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“The most difficult thing in life is to know yourself.”
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Abstract of Dissertation
Exploration of the Lived Experiences of Men Who Teach in
Elementary Special Education Programs: A Path Less Taken

Research on male participation in education conducted by the National Education
Association (NEA, 2003) states that the percentage of male teachers in @ndary
secondary-level education ranks at a 40-year low. In 2003, the NEA identified that 24.9%
of the nation’s three million teachers in K-12 are men; by 2008, this number had dropped
to 24.5% (NEA, 2008). Furthermore, the percentage of male teachers in elementary
schools has decreased steadily from 18% in 1981 to 9% at present. In addition, the
President’s Commission on Excellence in Special Education (PCESE, 2002 )Isshte
there is a shortage of adequately qualified personnel to provide special educait®s se
to children with disabilities. Thus, the purpose of this study is to explore how men
experience their identity as elementary school special education teathisr
exploration will be done through investigating how men describe: (1) the fHtabrs
influenced them to become elementary special education teachers, (2) havethe
their role as special education teachers and their professional expeneelegsentary
schools, (3) what it means to be “male” in the context of elementary edyeat(¥)
the influences that enable them to persist in their role as elementary sdacetion
teachers. Although a number of unique dynamics and distinctions influenced the
participants’ decisions to become elementary level special educatibergaour
themes surfaced as a result of the research process: (1) a desire to thpiwes of
children with special needs, (2) a desire to improve the social milieu of eleynenta

schools for special education, (3) the importance of entering the field withng snse
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of self-confidence in one’s maleness to be an effective elementary smhatakion

teacher, and (4) the importance of growth and advancement in one’s career.
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CHAPTER ONE

Introduction

The President’s Commission on Excellence in Special Education (PCESE, 2002)
stated that there is a shortage of adequately qualified personnel to provide special
education services to children with disabilities. PCESE noted that the U.S. Dapasfm
Education-funded Study of Personnel Needs in Special Education (SPeNSE) found that
the nation’s excess of 12,000 openings for special education teachers wenendiited
or filled by substitute teachers in 1999-2000. Furthermore, 98% of school districts
reported special education teacher shortages. Moreover, PCESE added tlzatitlyeoc
qualified special education teachers will be met by the U.S. Department dtibduc
estimates that the nation will need more than 200,000 new special educators during the
five years following its study. However, at the present time colleges and sitiegehave
the capability to train only about half that number. PCESE also commented it des
the growing diversity of children, they project that teachers will coatinlbe
predominantly white, middle class, female, and monolingual.

The U.S. Department of Education’s’28nnual Report to Congress on the
Implementation of the Individuals with Disabilities Education Act, 2007, examined the
number of children ages six through 21 served under IDEA Part B. It found that in 2005,
a total of 6,109,569 students, ages 6 through 21, received special education and related
services. The report noted that this number represented 9.1 percent of the Uab. gener
population ages 6 through 21. The report further described that from 1996 to 2004, both
the number of students ages 6 through 21 served under Part B@E#&hand those of

1



the general population ages 6 through 21 have experienced an overall increase in
population. This was an increase of almost 900,000 students, from 5.2 million students in
1996 to 6.1 million in 2004. Yet there was a slight decrease in 2005. Furthermore, the
report described that children in elementary schools, typically ages sixhhtdugerved
under Part B of thiDEA, found that speech and language impairments was the most
common disability category, while specific learning disabilities Vightty less

prevalent. Additionally, the report found that at the time of this study, there were 417,891
special education teachers serving these 6.1 million school-age students.eOf thes
teachers, 376,478 were fully certified to be providing such services.

Research on male participation in education conducted by the National Education
Association (NEA, 2003) states that the percentage of male teachers in @ndary
secondary-level education ranks at a 40-year low. In 2003, the NEA found that 24.9% of
the nation’s three million teachers in K-12 are men. This trend has remaiaey sitece
that year; in 2008, the NEA affirmed that 24.5% of the United States’ threemilli
teachers continue to be men (NEA, 2008). Furthermore, the percentage of mals teache

in elementary schools has decreased steadily from 18% in 1981 to 9% at present.

