teaching and more broadly.

As this thesis has argued so far, each novice ¢edds their own story to tell and
class plays out in different ways for each indiadulmportantly however, there
appears to be some common differences between #ys w which the class
identities play out for novice teachers in relattonthe boundary crossing described

above.

1% That is comparatively; taking into considerationtiro’s (2004) observation that class is ofterliik
to be obscured because most people rarely comeantact with people from other social class
backgrounds.
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The concept of class boundary crossing in teachieeds to be taken as a broad
concept that ultimately includes all novice teashdiis is because it would appear
that where novice teachers do not cross class lao@sd decisions and choices
shaped by class are often made not to cross tlmselhries. In particular, it is their
thoughts and feelings about class crossing thagt heke up their minds about
different teaching contexts, even if this is simplgnting to teach in settings like
those they experienced at school themselves, tgachildren similar (as opposed to

different) from them.

However, what this study demonstrated was that kloege class boundaries are
anticipated and experienced can be troublesomeddition, there were differences in
the ways these boundaries were handled acrossathples of novice teachers with
some noticeable differences between some of micldks novice teachers compared
to their working class counterparts. The remairafethis chapter will therefore seek
to discuss this by examining how novice teachelassed identities are called into
guestion as they attempt to negotiate these boigsddn particular, it will consider
how their class identities are both constructedabg constructed in relation to these
anticipated boundaries and the influence this hastheir emerging professional
identities.

Restrictive working class identities

The findings relating to the working class novieadhers in this study, to a large
extent, concurs with work conducted by Maguire (202005a, 2005b) and Burn
(2001). On the face of it, Kelly, Joe and Clar¢his study can be seen to have aligned
their motivations to teach in particular schooldagpand settings with their sense of
their own class identity. As Chapter Six demonsttathis is not without complexity
or contradiction. In many ways therefore, a sintpd@slation of the way in which a
classed identity impacted on their choices withchézy and their emerging
professional identities could be drawn, i.e., wogkclass teachers wanting working
class schools. However, what this study soughdadovas to look beyond simple
observations of this kind and sought to understaedway in which a class identity

actually works in this process.
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On further examination of Kelly, Joe and Clare, stitmg remarkably similar across
each of their stories emerged which starts to detnate the way in which their
classed identities worked to push them towardsrettajectories in teaching in often
constraining ways. Within each of their narrativéisere was a strong explicit
justification of their initial choices to work inavking class schools as tied into their
sense of class injustice, whether this was expdessglicitly or implicitly. Related to
this was a sense of associated efficacy in thaediney had experienced it first hand,

they could better empathise with the issues worklags students faced.

What this demonstrated is that they were recoggigirir past experiences equipped
them with specific cultural capital that they felbuld be positively valued in working
class schools. In particular, Kelly, Joe and Chaieexpressed feeling undaunted by
the behavioural challenges associated with workimgschools that other novice
teachers in the sample actively argued they didwentt. They had thus initially
‘chosen’ to work in and expressed positively thgarceived efficacy to work in such
environments. But, what also emerges is that beleadh of their (positive)
justifications for working in contexts such as theis a sense that they feel restricted
in their choices. Or, in other words, they werealscognising that they did not have
the cultural capital that would be valued in middlass settings. For instance, on

discussing her choices to teaching in a workingscketting, Clare said:

... think in some schools, | mean probably maybe &'iit scared too because
I’'m not used to them and I'd probably be like urghii were sent to a private
school I'd be like oh what do | do here [laughsfidid probably be worried
about dealing with parents and things, so | thirdy/be, some of it's me too ...
| mean the sort of parents I'm going to come acinsan inner city school |
know what to expect, | know how to deal with theaz ¢they're the people |
live with, the people I've been brought up withe theople who are my friends
... and it's my culture really whereas if | was to tgoa private school then |
think maybe I'd feel that | wasn’'t good enough t® teaching their children
coz I've not got the right accent, I've not got tight background...

(Clare)
Therefore Clare is explicitly talking about beinga@n towards a working class
context because she knows what to expect and thexecultural (i.e., class) match.

She is also directly stating that she would feelaimfortable in a class ‘Other’ setting

due to feeling she would not be ‘good enough’ tekemiddle class children.
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Kelly and Joe both started out similar to Clare talded about wanting to teach in
working class contexts and justified their reasgras being about teaching children
like them in settings they were familiar with andwd be effective in. However, after
both having placements whilst on the PGCE in schtwt were more socially mixed
(and therefore higher attaining in terms of GCS&lits etc.) both began to address
their initial motivations as being linked to lacgisomewhat in confidence. Towards
the end of her PGCE, after her placement in a mocelly mixed school (and having
been offered a job there), Kelly was asked to fieeaeon how her own schooling had

impacted on her and her decisions in teaching. vesrander, Kelly said:

Probably a confidence thing. It didn’t make me fagkonfident when | started
teaching and | didn’t think I'd be able to go ifhigh achieving school and do
well. | thought, | didn’t think I'd be able to delop people’s learning but I've

learned how to do that and I'm quite confident attnow. It's helped, my

education, in terms of behaviour, understandingciyxavhat backgrounds
people might come from and that’s definitely begvoaitive, and I'd prefer it

that way around to as in if would have gone to g/ Vegh achieving school

and not understood people’s backgrounds and naretwbd how to speak to
children who have behavioural difficulties...

(Kelly)

The above quote shows Kelly’s developing understanthat her classed identity and
background had both pros and cons in relation toiméng a teacher. On the positive
side, it had equipped her with knowledge of thagentfhom education is not a given.
But on the other hand, her own classed educati@hiimasome ways limited her
horizons and equipped her with a sense of low denfie in her own abilities. Joe
expressed a similar sentiment to Kelly when towandsend of his PGCE year he was
asked about the type of schools he was now intstestworking in and whether this
had changed. He said:

. | will have a look at their position in the leagtiables and make sure
they're at least middle of the road; | don't wamtee wrestling with classroom
management all the time. But, no | have got nocast iron ideas about where
| want to teach. | feel confident enough to beny achool ... my confidence
has grown, especially at Mountsbridge and it's cahreugh working with
children that have a high ability as well as a lpaility. So, erm, | can work
anywhere .... my classroom management skills accgrtinmy mentors has
always been good ... My shortcomings have been rabedarea of subject
matter because it's been 10 years since I've dogeSaience ... I'm looking
for the best school that | can teach in where Igamand enjoy teaching. That
is my objective, to go and enjoy teaching not toade a school. Maybe it was
before, maybe I'm becoming judgemental even mores hge got more

176



confidence ... I'll probably choose the highest sdtbat | can apply for, but
not a grammar school, not something in the subwibsre | can’t relate to
those children or their backgrounds.

(Joe)

Therefore, what is inescapable from the commengoef Kelly and Clare is that their
intentions in teaching had (at least initially) beagghtly bound to their working class
backgrounds and identities. As well as in relatmtheir perceived strengths, this had
also been caused by anxiety about their acadeniitesband their capacity to cope in
non-working class settings. It would therefore appihat their perception of their
strengths as being empathetic towards and beiegtafé with children from working
class backgrounds, although maybe true to a lattgme was also a strategy through
which to draw out positive cultural capital frometh classed identities. Thus there
was a strong sense that they were inextricably éhdmntheir classed identities in

ways that were constraining and restrictive.

It therefore becomes clear to see the ways in whickorking class identity both

shapes positively, whilst simultaneously constragnihe options open to Kelly, Joe
and Clare. This also demonstrates the way in whixsting aspects of a classed
identity are deeply embedded in social structurest thad shaped their past
experiences, but that are still responsive to neperences and personal agency. In
the case of Kelly and Joe for instance, althougth lappeared highly committed to

working class educational settings, this was openetb challenge when their views

of their ‘classed’ selves was re-evaluated.

The issues discussed here concerning the influehaeworking class identity on an
emerging teacher identity will be returned to latethis chapter but first of all, we
need to consider how these processes operatedanitidle class novice teachers in

this study.

Restrictive and strategic middle class identities

The discussion above demonstrated the way in waidlassed identity can be seen to
have heavily shaped (in both enhancing though afterstraining ways) the emerging

professional identity of novice teachers from wogkiclass backgrounds. In many
ways, the identities of working class individualsdathe way in which their class
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identities can constrain them more broadly is vdgltumented (see Skeggs, 1997;
Kirk, 2004). In addition, the work of Maguire (2002005a; 2005b) and Burn (2001)
has also previously sought to explore how the natitws and experiences of teachers
from working class backgrounds are shaped by ttiassed identity. What is less
understood however is the way in which these pseesvork for individuals from

middle class backgrounds and therefore is of kgyomance in this study.

As illustrated in Chapter Two, this is not to sugjgdbat there is a complete absence of
work on the middle classes. On the contrary, palgity in relation to education, there
exists some powerful arguments about the classedipes of middle class parents as
consumers for instance (see Ball, 1993; 2003a;rax & al., 2007 and Crozier et al.,
2008 for understanding some of the associated nddesthmas) and the way in which
these practices can dominate education policy (@2wl001). But, what is striking is
that there is little by way of understanding thassl identities and class practices that
result out of these processes for middle classh&gacin England. This is despite
international evidence that there appears to bekabetween class backgrounds and
teaching practices (see Hoadley and Ensor, 200®xefore an important motivation
of this study is to contribute to these understagsliof middle, as well as working

class teachers.

Of the three middle class novice teachers presehted, only Lucy explicitly
identified as being middle class. In many ways like working class novice teachers
discussed above, Lucy appeared to have felt a sbaser classed identity had tied
her into particular types of educational contextsist distancing her from others.
This was also found amongst some of the other midiéiss novice teachers featured

in Appendix C.

However, Lucy was certainly amongst the more réflexiovice teachers in this study
and talked from the outset of a form of troubleeniity. This, for Lucy, was initially

focused around reconciling her ‘privileged’ educaél past with her politics and with

regard to a career in teaching. As a reminder, ltatked about being committed to
‘socialist principles’ and that she felt this wasnforced by her motivation to teach,
particularly in the state sector. Within this, siiso recognised the value of her own
social and cultural capital (through her backgrowaml education) that could be

transformed into economic capital when she said:
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| feel like I've been privileged but | don’'t want tearn loads and loads of
money with that, and | know | could, probably | @wbwith the education I've
had...

(Lucy)

Throughout, as demonstrated previously in Chapgters and Six, Lucy battles with
the tensions between the ‘idealist’ and the ‘ré¢alis her. Though not explicitly
named as such, this has real classed undertories.isTbecause the ‘idealist’ in Lucy
is linked into teaching in tough inner city (worgiclass) schools whereas the ‘realist’
in Lucy is tied to a tension more about whethetetch in an independent school or a
semi-rural (middle class) comprehensive schoolimditely it appears to be Lucy’s
sense of her classed identity as limiting the pokises of her being ‘effective’ in an

environment that is less ‘comfortable’ to her thashes her towards what she knows:

...but there is of course the other side that makesfgel well | don’t wanna,
and I'm a worrier as well so I'm aware that whemelvam, | will worry and |
will sort of want to do my best and want to be effifee and there’s a balance
between driving myself mad and actually being cotafde...

(Lucy)

Lucy is not in denial of class and talks articuhateroughout about her perceptions of
social class and some of the inequalities arountiotvever, talking about class at
times clearly creates discomfort for her, espegiall relation to not representing
herself as being judgmental and stereotypical.dlking about whether she felt social
class mattered, she concluded her thoughts on dltemby saying:

... suppose as well I feel kind of, | feel it'sryedifficult to talk about it
without kind of saying things that feel unacceptatt you know what I mean
like I sort of end up saying things and then feglinat they don’t quite sound
how | mean them to sound or they sound very judgahem whatever but | do
think there is still kind of quite noticeable difémces there.

(Lucy)

Therefore, for Lucy her class identity, whilst mbdsing her off from being reflexive
about class, limited her perception of self-efficae class ‘Other’ settings. In this
way, Lucy, like Joe, Clare and Kelly, understood ttay in which teaching can be

positioned as ‘class work’.
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In demonstrating how class works in the procesbBemoming a teacher for Lucy, it
shows how, class identity may also be seen as fuaitgrronstraining for middle class
individuals. Though ultimately, Lucy in particullas the cultural capital to make a
well reasoned and rational decision from the outsated not only what she feels she
could do, but actually what she wants to do. Thask® her out as somewhat different
to Kelly, Joe and Clare because whilst recognisiag middle class cultural capital
may not help her or be as valued in working clat®als, she is able to articulate this
and ultimately makes a decision based on what shédwprefer to do, rather than a
sense of being limited. But, where Lucy also dgféom Kelly and Joe in particular is
that she does not have the opportunity to teseractly how much she would enjoy
or how effective she would be in such a settingpesplacements on the PGCE did
not significantly expose her to this. More will baid about this latter point later in

this chapter.

Thus, as Lucy and some of the other individualsufeal in Appendix C demonstrate,
the notion that a class identity can be restric{ateleast initially) is not reserved for
the working class novice teachers. But, in turim¢pok at Simon and Matt however,
we see something quite different from what is descrabove. In particular, we begin
to understand some of the ways in which this rettimgnthat one’s available cultural

capital may not be valued, may be dealt with rathere strategically.

Both Simon and Matt did not identify with class éédwhen asked if they felt they
belonged to a particular social class. Their casdiess as presented in Chapter Four
give their full responses to this question. As wiiittlividuals outside of the profession
of teaching, there are many reasons why this mathéease and Chapter Six deals
with some of these seen as relevant in this stBdy.the non-identification with class
labels in the context of learning to become a teaoffer us some potentially valuable
insights into understanding the way in which teaghneeds to be fundamentally
understood as ‘class work’. However, in order tdenstand how this process worked
in this study, it is necessary to consider Simod &matt separately first before

drawing some important parallels.

From the outset, Simon had specified wanting tohtéa an inner city comprehensive
school and discussed his motivations as explidiging about addressing low

educational attainment and social problems. By &imown admissions, this was
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very different from the social and educational eahthe had experienced himself. As
explored previously, Simon’s explanation for noschiéing himself as middle class
originated from his perception that the label ofldie class inferred a set of values

that he did not feel any association with. As ainelar, Simon said:

Well, I'm probably about as middle class as theymeol don’t know, | just felt

a bit weird, | don’t feel particularly affiliatedsasocial class, but | can see a lot
people probably do. In terms of accent and playugpy or whatever, people
sort, make kind of, you know ... but like | don’t fgmarticularly affiliated...

(Simon)

Simon reinforced this lack of affiliation was basmta set of middle class values that

he was rejecting as somehow pushy and self-inedeble said:

...there’s load of middle class kids in Willow [oné lms PGCE placement
schools] and you can probably see the parentsdiaisigj them to be lawyers
or whatever it is what you want to be...

(Simon)

He also talked of many of his friends from schoslkeing ‘a little bit too money
driven’ to go into teaching themselves and talkétlis own sisters desire to operate

solely within her (class?) ‘comfort zone’:

My sister, she sells pensions, and she is vergmifit to me ... she operates
solely in her comfort zone and the second she stepsf it she’s likely to cry
... one of the aspects I'm proud of, my sister camity] and she couldn’t
walk down the street without you know, she wastgénicky about the whole
urban thing and | think if you put her in any softschool, or particularly an
urban one, she wouldn’'t feel comfortable. But I'elatively proud to put
myself in those situations if you know what | mean.
(Simon)

It would therefore appear that for Simon, becomantgacher was explicitly about
crossing over the class boundaries and situatédass work’ but in more than one
way. For Simon, having come from what can be viewsda solidly middle class
background, even the act of entering into teacinag viewed somewhat as a form of
class crossing (given that he explicitly and imilijctalks of this as being outside of
his class norms i.e., not what his friends or ki ister would do). In addition, not

only was Simon entering into the teaching profegdi@ was also actively choosing to
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go and work in the class ‘Other’ environment, tha working class school and thus

class crossing in a second sense.

It would seem that for Simon, having situated t@aglas ‘class work’, he becomes
aware that his own class identity in the contexéddication has a particular meaning
that is at odds with the image of the type of teadte wants to become. As discussed
by Morley (1997: 114) in Chapter Two, there aravantages and disadvantages to
being perceived as working class by some and micldks by others’ and that this is
often dictated by context. Simon appears to fesl itth the context of teaching in state
schools per se, and specifically teaching in arenntity comprehensive, his own
classed identity may be seen as a disadvantagedvier, there appears to be a sense

that the cultural capital that he brings would bethighly valued within this context.

What is interesting about Simon is that unlike Kelloe, Clare and Lucy, his
motivation from the outset was to teach in a ctas#ext that was not his own. There
was no hesitation on this front from Simon and haswlear throughout that his
decision to teach was based on ‘ideological’ graura this way, Simon had already
constructed teaching as ‘class work’ and knew thate were class boundaries he
would need to cross to teach in the context hedeadied to teach in. But, unlike the
others already discussed in this chapter, rathaar tét this class identity potentially
constrain him, Simon engaged in what could be viea® a form of playing around
with his own social class in order to cope witlstbliass boundary. Therefore, whilst it
may be true that Simon may have genuinely felt fiihaéion to his social class
background and the values he saw as underpinniddlenclassness, he was able to
play around with his class identity in (possiblyagtgic) ways that the others, and
particularly the working class novice teachers,rhtior could not.

It could therefore be argued that Simon not onlgypt around with his class, he
strategically disassociated himself with the peregiaspects of his social class that he
saw to be most problematic in relation to teachifigs was namely the way in which
he saw middle class parents as: ‘fashioning’ tbkildren ‘to be lawyers or whatever
it is what you want to be’. More will follow on ®ion shortly but it is now important
to focus on Matt to see the way in which his clagntity and the influence on his

professional identity shares some central aspe@aon.
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Like Simon, Matt did not identify as belonging tsacial class. In many ways, Matt
was more ambivalent towards class per se than Sbaboonsidered in the context of
becoming a teacher, there are parallels. Matt ess $ure about the type of teaching
context he wanted than Simon. He initially talkdmbat being open to context and
school type though when pressed, he said he wordterpa school context that
challenged him (namely a more working class settungre behaviour would keep
him from being bored). In addition however, Matd ¢tilk about wanting to work with
the ‘average kids’ based on his perception thahdek been an ‘average’ child at an
‘average’ school. As a reminder, in response tadeasked if his own education was

influential on his decision to teach, he said:

No not really, | mean personally | was very muchagarage kid at school and
my theory is that the average kids don’t get amgrdibn whatsoever. They're
average, they’re always going to average, just lewgrage jobs ... So my
focus is mainly going to be on the average kidshe.tad kids that got all the
attention and the high ability kids got all theeation because they were the
clever ones and you were just kind of stuck in nfiddle and you weren’t
really going to be a high achiever so you haveeib-raotivate from a very
early age ...My school was very, well average, it was averggst got on
with it, went to school everyday just did what leded to do, did the
assignments on time ... | just turned up and did whateded to do. Didn’t
really like any of the teachers, didn’t really hatey of the teachers it was just
pretty boringly average. Which is why | want to centrate on the average
kids to try and make them a bit more motivatedame in and stuff.

(Matt)

Matt’s construction of himself as an ‘average katlan ‘average’ school appears to be
in line with his presentation of himself as classleMatt’'s explanations for his non-
identification with social class draw on a variaty reasons though four strong
arguments come out. The first is an uncertaintyutlvdhere he would fit: ‘I think
ultimately 1 would consider myself middley-workimtpssy, upper class background —
is that possible?’ The second argument is arouediatance to being labelled and not
liking ‘to put like round pegs in square holes likehe third argument he puts forward
suggests he is also resisting other people’s ththass, particularly his wife’s when
he says: ‘| mean my wife always goes on about sHis a working class
background and both her bloody parents were teaduethat theoretically mean she’s
middle class but she doesn’t like to admit it’. &g, he also rejects the relevance of

class: ‘l don't see what relevance it’s got'.
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Based on this, Matt appears acutely aware of theiwavhich class may work. He
also makes it clear he is aware of the way in witlelss labels are taken to signify
important understandings of people and it wouldeapphat Matt is systematically
rejecting these. Though Matt does this distancixpligtly, nevertheless, his
interviews contained very classed observationschbaling, such as his criticism of
the ‘blame culture’ he perceived working class dfgh to engage in to account for
their behaviour and failures, plus his referenced disdain towards the ‘nouveau
riche’ element in his employment school. Thus, Maiplicitly positioned himself as
middle class based on his economic, social andidis® relations but he rejects this

label, instead choosing to situate himself as ‘agetrather than as middle class.

Therefore Matt attempts to establish his classkssin many ways, but mainly by
arguing that the idea of social class is irreleyvantimes annoying (which he responds
to by refusing to be labeled) and by defining hilhss ‘average’ (which infers

normal/ordinary). In this way, Matt’s class advaygs are rendered invisible which

perfectly situates him as not burdened with anyasagl class labels.

Matt’s non-identification of class then needs to welerstood strategically in the
context of his thinking around his openness toltearcontext. Thus because Kelly,
Joe, Clare, Lucy and Simon all (more or less) hatiqular classed contexts in mind,
their classed identities featured heavily in jystify their reasoning, including Simon
who felt he needed to strategically distance himsem his class (or middle class
values) to offer his justification. In the same wikatt's desire to present and position
himself as willing (and able) to go into any schamintext, required him to

strategically distance himself from an affiliatiomany class setting. It could therefore
be argued that he does this by distancing his aentity from understandings based

on social class.

What Matt’'s non-identification of class therefordlg us is that like all of the other
novice teachers presented here, Matt implicitlyages teaching as ‘class work’. This
therefore requires Matt, like the others, to coesitdis own identity accordingly.

Realising, like Simon, that his class identity mdigadvantage him, he responds
strategically by positioning himself as classlessl alisinterested by class as a

concept.

184



However, what makes Matt really interesting is thiay in which his classless
positioning is seemingly untroubled until he findmployment in an independent
school. It would appear that on entering into $ghool setting, one that is widely
acknowledged to be a school where many very affltanilies send their daughters,
Matt suddenly becomes more troubled by social cliiss possibly no coincidence
that the only time when Matt begins to engage nwatk the idea of social class is
when he himself feels to be in some way, ‘disadaged’ in class terms. After talking
previously about class having ‘no significance wbater to him, he suddenly
engages with a discourse around the ‘ridiculousaltheand lifestyles of the ‘upper’

class and ‘nouveau riche’ pupils at the school dmadr families. Within this, Matt

even includes some of his teaching colleagues whargues are trying to pass

themselves off as ‘posh’.

At this stage, Matt begins to align his own idgntitith something resembling a
working class identity, drawing on his accent tdphlecate him as different to the
‘class’ encountered within this school setting. ®yng this, Matt is still able to avoid
situating himself as middle class where the cultoeeis describing, by his own
admissions, is not actually that different to hisno Matt is therefore distancing
himself from what he infers is an implicit valuesgym of materialism and thinking
oneself better than others simply through matepessessions and the way one
speaks. What Matt might possibbe demonstrating is that as Christopher (2004)
notes, it is only at the point in which people aexgace class intensely that they
become more aware of its operations. It would apfied at this stage, Matt is again
strategically distancing himself from class, bus tfime, he has a specific class (rather

than all classes) to distance himself from.

Troubled identities

What the above discussion has demonstrated isnthwvate teachers in this study
appear to, whether explicitly or implicitly, siteatteaching as ‘class work’. In
particular, different schools situated in differesdcial contexts were regarded as
classed. What this means is that novice teacheriered into considering how their
own classed identities work in relation to this.isTis because novice teachers are
aware that many teaching contexts will require thentross over class boundaries

into often unfamiliar class territory.
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There were, in essence, two broad responses irs t@rthe novice teachers’ approach
to dealing with these anticipated class boundaf& first response was to avoid
crossing these boundaries, setting their sighta teaching context in a similar class
setting to one with which they were familiar. Inrgpeular, both Kelly and Joe
(initially at least), Clare and Lucy can be seeneagaging with this response to
varying degrees. Of key importance within thishe thotion of efficacy. All of these
novice teachers demonstrating this response tadlexit wanting to enter into a
teaching context where they felt they would be abledo a good job. However,
efficacy in this context is strongly tied to thelass identities because their views
about where they would be able to be effective varengly linked into what they
already knew, i.e., their own biographies and d&fperiences. Thus, ‘efficacy’ in the
context of the English education system needski® aacount of social class given the

importance placed upon it by novice teachers in shidy.

In particular, Kelly, Joe and Clare, the workingss novice teachers, not only seemed
tied to their classed identities, they actuallynsed bound by them, all expressing
feelings of not being academic or bright enoughcitoss the class boundaries in
teaching. In this way, the working class noviceckesis appeared to be demonstrating
a form of class conditioning that being workingssaneant they were only good for
teaching other working class children. Howeverglsawere these views expressed
throughout their interviews and instead what alltiém engaged in, were what
appeared to be a range of ‘coping strategies’ poattively linked them to working
class settings. This was often guided by referemmemsmpathy as a justification for
this but often accompanied by an ‘othering’ of (draving felt othered by) middle
class settings. The structurally constraining retaf their classed identities was
revealed further when Kelly and Joe, on realisimgytcould actually be effective in
more middle class settings, re-examined what theeyted out of their teaching career.
This was because they were suddenly able to sgehtitba wider choice of teaching
contexts from which to choose since they no lorigiktras constrained by their class
identities, having ‘proven’ their worth.

For Clare, the process was different because smautawas she that she wanted (or
was constrained to wanting) working class schasitg specifically went out of her
way to ensure she was only placed in working cta$®ols during her PGCE year.
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Therefore, there were no exposures to class bosdand no class threshold

experiences to challenge, enforce or further caraf#i Clare’s sense of self.

The process was different for Lucy because thowghrtentions were heavily shaped
by her class identity, Lucy actively consideredssing the boundaries but rejected it.
Lucy was equipped in ways that Clare, Joe and Ke#lye not to engage reflexively
with this tension and ultimately make an informed aationale decision that actually,
she did not want to cross the class boundariesugthducy may have talked about
reconciling her early concerns about the stateugetise independent sector, the job
Lucy ended up accepting in many respects, allowadtlie perfect compromise, a
high attaining, semi-rural comprehensive schoolé¥iheless, Lucy did demonstrate
that the way in which a class identity can be aamnsing is not reserved for working

class novice teachers (see Appendix C for furtkietemce of this).

The second response to crossing the class bousdea® to actually cross them but
this required some thinking about how they wouldedhdo construct their own
identities in ways that allowed this boundary chnogdo be less troublesome. This is
what happened with both Matt and Simon. Though dtiategies they used were
different, both were able to understand that ireotd cross the class boundaries, they
would need to present their class identity in patér ways so that they were not put
at a perceived disadvantage in contexts whereftietheir cultural capital would not
be so highly valued. Thus, like Savage et al. (200is highlights the way in which
individuals may seek to use strategies to distdheeselves from class when they
feel threatened. However, what this study addbisunderstanding is that teaching is
an occupation which heightens this sense of thteatso argues that understanding
this threat in teaching actually requires cultwapital, not least to understand that
their own cultural capital they bring in relation schooling may not be valued.
Savage et al. thus infer that ‘defensiveness’ terofexhibited by those missing
cultural capital, when in fact this study argueatttefensiveness can well involve

strategising that requires significant levels dfumal capital.

Thus, the class ‘Other’ in the context of teachivags often perceived to be troubling
to the novice teachers’ sense of self. Howeverpiluzglle class novice teachers in this
study appeared more at ease with this and weretahbiieaw on forms of cultural

capital that enabled them to play around with teeiial class identities. This was to
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ensure that on crossing the class threshold, ttegg not disadvantaged. The working
class novice teachers on the other hand anticighte@otentially troubling nature of

the boundary crossing and as a result, were relutdecross the boundaries. It would
therefore appear we need to further consider tlesiple reasons for this apparent

difference between the working class and the mididies novice teachers.

Whilst coming from a working class background theam be and was seen as a
facilitator to being effective in working class sdfs, it would also appear that a
working class identity appeared to be more inmilitihan a middle class identity per
se. From exploring Kelly, Joe, and Clare’s storiesyould seem that their previous
classed experiences had heavily shaped their geyoemf what to expect in crossing
the class boundaries. All three had experiencedserg class boundaries previously
in terms of them having completed an undergraddetgee and of course being on a
postgraduate teacher training programme. In tdtrofdhem express sentiments that
Sennett and Cobb (1977) refer to as the *hiddeurigg of class’. In particular, there
is a strong sense of not having felt good enoughhaving had to have worked hard
to get to where they are. In turn, this awarendgb@ injustices of class seemed to
trap the working class novice teachers into limitederstandings of their capabilities,
only seemingly challenged once they have ‘provérs to be wrong (for Kelly and
Joe particularly). The middle class novice teaclethis thesis express none of these
concerns with both Lucy and Simon reflecting thitanything, they have had

relatively privileged social and educational backgrds.

Importantly though, the middle class novice teaslagpear to have at their disposal a
range of resources, affordances and cultural dathitd they can draw on to help
understand that these boundaries may be tricky thnd may require forms of
strategising on their part to avoid these problefhgy are seemingly less constrained

by their identities than the working class novieadhers appear to be.

But what does this tell us about social class itlestin the context of teaching? It
tells us that it is potentially easier for middless individuals to ‘play’ with their
class. This is because a middle class identity agp® be much less fixed than what
is associated with being working class. Theordticaf the discourse of social
mobility is to be believed, then through hard wooke can become middle class,
though it is seemingly more difficult to simply lmene working class. Their class was
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something that the working class novice teachdtgtey just were, something they
were born into that was embedded and embodied., Tdrushaving their thoughts

about their own efficacy in middle class contexgsformed, Kelly and Joe did not
seek to abandon their class identities. This wéelakin to a form of class treachery
given their deeply embodied understandings of tleéres as classed. Instead, their
understandings of this meant they had finally ‘@vthey had a right to do whatever
they wanted, and in Joe’s case, that he was ‘dpbeieause he had done this in spite
of his hard start in life. This is not however waggest that the middle class novice
teachers abandon their class identities. Rathes,td suggest that they know how to
play at appearing ‘less middle class’ so that they not disadvantaged in the ‘class

work’ of teaching.

Therefore, this chapter, like Maguire (2001: 33fjers strong support that ‘...classed
identities play an active part in teachers’ corgdtoms of self and of their work'.
Moreover, not only does it suggest class playsaiveapart, it argues that this may
operate in powerful ways that can be potentiallgstaining for all. But what it also
says is that it is middle class novice teachersalemore equipped to minimise these

potential problems than working class novice teexche

Exposure to class boundaries and the class ‘Other’

Also of importance to discuss in this chapter ig tway in which the classed
perceptions that novice teachers had of themsehsesyell as the teaching contexts
they wanted or felt able to teach in, have the powebe disrupted by exposure to
class boundaries. Earlier in this chapter in Figuretalked about what | called ‘class
threshold experiences’. This was the point in whulglss boundaries were crossed and
as such, class became visible in much more int@ags. For instance, both Kelly and
Joe talked extensively as having felt they hadsgdshese borders during their own
schooling and university experiences. This had issed them to class and, after
having a relatively negative experience of thesendaries, had pushed them towards

particular types of educational settings as thegred into the teaching profession.

What this study then went to illustrate however Wed once Kelly and Joe re-crossed
class boundaries in their teaching placements erPtBCE and they had new, more

positive ‘class threshold experiences’. What théswlas to re-sensitise them to class
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and made them re-evaluate their own perspectivesnig about where they wanted

to teach, but also about their own class identities

In addition, though on a somewhat smaller scals,also happened to Matt. Matt was
very clear that class was not something meanintgftiim. But, on having a class
threshold experience, i.e., his time working at #ealthy independent school, he
became more sensitised to class. In this way, Ma&Xperiences closely resemble
those of Kelly and Joe’s exposure to class thrabghr own education. By this | mean
these transitions were not particularly comfortdi®eause they all involved facing up

to social inequality, albeit on different scalesl aapping into different emotions.

Crossing class boundaries and the impact thatsa thaeshold experience can have in
challenging both one’s sense of class identity anderstandings about teaching
contexts, was evident across the sample. As wdlbppening to both Kelly and Joe
for instance, this also happened in relation todheidclass novice teachers being
exposed to class through a class threshold experiena working class context (see

Appendix C) and some changes in perspective abbeterone would like to teach.

What this tells us is that although the processemioming a teacher is classed, this is
not fixed or resistant to change, but instead isnoj challenge. However, what this
also suggests is that this does not necessarilgemapn its own. Within this study,
such challenges were only brought about by exposuass boundaries via class
threshold experiences. Thus in the journey to bé&wgm teacher, this involves novice
teachers experiencing class ‘Other’ educationainggst A class threshold experience
can therefore be seen to act as a form of ‘criticaident’ of the kind that
Kelchtermans & Vanderberghe (1994) described inadestrating how the views of
teachers can be shaped, challenged and influeki¢edt we can learn from this will
be discussed in the following chapter when the icagbns of this study are

considered, particularly in relation to ITET.
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Chapter Eight

Summary, Contribution and Implications

This final chapter has two main purposes. The fgdio present a summary of the
main findings from this research. The second iseflect on the research process and
to draw out what contribution to knowledge thisdstumay make. As this research
focused on better understanding novice teachergrging professional identities,

some practical implications, particularly about TTEre outlined as well as some

suggestions made for future research.

Summary of key findings

This study set out to investigate the shaping erflee that a class identity had on the
emerging professional identities of novice teachkrdid so by following a group of
eleven novice teachers for over two years as ttaéyed to become teachers and then
began their teaching careers in schools. Up to $eumi-structured interviews were
held with each novice teacher which provided riatadhrough which to explore the
process of becoming a teacher.

As Chapters Six and Seven demonstrated, socia alas a class identity did appear
to matter in a range of interesting though oftemplex ways for the novice teachers
in this research. As Maguire (2001: 329) notes ithbecause:

Their perceptions, emotions and material experpcefoundly influence the
ways in which they see and do their work.

In Chapter One | argued that this study saw tegchsa form of ‘class work’ (Van
Galen, 2004). After presenting the case studidisen argued that though they rarely
explicitly recognised it as such, the novice teashe this research could also be seen
to have positioned it as a form of ‘class work’idib This was because as novice
teachers approach their career in teaching, theyuaable to ignore social class
because it is evident all around them, especiallgrgthe classed nature of education

as discussed in the introductory chapter. In palgic novice teachers are able to
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recognise that class boundaries exist and thaiéclave often positioned at different

sides of or around these boundaries.

In light of this, at least to some extent, novieadhers have to make decisions about
whether class boundaries will be crossed in their teaching career$his boundary
crossing can be seen to happen each time a teaohlks in a school context that is
different in class terms to their own life and eatimnal experienceften, these
boundaries are also crossed during the PGCE yé#s.hRppens each time a novice
teacher has a placement in a school that diffens ftheir own classed social and
educational backgrounds. The idea of crossingdiaiss boundary creates all sorts of
tensions for novice teachers as they are forceddohtemplating their own identities
in relation to these boundaries. From this stutdyduld appear that a class identity
can be seen to matter in relation to their emergirafessional identities in three
interconnected ways. These were: what thaytedto do; what theyould do; and
what theyshould do. These will be discussed in more detail shdotly the most
significant finding that emerged from this studyswhat a class identity, as related to
these three points, created all sorts of tensionsnbvice teachers and resulted in

forms of troubled (class) identities.

It is important to note that all novice teachershie interviews approached the subject
of their intentions in teaching based upon whaty thented to do. They were
ultimately demonstrating their agency in this diecis For instance, all of them were
asked about their intentions and most had cleasi@bout the types of contexts they
wanted whilst some were still unsure about contieist were also able to talk about
what they did not want to do in terms of type andtext of school. However, what
emerged was that thisvanting’ to work in particular settings was often constrdine
by what they felt they botbould and/orshoulddo, and that this was often related to

their classed identities and the classed natuteaghing.

For instance, Joe, Kelly and Clare the workinglagvice teachers featured here, all
appeared to be pushed towards teaching in schobéxds that resembled their own
education. When discussed early on in the resetrishywas explained with regard to
their class identities (whether explicitly descdbes class or not) as being something
they wanted to do but also felt positively able do having experienced this
themselves and being equipped with appropriatei@lltapital that is valued in these
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settings. In addition, it could also be interpretieat these three in particular appeared
to see teaching as not only ‘class work’ but asranfof ‘class action’ (as used by
Maguire, 2001 to describe such teachers). Thisbeaause they each recognised both
implicitly and explicitly the unfairness of class wider society and education as
playing an important role. But, as the researchtwoen the stories of Kelly, Joe and
Clare revealed that their identities had been @arly restraining in that rather than
it simply being that they felt they could do a ggot in working class schools, they
also felt they would not be able to teach in thessl‘Other’ setting. Thus as the story
of their class identity unfolded, it became evidémit this was, at least to some
degree, holding them back. This appeared to résutt a lack of confidence in their
own abilities, possible evidence of the ‘*hiddemnurigs of class’ that Sennett and Cobb
(1977) described.

A class identity then, for the working class novteachers in this study, propelled
them (and possibly limited them) towards engagimdeiaching as a form of ‘class
action’. This is because not taking this direct{an least initially) was perceived as
something they eithecould notor should notdo. The ‘could not’ in this instance
refers to the way in which the working class novieachers perceived part of their
working classness as being lacking in academidgtialiland fear of feeling ‘Other’.
However, the ‘should not’ also troubled the workitlgss novice teachers because to
openly want to cross the class boundaries, with& dvailable discourses of their

constraining identities, could be seen as akirlassctreachery.

The ‘could’ and ‘should’ questions therefore illizte the role that structure plays in
the fusion of novice teachers’ personal and prodess identities in teaching and how

agency, as in the ‘want’ question, is often shapesiibtle and covert ways.

As Lucy illustrated, a class identity as pushingioce teachers towards particular
teaching contexts was not limited to the workingssl individuals in this study. The
pen portraits of the other five novice teachersnfrine sample in Appendix C also
demonstrate how a class identity can, at leasiallyit push middle class novice

teachers towards middle class educational settingsus, what Lucy also

demonstrated is that like the working class novezchers, her identity shaped what
she felt able to do, or would be effective in doifrgaddition, her class identity also
created tensions based around what she ‘shouldiob®y. This was also related to
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seeing particular types of teaching as a form laisg action’ in that she described the
tensions between the ‘idealist’ and ‘realist’ irr,hgith the idealist representing ‘class
action’ types of teaching.

What happened with Matt and Simon however demamestrenat there are different
ways of handling these tensions. How this worked that whilst both recognised the
potentially limiting nature of their classed id¢ms, both employed strategies to
overcome thecould question. This involved the strategic distancofgthemselves
from either their own social class, or class per Haus rather than challenge the
perception that somebody from a middle class backgt could easily go into a
working class setting (Simon) or go into any clasting (Matt), both found it easier
to play down their own class backgrounds rathen tbanfront these perceptions.
They were able to apply more agency in ensuringctire did not play out in
deterministic ways and channel them towards whdterst might feel they
could/should be doing.

What this suggests is that a middle class ideafpiyears to be less fixed and with less
emotional investment placed in it than a workingsslidentity. As a result, it appears
it may be somewhat easier to consider crossingbtiiendaries for middle class
individuals as their class identities are seemingdg tied to underpinning notions of
the self. It also suggests that as far as cultiapital is concerned, middle class novice
teachers may be more equipped with the appropslalis to transfer cultural capital
they feel will not be valued in the context of teimg into a form of it that will.

Reflections on the research study

My aim within this research was to explore theuefice of a class identity on the
emerging professional identity of novice teachersrmt just for its own sake. Rather,
it was to help understand the ways in which we loagin to think about addressing
some of the classed aspects of education and tepcBhortly, 1 will return to this
when | consider what can be learnt from this studgwever, before | move on to
reflect in this way, it is important to reflect neobroadly on the research process.

As argued in Chapter Three, | was fully aware thdid not come to this piece of
research as a neutral bystander. Based on my ovsors, educational and work
experiences to date, class was something that lasawnportant in education and
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something | felt was under explored in relationtéaching. As | have discussed
elsewhere, every attempt was made to avoid infingrthe research findings with my

own ideas and views. However, in spite of thisabwstill the doing the research and |
was the person responsible for talking to the ret@achers and gathering their views
in interviews in which | formulated the questiomglaset the agenda. The remit of this
study was never to pose challenges to, argue witttempt to influence/change the
mind of novice teachers but rather to examine aass mattered to them. Given this,
there were of course times when views offered didnecessarily assimilate to wider
evidence on the classed nature of teaching. Irtiaddihere were also times when the
views offered drew on essentialising or negativeresitypes about the different

classes. But what this research revealed was ligatanversations | had with the
novice teachers were for many of them, the onlyhstypes of conversations they
would have where they were asked to explain antifyjubeir views on teaching and

the influence of their own background. If this whe only time these novice teachers
were asked about such issues, the question nedms deked, to what extent are the

views of novice teachers challenged in this area?

What this means to the study has two important izapbns. The first is that,
regardless of my efforts, | was nevertheless anepiart of this research process. My
own role was never merely a passive interviewer smrhebody who specifically
raised these issues to the novice teachers and sk lots of ‘what, how and why’
questions. Thus all disclosures inevitably havéog¢otaken in the context that they
were offered, as responses to somebody who way likehave been perceived as a

white, working class female.

In this respect, the conversations held with Kellge and Clare can be seen to have
possibly enabled them to feel ‘safer’ to discloseirt feelings in an open and ‘safe’
environment. Class mattered to these novice teachat though we never explicitly
discussed my own class, it is reasonable to irifey ivere able to make judgements
about my own background based on the all the argtsrigoresented in Chapter Two
and their own views on class. An important implicatof this, for this study at least,
is that we must also consider the way in which Bsearcher presence was interpreted
by those novice teachers who | have positioned iddlenclass, even if they rejected
this explicit positioning themselves (see Matt &ichon). Could it be that in their
strategic positioning of themselves as either distd from the class that other people

195



(myself included) would place them in, or classadsroader concept, that | was seen
as part of a teaching-related culture that thetyvieluld not value their middle class

cultural capital?

Of course, given the nature and scope of this reke& is not possible to directly

respond to these concerns, but it does add fudbmplexity to any research study
that investigates an incendiary, heightened andtigengubject area such as class.
This is especially the case given the way in whioky appeared to feel their own
class was something that could potentially disathgathem. | would therefore argue
that, as with any such research of this kind, titerviewer must always be considered
as an active part of the research process andmelyge made from any study should

keep this in mind.

The second point that is important to consideeiifecting on this research is that this
study actually ‘forced’ the novice teachers to dgthings they had not necessarily
been asked before and therefore could also haue d&ese in shaping their future
thinking. In this way, all research studies mustobssidered as a form of intervention
especially when participants are being asked tolaexpthemselves, disclose
sometimes personal information and often justifgirtithoices. For instance, at least
three of the novice teachers expressed a senseatitude after taking part in the
research. In particular, they spoke of having emjoyhe opportunity to talk. The
interview process thus acted as a form of cath&osithem. It is probably important
to add that those expressing this were workingschawsice teachers and therefore it
goes back to the point made earlier that my owsesree enabled them the space and
opportunity to discuss their own thoughts and fegiin a ‘safe’ environment (given
my likely perceived working class embodiment). Hhyisaid this, how are other
novice teachers from all class backgrounds (inagdmiddle class individuals)
offered this ‘safe’ environment to discuss theipbiclkes and feelings? For instance,
would the middle class novice teachers have enjtlyedesearch process more if |
had been perceived to be from the same backgrautiteen? Would all eleven novice
teachers have felt any differently had they notregped their views out loud to me?

This study lends weight to the argument that issdie®cial class and identity should
be central to the formal process of learning toobee a teacher. In addition, it also
suggests that efforts to prepare teachers for heik in schools in England need to
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be conducted within a learning environment thaesaiccount of the social contexts
of learning and of the relationship of novice teashto these contexts. Such learning
opportunities have in recent years largely beentludf ITET agenda (Reay, 2004c;
Gazeley and Dunne, 2007) and this study would congth international evidence
(Allard and Santoro, 2006) that novice teachersh agentities and the complexities
and tensions this can create in relation to teggchane the absent present in ITET in
England.

In the process of becoming a teacher however, sowachers are inevitably
concerned to present themselves in the best pedgiht, especially in a performative
school system such as England (Ball, 2003b). Tteerdunvolved with teaching them
on their ITET courses and the mentors they havéhem placements in schools are
likely to be perceived as those exact people naeaehers need to ‘impress’ in order
to ‘prove’ they are capable teachers and to meetpi#rformance standards of a
competence based programme. Thus, even if noveehées felt they wanted to
discuss these issues (and | am not implying théearech is suggesting they are all
either willing or even able to), then the curre@ywWTET is configured may not allow

for this.

These reflections will be considered in more ddialbw as the implications from this

are drawn out.

Contribution, implications and agenda for future research

This study can be seen as making a contributidwadbodies of literature. The first is

the more general literature on class identities #ra second is more specific to
understanding the personal views and emotionalsinvents of teachers and novice

teachers as they make decisions about teaching.

As Chapter One sets out, like Van Galen (20043, shudy situates teaching as a form
of ‘class work’. This study has demonstrated tHetoaigh novice teachers may not
necessarily explicitly verbalise this, their apprio@o becoming a teacher suggests that
implicitly they also see it as ‘class work’. In atiloh, this study also foregrounds the
importance of class boundaries in understandingsclaore generally as well as
locating teaching as specifically about boundassing. There have been valuable
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and illuminative studies exploring the way in whitkaching as ‘class work’ in
England impacts upon teachers from mainly workilags backgrounds as they teach
in working class schools (Maguire, 2001; 2005a; 3290Burn, 2001). What was
missing from the broader literature (with the extmpof Gazeley and Dunne, 2007)
was any understanding of the way in which classtities impact on novice teachers
in England. More specifically, there was little @nstanding of how the process of
teaching as ‘class work’ and ‘boundary crossing’pacted upon middle class
individuals. Whilst this study is of course smallscale and remit, it is hoped it can
contribute to a broader literature that | wouldusrgs needed to enable us to further

understand the processes of class at work in legtoiteach and becoming a teacher.

More broadly, the argument presented above canhafo understand how classed
identities work in general and the importance @fssl boundaries in helping people
confront class and how this results in varying ngpmechanisms to handle such
disruptions.

Furthermore, a major contribution of this studyhat it offers additional support for
arguments that social class needs to be on thedaden all novice teachers as they
learn to teach. This is because | would argue #halass identity is potentially
troubling territory forall new teachers, including those from both workind emddle
class backgrounds. But, as social class remainthefformal ITET agenda, novice
teachers, in particular those from working classkigeounds, may find their classed
identities constraining and shaping them in ways thight not always enable them to
make informed choices about their futures in teaghin addition, teachers may act in
covert and strategic ways to handle the potent@ystraining nature of their class

identities.

Implicit in previous arguments about inequitieseisiucation and teaching is a view
that middle class teachers are part of the prob@@ne. reading of this study about the
ability that middle class individuals have to beattgic about their class to avoid
being disadvantaged in ways that working classviddals are not supports this view.
However, an important question that this study aése was, what exactly should
middle class novice teachers (and middle classegaanore broadly) do about their

class identity?
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It would therefore appear that there are a rangeladfs tensions for middle class
novice teachers as well as those from working diesekgrounds. These range from
what could be seen as forms of ‘class guilt’ (fostance having had a privileged
education they feel they ‘should’ give somethingl)do wanting to work in the class
‘Other’ but worrying that they will be disadvantafj@ some way by not having forms

of cultural capital they feel will be most valued.

To help think about this in more detail, it is udeto consider the thoughts of Reay
(2004c: 7) in response to the perceived lack ofi$aan social class in ITET:

With no access to sociological and historical ustderding of social class and
in particular the positioning of the working classeithin education initial
teacher training students are left ill informed amnebuld argue ill equipped to
broach let alone tackle the greatest problem theadtnal system faces that
of working class educational underachievementnatien and disaffection ...
This is not to say that there are not many inteéalcher students/trainees who
are aware and sensitive to social class differeacesunderstand that impact
class has on learner identities. But we cannot myserendipity - the
fortuitous chance that teachers will educate théraseabout the importance
of social class in schooling - that they will hdsrewledge and understanding
of the different class cultures of the childrertheir classes. Inevitably not all
of them will ... and this is where ITE has a cructk.

This study would support this argument not leasthee situating class on the ITET
agenda would be a start. In addition, as highliglmeChapter Six, even where novice
teachers are sensitive to class, their understgadifien draw on personal and purely
cultural understandings of class, as is the tendempolicy circles (Francis and Hey,
2009) which leads this study to conclude with Lup{2009: 18) when she argues:

Nevertheless, if we are expecting teachers to aamything, it is essential
that they have access to a more structural viewthaf problems of
disadvantaged neighbourhoods than they currentiyt@l@a new politics of
place.

But more than this, this study also presents ewdehat not only should social class
in relation to learner identities be on the agemd&lrET, social class in relation to
novice teacher identities should also be therehi way, the types of tensions that
arise as a result of boundary crossing in teacboudd be foregrounded and discussed
out in the open, rather than novice teachers fgdhey have to be limited by their
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class or forced into accepting the only way to dwbese limitations, is to be strategic

and deny or disassociate with class.

In arguing for this, we should recall the argumefttadson-Billings (2001: 96) who
stated that often, teachers in the US ‘have littleno understanding of their own
culture’ and that this is often ‘taken-for-granteaihd ‘rarely interrogated’. As a
consequence, we are reminded that many novice deadre thus likely to be
‘unaware of the effects of their classed identitas their professional practice’
(Gazeley and Dunne, 2007: 413). But what thidystadds to these arguments is that
even when novice teachers do have some (often)evagderstanding of this, there is
no legitimate place to discuss this out in the open

Therefore, this study would suggest ITET needs ttéeast begin to address this
problem. | would argue that a first step would bevertly name teaching as akin to
‘class work’. Within this, teachers could be exphc positioned as ‘mediators of

class’ (Van Galen, 2004) or ‘cultural brokers’ (Bdome, 2002). This would enable

the introduction of a language that enables cladsetout in the open so that teaching
could be positively valued as being, at least paabout addressing class inequities.
ITET should therefore turn to the likes of Girouk992) who argues that teachers
should engage in what he calls ‘border pedagogg (Shapter Two).

In addition, and to support these arguments, thidyshas demonstrated that ITET has
the ability to introduce new class settings (thassl ‘Other’) by placing novice

teachers in class contexts they have not previceghgrienced. Moreover, this study
has illustrated that this can lead to changed pé#mes of both education and the
types of teachers new teachers want to become |8besaw that exposure to different
class settings, by the crossing of class boundasias able to transform the views of
more than a minority of the novice teachers in #$asiple. Thus, if ITET was to

incorporate a new explicitly classed language, gdate of this practical exposure to
class ‘Other’ settings, it could well be powerfal ghanging existing preconceptions

within education and begin to confront issues efjuity.

However, a word of caution would be that if clasga be substantially incorporated
into ITET, this must be done in both a supportivel aeflexive manner. Given the

incendiary nature of the concept of social clags the high stakes with regard to the
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highly inequitable class processes at work in slthgoit might not be possible or
even desirable for ITET tutors to be those respasior these discussions with
novice teachers. This is because handled badly discussions may do more harm
than good and do little to challenge some of tleestypical (and often harmful)
views that exist already in relation to class aodosling. Instead, | would suggest
that the responsibility for this need to fall toose within the ITET community,
academics and members of the teaching professiah wai commitment to
fundamentally addressing class inequities and wkoequipped with an appropriate

discourse and set of skills to handle this in #&rsgive way it deserves.

There are of course likely to be many issues wihiis, tnot least the reports that
attempting to introduce class into ITET can be migh resistance from both novice
teachers themselves (Bartolome, 2002) as wellaas @olleagues in schools (Gazeley
and Dunne, 2007). In addition, this research demnatesl that novice teachers from
working class backgrounds, on realising they cdddeffective as well as enjoy the
more academic teaching in middle class settingems®ly abandoned the
commitment to working in working class schools. Hoer to focus on this would be
to miss the point somewhat, especially given argumelsewhere that matching
characteristics of teachers and learners is céytaimt a necessity, especially since
these are often based on stereotypical assumptinasicis, 2008). Moreover, the
possibility that their commitment was only fuelled a lack of self belief as a result of
their classed identities is inequitable in its owght. Furthermore, surely the real
challenge of creating a more equitable system tiraigachers is that via a more
reflexive understanding of social class, the besrfacing all novice teachers will be
less covert and the idea of social justice can imeceeen as a key attribute of the

profession of teaching faill teachers.

Above | have teased out the important implicatidhat | feel this study points
towards. However, realising these in both the wethrcation community and ITET is
potentially a long way off given stubborn resistro the inclusion of class despite
overwhelming evidence about the classed naturedotaion. Therefore, it would
seem that a stronger evidence base from whichgb for a greater inclusion of class
in ITET in England is required. The work of Gazebyd Dunne (2007) for instance,
as reported in Chapter Two, made a clear caseatikatg novice teachers to research
issues of social class made them more empathetiards troubling and systemic
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class inequities and the role of education withis.tSimilarly, international literature
highlights the importance of sensitising new teashe their own culture and identity,
including their social class and therefore | woaldue more of this kind of work
needs to be done in a UK context so that socigitpi®ecomes central to the process

of becoming a teacher.
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Appendix A

Aide Memoires

Notes on completing the interviews (present on eagide memoire):

(@)

(@)

Interviews to last between 30 minutes and one hour

Refer to previously completed copies of their questaires and amend each

aide memoire accordingly

The following questions will form the basic struador the interviews with

follow-ups and probes as appropriate
Audio record interviews if consent attained

Assure all interviewees of confidentiality in retat to responses on course

and anonymity in final PhD.

Aide Memoire for 1% round of interviews (Dec 04/Jan 05)

Questions

1. Introduction to research. Thank participantsagireeing to take part
in the research and giving up some of their vakdibhe during this
very busy PGCE year. The research is investigataigee teachers
desires about where they would/wouldn’t like tacteand your
experiences whilst on the PGCE year and possildyyiour NQT year

etc

2.

Check biographical details:

» Age

* Gender

e Occupation of parents/carers. Main income earner

* Occupations previous to PGCE year (those with @ae gap or
more after degree)

* Type of secondary school and where appropriategelétc.

« Type and name of school attending for first penbteaching
experience

You reported in the questionnaire you filled inttixau would like to
teach in XXXX type of school. Can you please tedd why you

responded in this way? Do you still feel the salmauathis or have
your views changed/developed since completing tiestipnnaire?

Have any particular experiences/individuals/grolgsn especially
influential in helping you to form this view abowhere you would
like to teach?

In what ways if any did your own experience of saimg influence
your views about where you would like to teach?

Do you have friends/family members or any othemptegou know
who are already teachers? If so, what views hase élpressed

203



about the type and nature of school at which yoghtmeventually
like to teach/gain employment?

Although you reported that you intend to work in XX type of
school, are there any worries/issues which youweadly have in
relation to this aspiration?

Are there any types of schools you have concesusabout
working in? If so, can you tell me a little bit necabout these?

You said you were currently doing your teachingesignce in
XXXX school which you said is XXtypeXX. How have ydound
this experience? Can you describe school? Whabddhink about
the school?

10. Thanks for answering my questions. Explain willdoatacting

again later in the academic year to arrange anattewiew. Collect

contact details and preferred method to stay intou

Aide Memoire for 2" round of interviews (March 05)

Questions

1.

Introduction: Again thank for continuing to parpaie in the
research. Explain the interview will follow a simnilformat to the
last interview and | will be drawing on informatipnovided in the
guestionnaire and the last interview.

. You've just completed your second school/collegeesience,

where have you done that? Can you describe theoEcblbege to
me? (prompts: intake, area, ethos, behaviouityabiic)

How does that compare to XXXX where you completedryfirst
school/college experience? (differences/similag)tie

. Which one did you prefer? Can you tell me a ligh®ut that?

In your original questionnaire you said you wereiasted in
working in XXXX type of school. Do you still feehat way?
Why/why not? Do you have any new concerns abourggoto that
type of school?

Do you currently have any schools/colleges thatstduwould not
be interested in?

How would you describe the two schools/colleges?
On the original questionnaire, you were asked if freought you

belonged to a particular social class and you @SN O, XXXX
class, can you just tell me why you answered tretav
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Aide Memoire for 3" round of interviews (May/June 05)

Questions

1.

Introduction, thank again for continued participatiReminder of
format and that will be drawing on information piged in the
guestionnaire and the last interview/s.

Have you managed to obtain a teaching post? faoyou
describe the school (Prompts: intake, behaviotairehent, area,
ethos, ability, kids on the whole). What made gpply for that
job? What made you accept that job?

Describe the jobs you had/have you been applyirig)@@rompts:
intake, behaviour, attainment, area, ethos, abKitys on the whole)

. What are your hopes and fears for your job/oncefymla job?

Back in October, you said you had wanted to findlknmo a

type of school in an XXXX area. Would you say ygly search
and/or job obtained fulfils that criteria? Did yazriteria change
over the year? If so in what ways and why?

In terms of your experiences whilst on the coudsscribe the
schools you went into? (Prompts: intake, behaviatiainment,
area, ethos, ability kids on the whole). How dieythliffer? How
were they similar?

. In what ways, if any, did your own experiencesafmling

influence your choices either positively or negelty? In what
ways? Why do you think that?

Would you say, looking back, anything was partidylanportant in
helping you make decisions about where you wolle o teach?

When you hear the term ‘challenge’ applied to séhoshat does
this term conjure up to you?

10.Would you say the schools you went to were challenm terms of

the way the pupils/students were? What do you rbgarhallenge
here? If not, what types of things would you relgas a challenge i
that way?

11. According to the DfES criteria, your placementssipt classed as

challenging (FSM, A-C% etc) what are your thoughgsuld you
understand why ‘challenging’ is formulated this ®waj/ould you
agree? Do you think these schools are ‘disadvadtag@any way?
Please explain.

=}
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12.Would you ever want to work in a school that potex$e types of

challenges? Explain your answer.

13.How do you think the job you have obtained woulctlzssed

according to this criteria?

14.Do you think you would feel any different if youdidadn't had an

experience in a ‘challenging type of school? Pleag#ain.

15.Do you think teachers once trained can walk inpsshool and

teach? Why? Do you think they need different digaliskills etc?
Do you think the schools you taught in during yeuperience
would enable you to teach anywhere? Why/why not?

Aide Memoire for 4™ round of interviews (July/August 06)

Version 1: For those who had been teaching

Questions

1.

Introduction: Offer sincere thanks for stayingaut¢h and agreeing
to carry on research. Reminder about format ofvige/s and that
will refer back to things mentioned during PGCEryasad reflect on
some of that as well as what has happened in shgdar.

Find out any missing biographical data from presiouerviews

Can you describe the school you are teaching m@aiet® (Prompts:
features size, no. of pupils, location, ethos?) hothe school
viewed by the parents of the children that attddd® is the school
viewed by people other than parents in the commuinsierves?
How is the school viewed by others outside of tmahmunity?
Where do you draw these understandings/impresfioms’

[for those who didn’t have job at end of PGCE] wbthter jobs did
you apply for? Can you describe schools? (Prompbase).

Can you describe the pupils who attend the schati&t type of
backgrounds do they come from? What impact if amyal think
this has on the school? What impact do you thiikHls on your
teaching and general teaching within the school® Ho
similar/different are the children to you when yaitended school
and the children you went to school with? How woytd describe
the parents of the children you teach?

Would you ever describe the school as having agonatantly
middle class or a predominantly working class idgatHow have
you come to that view? Is that based on teachgpspits? Is that
predominantly, entirely, partly middle/working c$&slf don’t think
either, what type of identity would you say the ®ahhas?
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10.

11.

12.

13.

14. If you were to hear the terms ‘a typical workirlgss school/a

Can you describe the area/community the schooketéd in?
(prompts: type of tenure, size of houses, facHife the community
affluence/poverty etc). Is this the area the stdoaws its pupils
from? Does the school reflect the general aresalddated in? How
is the area viewed by local people? How is the ai@aed by the
teachers within the school? How is the communigywad by others
from outside of the locality?

How similar/different is the area you grew up attéraded school
in? How has this affected you as a teacher?

Can you see yourself teaching at that type of ddbog-term? Can
you see yourself wanting to teach those type dtitm long-term?
Why/why not?

How does it compare in the terms describedealwthe schools

you experienced during your PGCE year? (Promptst wiere those

locations/communities like? What about the puplle@ parents?
How viewed by locals and others not from the area?

How different/similar were these to the type of@alhyou attended,
the pupils you went to school with? The parentthefchildren you
went to school with? The area you went to schadl in

How similar/different do you think the school yote deaching at is
to the type of school you thought you would likdg¢ach in when
you started on the PGCE? Has your idea of youalidm®rt of job
changed? If so, how and why? If not, why not?

In the second interview, we talked about sociadsknd I'd just like
to revisit that. When we discussed it, ygaid you felt XXXX,

can | just ask you in what ways (if any) do youl fe&ddle and/or
working class? How do you think this has affected as a teacher

Do you think social class matters in relation taeation and
teaching? Why/why not?

typical middle class school’ what would that coejuip to you?
Would you associate with these terms? Would youdemfortable
using these terms?

~J

Version 2: For those who had not been teaching

1.

Introduction: Offer sincere thanks for stayingaoaich and agreeing
to carry on research. Reminder about format ofvwige/s and that
will refer back to things mentioned during PGCEryaiad reflect on
some of that as well as what has happened in shgdar.
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10. In the second interview, we talked about saddads and I'd just like

11.Do you think social class matters in relation toeation and

12. If you were to hear the terms ‘a typical workirlgss school/a

. Find out any missing biographical data from presgiouerviews

. What have you been doing since last time we sp{@aployment —
why that type of employment?)

. Why did you not go straight into teaching?
. Have you still got intentions to teach? If not, wint?

. Have you got a teaching post lined up? (Can yourdesthe
school? Do you have any idea about the locatioalesenmunity the
school is in? Any idea about pupils, backgroundsepts? Any ided
how the school viewed by local people/communitseitves, how
viewed by others outside of that locality? Whereehgou drawn
these views from?

. (if have a job) Would you ever describe the sclasohaving a
middle or a working class identity? Is this parppyedominantly or
entirely? Is this in terms of the pupils and/orctears? How have
you arrived at this view?

. How do you think it compares in these terms tositteools you
experienced on your PGCE?

Have you been applying for (other) teaching 38Vhat type of
schools have you been applying to? (location/aoeafcunity?
Pupils backgrounds/parents etc?)

to revisit that. When we discussed it, you said fauxXX XX,
can | just ask you in what ways (if any) do youl feé&dle and/or
working class? How do you think this has affected as a teacher

teaching? Why/why not?

typical middle class school’ what would that coejuip to you?
Would you associate with these terms? Would youdemfortable
using these terms?

)
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Appendix B

Sample Questionnaire

NB: This survey was a one sheet, two-side questioafut it has been re-sized for
inclusion here

TRAINEE TEACHERS QUESTIONNAIRE

This questionnaire has been designed to find out about your existing intentions with
regard to your career in teaching. | will use the information to help me with my research
into the early stages of teachers’ careers. It would be helpful if you could complete all
questions although please feel free to omit any you feel inappropriate. Your answers are
completely confidential. There is an option at the end if you do not wish to participate
any further in this research project.

Part 1 — Your Background
Li1Age: [ ]

1.2 Sex: Male [ | Female [ |

1.3 Name of Specialist Subject:

1.4 Which of the following categories best describe s your ethnicity:

Black (including UK born and settled) |:|

Asian (including UK born and settled) |:|
White (including UK born and settled) [ |

Other*: |:|

*Please specify:

1.5 Place of Birth:

1.6 What is the name, area and postcode of the plac e you lived the majority of your
childhood/adolescent years (age 5-18):

Place: Area:

Postcode:

1.7 Which term best characterises the area where yo __u lived the majority of your
childhood/adolescent years (age 5-18):

Inner city |:| Suburban |:| General urban |:|
Rural [ ] semirural [ ] Other* [ ]

*Please Specify:

1.8 Was/are either one or more of your parents/care _ rs a teacher?
ves [ ] No [ ]

1.9 Which type of school most closely characterises the majority of your education from the
ages 11-167?

Comprehensive (11-16) [ | Specialist School [ ]
Comprehensive (11-18) |:| Grammar school |:|
Independent School [ | Secondary Modern [ |

Other* |:|

* Please specify
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1.10 Please select the area which best describes wh __ere the school was _located:

Innercity [ | Suburban [ | Generalurban [ |
Rural |:| Semi rural |:| Other* |:|

*Please Specify:

1.11 Please select the area which best characterise s where most of the pupils attending the

school lived?

Inner city |:| Suburban |:| General urban |:|
Rural [ ] semirural [ ] Other* [ ]

*Please Specify:

1.12 Which type of school/college most closely char acterises the _majority of your education

from the ages of 16-18?

Comprehensive VI Form [ | Sixth Form College [ |
Independent VI Form [ ] FE College []
Grammar VI Form |:| Specialist College |:|

Other* |:|

*Please specify:

1.13 Please select the area which best describes wh ___ere the school/college was __located:

Innercity [ | Suburban [ | Generalurban [ |
Rural |:| Semi rural |:| Other* |:|

*Please Specify:

1.14 Please select the area which best characterise s where most of the pupils attending the

school/college _lived?

Inner city |:| Suburban |:| General urban |:|
Rural [ ] semirural [ ] Other* [ ]

*Please Specify:

1.15 Do you see your family as belonging to a parti _cular social class?

Yes |:| No |:|

1.16 If yes, which of the following would you be mo st likely to use?

Working class |:| Middle Class |:| Upper class |:| Other* |:|

*Please Specify:

Part 2 — Your Intentions

2.1 In which type of school/college are you current |y most interested in finding a teaching
post?
Comprehensive (11-16) [ __| Sixth Form College [ |

Comprehensive (11-18) |:| FE College |:|
Independent School |:| Grammar School |:|
Specialist School [ ] Please state
Other |:| Please state
Type of schoolicollege || Not sure [ ]

not a significant choice factor
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2.2 Please explain the reasons why you have selecte  d the above:

2.3 In which location are you currently interested in finding a teaching post?

Innercity [ | Suburban [ | Generalurban [ |
Rural |:| Semi rural |:| Other* |:|

Location of school/college [ | Not sure []
not a significant choice factor

*Please Specify:

2.4 Please explain the reasons why you have selecte  d the above:

2.5 Do you have any preferences on what type of are _a you would like the school/college you
work in to _draw its pupils/students from?,

Inner city |:| Suburban |:| General urban |:|
Rural [ ] semirural [ ] Other* [ ]

Location of school/college |:| Not sure |:|
not a significant choice factor

*Please Specify:

2.6 Please explain the reasons why you have selecte d the above:

2.7 Are there any schools/colleges listed in questi on 2.1 that you would definitely not
consider working in?

Yes [ ] No [ ]

2.8 If yes, please tell me about these and explain ___the reasons why below:

2.9 Are there any locations listed in guestion 2.3 that you would definitely n ot consider
working in?

Yes [ ] No [ ]

2.10 If yes, please tell me about this and explain __the reasons why below:
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2.11 Are there any areas listed in question 2.5 whe __re the pupils/students may draw from that

would mean you would definitely not consider taking a job at a particular school/college?

Yes |:| No |:|

2.12 If yes, please tell me about this and explain___the reasons why below:

Please provide your name below. Again, this infition is completely confidential and will not beedsfor
the purposes of your PGCE course

Name:

E-mail Address:

Telephone Number:

Please tick this box if you do not want to participate in
this research project any further

THANK YOU FOR COMPLETING THIS QUESTIONNAIRE
| APPRECIATE THE VIEWS YOU HAVE SHARED WITH ME

IF YOU WOULD LIKE FURTHER INFORMATION ABOUT THIS RESEARCH AT ANY TIME,
PLEASE CONTACT:

Lisa Jones, School of Education, The University********xx
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Appendix C

Pen Portraits of Novice Teachers

Katie

Background

Katie is a mixed heritage female from a small aityhe North of England. Katie was
21 at the start of her Science PGCE year, stattiagourse directly after graduating
with a 2:1 in Science and Maths from a pre-1992tiNon university in the North of

England.

Classed identity

In terms of her class background, Katie grew u@ isingle parent family and her
mother worked as a police officer. Katie self-idked as working class and when
asked to explain why, she said:

Erm, | was brought up in a council estate ... singlem, ...erm, yes | just
know I'm definitely not middle class, erm [Lisa:Nat things do you use to
define sort of like class? What markers do you uks@ppose, | think I find it
hard to define what | mean by working class butdi@ctlass to me was: big
house, nice car, erm, | don’'t know, erm parentf wadod jobs, erm, so yes. So
my parents were the opposite to that so.

Therefore Katie defines herself as working classléscribing two traits she sees as
being ‘working class’ though finds it easier toidefher class by what she feels she is
not. Thus for Katie, being working class appeamé&an she is definitely not ‘middle
class’.

Katie attended an 11-18, mixed sex, ethnically di@&CoE comprehensive school in a
suburban area in her home city. The school watihe CoE school in the area and
she said it drew its pupils from across the ciguteng in a socially-mixed intake. It
took Katie 45 minutes to get to school and she g@dschool was in a ‘more middle
class area but it didn’t just take people from #rata because | used to go there’.

Therefore, although Katie self-identifies as wogkirtlass through her social
background, educationally speaking, Katie's schmplivas more socially mixed and
she mixed with children from all social backgroumfidsn a young age.

Social class and Katie’s developing professionahiity

At the start of her PGCE, Katie specified she hamted to eventually find work in a

‘nice’ 11-18 comprehensive. Katie was very quietlyoken, describing herself as
‘quite a laid back person’. She felt the school shaht in needed to reflect this, and
was therefore reluctant to teach in a school witthavioural problems’ because she
felt she was not ‘confident enough’ to do this.

Katie said her desire to teach came from her @#dis she was good at explaining
things to people. Katie had no family or friendsowtad previously been teachers and
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remarked that: ‘... [I'm] finding it quite strangelat of the people on the course I've
spoke to ...like their dad, or their aunty, [or] bagot lots of people in their family

who are teachers...’. Katie’s own very positive exgere of schooling had also been
influential. She said she had attended a ‘nicebstland wanted a ‘nice’ school to

ensure she would be happy in her job. Thus it waplgear that Katie was looking to
find a school not too dissimilar from her own, dhat is socially mixed but skewed

towards the more advantaged end of the spectrum.

During the PGCE year, Katie had placements in tefwasls. The first was Stopford
Grammar, a mixed sex selective school with beloerage levels of pupils receiving
FSM and with SEN where 95 per cent of pupils gaifiee or more A*-C grades
including English and Maths in 2005. The second Wasnsby School, an 11-18
school for boys with again below average numbehdfiren with SEN and on FSM.

Katie enjoyed both placements but preferred hee tanh Stopford. She said this had
changed her mind about selective schools sayinga#t not as ‘contentious’ as she
thought. When asked to explain what she meantsaidethe children:

...were normal, | expected them to be more stuckngoabviously because |

went to a really normal school it was, althoughvéts in a middle class area
there were a lot of kids from all different arediferent backgrounds so to me
that's normal and | don’t know many people who doafford to send their

kids to private school so it was always | don’t Wna misconception | guess
I'd had that they were very posh and could be yemnal.

Katie also equated her ‘socially mixed’ school amb very similar to this school, a
school that by her definition, serves ‘...quite a dhkdclass or even upper class
section of people’. It is therefore potentially tbase that Katie’s own educational
experiences were not too dissimilar to those enevaed at the selective grammar
school. As such, this would suggest Katie’s scimgplivas not a ‘typical’ working
class education. It would seem that Katie appeansave crossed class boundaries
early in her own education and being around petipla all classes is what she felt
was normal.

Both schools, in principle, suited what Katie wahtand matched her own
educational experiences to some extent. Katie dlaygslied for a job that was in an
inner city comprehensive in what she describedeally rough’ area but said: ‘my
mum wouldn’t let me’ saying it would be ‘really tBaquite horrendous’.

Katie managed to find work at an 11-16 mixed seih@le&c comprehensive school,
located in an area Katie referred to as ‘nice’. ideer, the area the school is located
in offers a misleading idea of context becausesttt®ol draws pupils from a much
wider area than the areas surrounding the schaayrmf which have much higher
levels of socio-economic disadvantage. Thus theachad 50 per cent of pupils
receiving FSM and only 13 per cent pupils gainiivg for more GCSE grade A*-C
including English and Maths in 2005. It would hdween very interesting to revisit
Katie but unfortunately she was lost to the redearad only found this post after the
PGCE finished and therefore her views were unabhetcollected.
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Jen

Background

Jen is a white female aged 24 at the start of husir@ss Education PGCE. Jen said
she came from a small town/suburban area bordarMallands city and she attended
a post-1992 Northern university to complete her f@ar business degree, obtaining a
2:2. After completing her degree, she spent some tiloing temp work in a call
centre and transport depot.

Classed identity
Jen self-identified as middle class and when asked she said:

Erm because | think well, my parents are both teeghlive in a kind of
suburban area, they were brought up, always kindhofving not that it was,
well it kinda was expected that I'd go to univeysiind do something that |
wouldn’t just do my GCSEs and leave.

She said class was not something she had thought atuch but rather ‘it’s just kind
of there | think’ and this had been throughoutlifer She said:

| think I've always thought of myself as middle s$aeven right down to when
at GCSEs you talk about class systems and what yawants do, | already
kind of put myself in that box ... | don’t think anye ever said to me ‘you are
middle class’ | think | just kind of, | dunno, jukind of see yourself a certain
way, | heard it in conversations what somebodysddsas middle class is,
what somebody classed as working class is.

Social class and Jen’s developing professionaltitien

Although both of Jen’s parents worked as secontiaghers, each worked in very
different contexts, her father at a suburban cohgmsive (the one Jen attended
herself), and her mother at an ‘inner city’ commmeive. Jen explained that initially
both parents had advised her not to enter the gsimie due to it being ‘hard work’.
However, Jen had friends who were teachers and'w#i@ getting loads out of what
they were doing’ and Jen was not getting this fati®n in her job. Thus, Jen’s
decision to enter into teaching focused aroundirigé rewarding career and she had
been able to draw on available social capital t&arthis decision.

Initially Jen had talked of not really knowing whgpe of school to find work in but
had some very strong ideas about the settings shilwot like. In particular, she had
strong reservations about working in the independeator which she saw as ‘unfair’
and was also quite clear from the outset that slrged to work in a suburban area as
this was the type of area she was familiar with #rad she could relate to suburban
kids. In particular, she stressed that she wartddach in ‘a good area’, by this she
meant: ‘like not council estate ... a more middlesslarea’. Jen was very clear that
she did not want to teach in an inner city area ttue&oo many problems’ and
explained that this was largely down to observieg immother's experiences working
in such a setting because ‘...she spends most oftitmer in the classroom on
behaviour ‘. Her reticence to work in such contediiectly linked the children’s
behaviour and attitude to learning with having corfiem a disadvantaged
background, she said:

...Just the attitude, a lot of them, | know it's adl of them ... | just think that
they are kids with, from less of a privileged backmd, not saying that they
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are all daft or anything but | think there are mpreblems and behaviour
issues which | personally wouldn’t want to dealhwit

During the PGCE vyear, Jen went to Timperwell ComityuSchool for her first
placement. This was an 11-16 mixed sex comprehensith broadly average
numbers of children receiving FSM and with SEN aedcribed by Ofsted as ‘fully
comprehensive’. In 2005, 35 per cent of pupils egdirive or more A*-C grades
including English and Maths. For her second anddtpiacements, Jen attended a
further education college.

Jen had a reasonable experience at Timperwelltbstited to make her re-think
whether she wanted to be a secondary teacher.h#&gnhad a really enjoyable
placement at the college. Having experienced bbé& gecondary school and the
college, Jen had a change of heart and decideshahHenger wanted to become a
secondary school teacher and had switched her fogosmary school teaching. She
explained this had been something she had beenatmyat for some time and her
experiences in both the school and the collegeirroefl secondary (and post-16)
teaching was not for her. Given she was alreadybatantial way through the PGCE,
she decided to complete the course and hope tsféranto the primary sector later.

Interestingly, Jen’s enjoyable time at the collegafirmed that her real desire in
teaching focused on working with smaller groupsntliaose experienced in the
secondary school. Working at the college had edabihe opportunity to ‘build
relationships’ with her students and she had predethis, finding it more ‘personal’.
This, combined with her preference for teachingyibienger children at the secondary
helped her to decide that it was primary schooéd Would allow her to both build
relationships and work with younger children.

Jen therefore focused on looking for primary scheotk but as primary teaching
posts are highly competitive, she had no luck figda post before the end of the
PGCE. Despite her reservations about social condext understood that in order to
get into primary teaching, she would need to foensgetting any job as a starting
point and this included looking in inner city areaswell as suburban ones.

Following the PGCE, Jen had managed to find wor& sesaching assistant (TA) at an
‘inner city’ primary school which she did for onellfterm. For the next twelve
months, she then split her time equally workingagsart-time TA at the primary and
part-time working as a TA in an autistic unit cadbed with the primary. Jen was then
employed full-time as a TA in the autistic unit ahdd decided that working with
children with SEN was what she wanted to do. Thesauunit only had one class but
there were plans to extend that year which woulflire another teacher and she
hoped to apply for this as she had found what sh#yrwanted to do, glad that she
had stumbled across it by chance.

Daniel

Background

Daniel is a white male aged 21 at the start oMuashs PGCE. He said he came from
a semi-rural/suburban area near a small Northemn ©aniel started the PGCE
directly after completing his BA Economics degréa &orthern pre-1992 university
where he obtained a 2:1. Daniel attended an 11&tBdlic comprehensive school in
what he termed a suburban area for his own sclwolin
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Classed identity

Whilst growing up, Daniel’s father worked as a rolmologist in a hospital laboratory
and his mother worked as a hospital secretary.dbdid not see himself as belonging
to any particular social class, when asked whysaie:

Yes, the thing is like, sort of the area that élin, is old, sort of working class,
that is still the thing people still went on aboBut working class is the area
where | was brought up. But my dad has got likeegréle and it's a middle
class trait, and I've got a degree, | went to ursitg as well which is a middle
class trait ... my interests I'm into are all, actydldon’t know if they are, |
like different things ... It is more because like, hecause I've got to have a
foot in each camp. It would be pretty much impoestb class yourself as one
thing or the other, they are certain indicatorst thau go on to classify
someone, I'm sort of in between l.like reading and going to the theatre and
things like that, and watching plays rather thansicals where as most
working class people would prefer to see Greagethello ... but then again
I'd rather go and watch football on a summer dawyl sit in the pub and watch
football on Sunday.

Daniel tries to make sense of his class by drawimgvailable discourses of class,
particularly those of education and cultural prefees and tastes (in a Bourdieuian
sense). Daniel felt his class identity was notightdorward as he felt he ‘straddled’
class borders, with education seen as crucial is1 #or Daniel, his lack of fitting
neatly into either class means he also struggléseta sense of belonging to either.

Social class and Daniel’'s developing professiodahiity

Daniel decided to teach because he wanted ‘...songethat will be more rewarding,
more enjoyable, a little less money driven ...’ th@her occupations he considered
(e.g., finance). He also had an aunt and uncle tabhght. From the outset, Daniel
wanted to teach in an 11-16 comprehensive schaooigtih was unsure of the context
but he had reservations about the ‘inner city’ tluthe extra challenges brought about
by behaviour problems and his perception that sgtiools would be ‘too rough’. He
also expressed a preference to find work at a $chioolar to his own so he could
relate to the children and for the strong senseoaimunity. Daniel's desire to teach
and his perceptions about where he wanted to teacé very much focused around
his own experiences of schooling and the desiréin a school that he felt was
similar to his own.

During the PGCE, Daniel's was placed at two diffiergchools. The first, Northwood,
was an 11-16 mixed sex comprehensive with muchenigian average number of
pupils on FSM and with SEN and only 24 per cemuggils gaining their five or more
GCSE A*-C grades including English and Maths in 206le was also placed at
Updale, an 11-18 mixed sex comprehensive, withdlyoaverage FSM and SEN but
where 42 per cent of pupils gained their five orenGCSE A*-C grades including
English and Maths in 2005.

Northwood, to all intents and purposes was defiagd ‘STCC’, the type of school
setting that Daniel did not want to teach in. Osatlibing the school, Daniel said: ‘it's
in a working class area ... it's quite challengingy contrast, prior to his placement
at Updale, Daniel had heard the school was supposieel. ‘...sort of average school,
probably a bit nicer than the one I've been atrmitin a fairly rich area’.
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However, on completing the placements, Daniel dhidugh on paper Updale
appeared to be a ‘good’ school with a higher aan®nt culture than Northwood, in
practice there was little difference. Though Updats more closely aligned to the
type of school Daniel wanted to work in, he preddrhis time at Northwood, citing
the more personal feel alongside feeling frustratdUpdale that he had not
progressed as much as he would have liked to.

During the PGCE year, Daniel's views about the tgbeschool he would like to
obtain a teaching post in fluctuated between higalnviews about not wanting an
inner city school, preferring instead a school timettre closely resembled his own
schooling towards feeling that his time at North@dad not been too bad and thus he
would consider teaching in such a school after.heeally quite enjoyed it'. He said
however that he would like to have experiencedigh8y more middle class area’ to
see if he was better suited to this whilst on t&€E.

Daniel also asserted that if pushed to choose legivan independent/selective
grammar school and a challenging inner city comgmslve, he would choose the
former as he really did not want to focus on bebawi

However, three weeks into his final placement, Pamwas offered a post at
Northwood and accepted it. Daniel had already @dmo go abroad for the summer
after his PGCE and this trip would go into Septenviieen schools would expect him
to start work. Northwood had been flexible abous #nd therefore Daniel felt unable
to turn this down. He had not applied for any otpests. Daniel was positive saying
Northwood had been better than he expected.

However, as his NQT year at Northwood drew to a&ldaniel had already handed
in his notice and was looking for work elsewherdasad found it really difficult and
felt that teaching at the school felt like ‘chasinig tail’. Daniel said he had even
considered leaving during the year but decidedit& & out as he had started to enjoy
it some more but he was now looking for work iressl challenging context.

Sarah

Background

Sarah is a white female from a suburban area gél&lorthern conurbation who was
24 at the start of her MFL PGCE. Sarah attendetllah6 mixed sex comprehensive
school and then attended a suburban sixth fornegelko complete her A Levels.
Sarah then spent two years working for a publistiimg. She then attended a pre-
1992 university and obtained a 2:2 in French.

Classed identity

Sarah said her father worked as a self-employedtshetal worker and her mother
worked as a housing assistant. From this limitddrmation Sarah discloses, it is

difficult to understand exactly what these involtedugh as she makes clear below,
both parents received a higher education. Sardhdseltified as middle class and

when asked why, she said:

In the sense that my parents were educated and melstall of my family,

my immediate family have you know studied at a biglevel, | come from, |
mean | don’t want this to sound snobby but it was he way | was brought
up, | think a lot of this answer is going to depepbn what you kind of mean
by class exactly but I think it's got a lot to dathvyour social upbringing, not
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just the materialistic things but | don’t know, rigs like manners, your
attitudes towards things | think defines your classmuch as your economic
background and | think the way that | was broughtisiyou know to treat
people respectfully and that kind of thing, to exgpauthority, having good
manners | think shows a lot about your backgroumderms of economic
thingies, ‘thingies’ [laughs]. In terms of asset&l avealth we were reasonably
well off, not rich but we always had a new car, lveel a nice house, we had a
computer, we had two or three holidays every y@arboth went to university,
my sister and myself obviously and we've been ssgfcd and we haven't
struggled too hard to get there, and | think thatfeat makes a difference, |
mean some people obviously scrape every single ypé&rgether to get to
university, we didn’t have to do that fortunatellyank goodness.

Social class and Sarah’s developing professionaiity

Teaching was something Sarah had considered sindgirsg for her A Levels and
there was a strong family influence with Sarah’angiparents and some aunts and
uncles being teachers. However, Sarah’s main maiivao teach was her own
positive education which she said: ‘I loved itebly enjoyed my time at school and
that’s probably why...’

From the outset, Sarah was open about the typehaios she would like to teach in
with the only exception being inner city contextdieh she specified on her
guestionnaire was to do with: ‘social problems sasipoverty’.

During the PGCE year, Sarah attended two schoolshér main placement, Sarah
attended Brookshaw, an 11-16 mixed Catholic Congsive with broadly average
SEN and FSM numbers though the most recent Ofgfeadrtr to the time Sarah was
there remarked that the majority of pupils wererfroomes in below average socio-
economic circumstances. For her contrasting plangntgarah went to Oakhill, a
small, mixed sex 3-18 independent school. Both sishwere situated close to the
area where Sarah grew up.

Sarah really enjoyed her placement at Brookshawpaeférred this out of the two.
She described Brookshaw as a ‘nice’ school and‘wasmixed bag of everything’
meaning it was socially, behaviourally and academiged. Though Sarah had
initially been open to working in the independeattsr, her experience at Oakhill
changed her mind. Although she had liked the childat Oakhill, she decided that
working in an independent school lacked the chghetihat she had enjoyed so much
at Brookshaw. After enjoying Brookshaw so much,reféected back on Sarah’s early
thoughts about where she wanted to teach and tief questionnaire response about
not wanting an inner city area and her mentiorpoierty’ as a reason, she said:

Sarah: ..poverty, | don’t know why | wrote that [laughs] 't know it could
mean ...Without making a generalisation you do assegdoverty with bad
behaviour, | certainly do. Erm but don’t forgetgiyuestionnaire was done at
the beginning of the course l.wouldn’t write perhaps poverty now because |
mean I've taught kids from really low income baakgnds and they're the
sweetest little things ever and they are keendmlerm but I'm still a bit iffy
about how to deal with really disaffected pupilsondre really, they're stuck in
a rut you know where they come from a disadvantdggetground you know
and they can't really see the light at the encheftunnel...
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Here Sarah is reflecting back and saying that mecanceptions (largely from the
media she said) had been challenged having goBetikshaw.

Sarah had not found work by the end of the PGCE geapite applying for several
posts having experienced what she perceived thdasliortage of available teaching
jobs. She had been quite selective initially in joér search deciding not to apply for
some posts that arose in schools nearby to wherdiv@d because she thought they
might be ‘too difficult’ to start out in.

Sarah eventually found work at Stiplewood, a semar school in the South of
England. The school was an 11-18 mixed sex compsde with slightly above
average SEN and 27 per cent of children gained fiv& or more GCSE grades at
A*-C including English and Maths in 2005. With redao FSM eligibility, this was
below the national average though the school dnewnfa very socially mixed
catchment area and included many children fromaseconomically disadvantaged
backgrounds as well as many from more affluent gpamknds. The school is also a
comprehensive in a selective school system withclbgest secondary schools being
selective. Sarah loved teaching at Stiplewood amddcsee herself staying at that
school or a school like it for the foreseeable shomid-term future. She loved its
socially mixed nature and really enjoyed teachinghlthe more able children and
those who struggled. Thus, over the course of H&CEP and NQT years, Sarah
developed a perspective aligned to wanting to vehikelren for their efforts, not just
their results. This had found its foundations inrkuag with less privileged children
and her exposure to class in teaching.

Ben

Background

Ben is a white male from the North East of Englavitb was in his fifties when he

started his Maths PGCE. Ben attended a secondadgmm school after failing his

11+ but then attended a local grammar school’'sidoitm to complete his A Levels.

Ben completed a science degree at the age of 2inolg a first class honours and
then went on complete a science PhD. Ben then Signtears in the electricity

industry and also worked as a research sciensistiedl as in the planning department
for the privatisation of the electric industry affithally he became a business
consultant. Ben retired in the late 1990s and ekdohupon a second degree in
Mathematics at another pre-1992 university saymg was to ‘indulge’ himself as he

loved maths. Ben obtained another first class heniou2004.

Classed identity

Ben talks of having a complex class identity. H¥ skentified as coming from a
working class background on his questionnaire ahdnnasked why she responded
this way, he said:

| think that is untrue now. | think I must be sesn‘middle class’, in fact, any
one seeing me in a suit would say there’s the &pidite Anglo-Saxon male
you see. The stereotype. Erm, but, both my famly ey wife’s family were

very, limited in resources. | came from a familynoihers that lived in a small
village, and they were a very tightly knit commuynibts of extended families
... Erm, my parents had very little money. And my eisf family had even

less, paupers. But education was the key to u$, tmat and my wife getting
on. We were given an education in the 50s and the¢he 60s and then we
went off to university. Well, made us into professl people but we have
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always had to work for what we had. And if | saivds working class, my
roots were certainly working class, | went a seespanodern school that was
rough as the rough end of Southall [placement d¢hath some lads who
were, ordinary working-class. It is education thas given me some standing
and allowed me to achieve... Education has given thee wisdom and
understanding of the world, and the ability to mpebple and hope get on
with people. But I've had to work for things. I'vet been middle-class in the
sense that my parents were solicitors or doctorsvisatever ... I've not
inherited money and | don’t own land. We've hadytaft for what we've got
and 1 still hold to a lot of those values. But, did send our kids to a private
school because we believed that girls should gaioe sex schools they've
gone on, and are professional young women nowh&oig what | meant, it's
not an easy story to tell but if anybody said, “Wtlass are you?” | mean I'm
not a blue collar worker. But, erm, I've never fetivileged except through the
education I've had. Does that make sense?

Social class and Ben’s developing professionaltitien

Ben did not plan to become a teacher until he veasimg the end of his Maths degree
when he heard other students on the course disguesicoming teachers. Ben’s
motivations for becoming a teacher were also clélan not going into it as a career
[but] as a hobby really ... | wouldn’t say | wantgat something back into society...’
As a result, Ben was very clear that he wante@aglt in a context where he did not
have to manage any behaviour as he was ‘too otdhfe type of challenge and so he
was clear he did not want to teach in inner cityosts. He therefore planned to be
‘choosey’ about making sure he got the right contexhim, though he was initially
open to independent, grammar, suburban schoots)lleges.

During the PGCE year, Ben, attended three diffeeshicational establishments,
Southall High, a 13-18 mixed sex semi-rural comprehive. This had below average
FSM eligibility and SEN numbers and 47 per cenpwbils gained their five or GCSE
A*-C grades at GCSE including English and Maths2®05. Ben then attended
Crestwell, a selective 11-19 grammar school forsbehere virtually no SEN pupils

and no pupils eligible for FSM. 97 per cent of psigiained five or more A*-C grades
at GCSE including English and Maths. He then atdrérestby Sixth Form College.

Ben had a mixed PGCE in terms of his placementsfahdlisillusioned with the
PGCE itself saying it was ‘slow’, ‘wishy-washy’ arishallow’ and that it had not
equipped him with the things he needed to knowebam in his school placements.
Though he enjoyed working with most of the childrdre felt his placement at
Southall revealed teaching in a comprehensive wa$on him as he did not enjoy the
stressful nature of having to deal with some ofcdhallenging pupils. Ben described
his time at Crestwell as ‘mixed’ saying on the vweéhdhe found the teachers there
‘quite snooty’ and that the school was a little tnger-confident in its achievements.
Though these two placements broadly fitted what 8eginally felt he was open to,
neither quite hit the mark in terms of where he t@drto teach (though his experience
at Crestwell he put down to the school itself rattiean as a result of it being a
selective school).

Ben much preferred his time at Prestby College ghohe did talk about the

downsides of having to teach some poorly motivatedents who he felt were only
there because they were receiving the £30 per &bk
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By the end of the PGCE year, Ben explained thdtdtkerealised his age was going to
act as a barrier to getting many jobs when he Isaitlad effectively been told not to
bother applying for a post at Crestwell due to dge and having applied for eight
other posts but having been unsuccessful, despitehle saw it, his wealth of subject
knowledge. In addition, hiead also decided he only wanted a part time jolaudssse he
realised the burden of a full time job would be tmmich to take on at his age.
However, he found this really difficult given mdsiaching posts are full rather than
part time.

Ben then managed to find part-time work in a highosl in a relatively affluent small
town, despite having earlier said he did not warteach in comprehensive school. He
then also was offered another part-time post iixth $orm college and he accepted
both posts and ‘jig-sawed’ them together. Howeven Belt the issue with part time
work was that ‘you get the sweepings’, by whichnheant getting classes and tasks
nobody else wanted and thus Ben felt he got the siadlenging pupils at the high
school. As a result, Ben left after the first tegoing back to the view that he ‘would
not teach young people againBen was left with a part-time job at the colleged
after his first year, his contract was extendeddadurther year. Ben was relatively
happy here but was going to go with the flow arelwhat the future would bring.
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Appendix D

Subjective v Economic, Social and Discursive Clag®sitioning'*

As discussed in this thesis, the social class iyeahd background of the eleven
novice teachers could be viewed in two ways. Is gtudy, all the novice teachers
were asked initially about their social class baokgd on the questionnaire used to
select the sample. Then, each novice teacher vkasl & discuss their answer in the
interview process. However, as explored throughsubjectivity is just one way to
explore a classed identity and some of the noweehers did not feel they belonged
to a social class. Therefore, the second way tw vhee social class of the novice
teachers in this study was to consider their diessed on their social, economic and
discursive relations as disclosed during the inésv\process.

Below, each of the novice teachers’ class is dysgalan a tabular format. Inevitably,
this is much simplified but their disclosures abtheir class can be cross-referenced
to their verbatim comments featured in Chapters lgod Five as well as in Appendix
C. These are displayed in two sections: A: ‘Wogk{dlass’ and B: ‘Middle Class’.
These section labels are those that result fromowmry positioning of them in class
terms based on their social, economic and discairslations. Each table includes
their own subjective thoughts on class and theoreashey offered to justify this
choice. These are displayed in the first columre $&cond column then outlines how
and why they were positioned as being either middle/orking class based on their
disclosures.

A: ‘Working Class’ Novice Teachers

Kelly
Subjective Class Reason for positioning as working
class based on economic, social
and discursive disclosures
Working class
Agreed with subjective class
Based on: positioning for the reasons Kelly
» Parental occupations outlined
*  Where lived when growing up
e Own education
» Heritage and value system

1 Adapted from Skeggs (1997: 165) discussion ofithg she positioned the women in her study as
‘working class’ based on economic, social and disige relations not their subjectivity.
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Joe

Subjective Class

Reason for positioning as working
class based on economic, social
and discursive disclosures

Working class

Based on:

Parental occupations

Where lived when growing up
Own education

Heritage and value system

Agreed with subjective class
positioning for the reasons Joe
outlined

Clare

Subjective Class

Reason for positioning as working
class based on economic, social
and discursive disclosures

Did not feel belonged to social

class

Based on:

Rejection of class labels as
negative, stereotyping
Complexity of where lived v
own education

Based on:

* Where lived and grew up
e Own education

» Parental occupations

Ben

Subjective Class

Reason for positioning as working
class based on economic, social
and discursive disclosures

Working class (background)

Though recognised tension with hg

would now be perceived

Based on:

Parental occupations

Where lived when growing up
Own schooling (but complicate
base don level and extent of
education)

Agreed with subjective class

w positioning for the reasons Ben
outlined. Also recognised Ben's
discussion of complexity resulting
out of his feeling that he would no
be seen as middle class but his
background was working class,

j though his view he might now wel
be seen as and regard himself &

middle class

224



Katie

Subjective Class

Reason for positioning as working
class based on economic, social
and discursive disclosures

Working class

Based on:

e Parental occupation

* Where lived when growing up

« Did not feel fitted what is classe€
as middle class

Agreed with subjective class
positioning for the reasons Katie
outlined

d

B: ‘Middle Class’ Novice Teachers

Lucy
Subjective Class Reason for positioning as middle
class based on economic, social
and discursive disclosures
Middle Class
Based on: Agreed with subjective class

e Parental occupations/education
*  Where lived when growing up
e Own education

* Cultural activities/interests

positioning for the reasons Lucy
outlined

Simon

Subjective Class

Reason for positioning as middle
class based on economic, social
and discursive disclosures

Did not feel belonged to social
class

Based on:

» Lack of affiliation to being
‘middle class’ (though
recognised others would see hi
as middle class)

Based on:

» Parental/family occupations
* Own schooling

Cultural interests and aspiratior]
for career etc. etc.

m

S
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Matt

Subjective Class

Reason for positioning as middle
class based on economic, social
and discursive disclosures

Did not feel belonged to social
class
Based on:
» Complexity of parental class
background
* Not wanting to be labeled

* Own schooling

Based on:

» Parental/family occupations and

education

*  Where grew up

Sarah
Subjective Class Reason for positioning as middle
class based on economic, social
and discursive disclosures
Middle Class
Based on: Agreed with subjective class

* Parental education

*  Where lived when growing up
e Own education

* Access to resources/activities

positioning for the reasons Saral
outlined

Jen
Subjective Class Reason for positioning as middle
class based on economic, social
and discursive disclosures
Middle Class
Based on: Agreed with subjective class

e Parental occupations

*  Where lived when growing up
¢ Own education

e Cultural activities/interests

positioning for the reasons Jen
outlined
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Daniel

Subjective Class

Reason for positioning as middle
class based on economic, social

and discursive disclosures

Based on:

Did not feel belonged to social
class

Complexity of where lived wher
growing up (described as old
working class area) v parental
occupations/education
Complexity around cultural
activities ranging from what he
saw as ‘working class’ interests
like football to ‘middle class’
activities like theatre

Based on:

Parental occupations and
education

Own schooling

Cultural interests and aspiratior]
for career etc. etc.

S
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