Statement of the Problem
Male teachers have become a scarce commodity within Americaismary
schools. As previously noted, research conducted by the NEA found that the percentage
of male teachers in primary and secondary-level education ranks at a 40»y€Ene

unique role of schools in structuring a child’s identity makes them an appeoguigect



for examining broader questions of social relations. Boys spend much of theinlives
school. As Tolson (1977) noted, their time within these social milieus play a sighifica
role regarding identity formation. While there is public acknowledgement #fiiack

of male elementary school teachers, little is known about why so few menhesrele
and few studies exist that document their voice and personal experiences. Quhseque
there is little literature that addresses why some men freelytelparsue a career in
elementary education, and even less related to the smaller subset of men whieamt t
special education within the elementary milieu.

Researchers are examining aspects that influence the presende t#acthers,
including representations of what it means to be ‘male’ in the context of edudédton.
there is limited empirical research regarding male educators etodsféhat influence
their choice to teach. Such research may serve to advance the discussion of how to
include more male teachers in special education at the elementary schiodlHase
there is a need for more research on the manner in which men experience thgiradenti
the male minority in a female dominated profession, and in particular, in the context of
elementary special education. Therefore, the purpose of this study is to dxploneen

experience their identity as elementary school special education teachers

Purpose of the Study
The purpose of this study is to explore how men experience their identity as
elementary school special education teachers. This exploration included algatioest

of how men describe: (1) the factors that influenced them to become elemeataay sp



education teachers, (2) how they view their role as special education teauhénsir
professional experiences in elementary schools, (3) what it means to leé ifmthke
context of elementary education, and (4) the influences that enable themgbipeneir
role as elementary special education teachers. It is hoped that byexpamd giving
voice to the experiences of men who teach elementary special education,iithereaw
meaningful contribution to understanding why there is a lack of participation amemg
in teaching at public elementary schools.

It is anticipated that this research will result in several themes theaypdre
essence of the lived experiences of men who teach elementary speciabadiida
hoped that the data attained in this study will be viewed as a positive contributien to

currently limited research base on men who teach special education.

Research Questions
The essential question that this study explores asks: how do men experignce thei
identity as elementary school special education teachers? Sub-questidiesagited to
support the exploration of the aforementioned essential question. The sub-questions are

as follows:

e Question 1What influences a man’s choice to become an elementary special
education teacher?
e Question 2How do men describe their role as special education teachers and

their professional experiences within the elementary school setting?



e Question 3How do men represent what it means to be ‘male’ in the context of
elementary education?
e Question 4What influences enable men to persist in their roles as special

education teachers within the elementary school setting?

Significance of the Study

This study explored the particular factors that have influenced males in their
choice of a career in elementary special education and the manner in which they
experience their identity within this career. A systematic exploratouyiry into the
experiences and choices of practicing male teachers can inforts éffancrease the
participation of males in elementary special education. If men whouarently engaged
in the profession are willing to share their invaluable experiences, then perhaps
characteristics and qualities of active male elementary specialtieduiesachers may be
represented, as well as environmental and other factors that influengeattieipation.
By so doing, there is an opportunity to support suggestions that more men teach by better
understanding why some do. Consequently, this qualitative study examines miale spec
education teachers’ perceptions of their experiences teaching at the algrsehbol
level while exploring their perceptions of their identity within such settings.

Common trends were identified in these accounts and have resulted in suggestions
for future actions that may aptly address men’s role in elementaciaspducation.
Additionally, this study has the potential to inform colleges and universitiesyas the

develop recruitment processes. Teacher preparation curricula could also teel tpda



address the unique conditions for men as well as women. This study may also inform
school administrators who wish to hire and retain more male teachers within thei
schools. Furthermore, male elementary teachers who read this studyemi#y igith

the participants’ experiences, and find a sense of unity within their sorabers as this

study attempts to reflect their voice.

Theoretical Framework
The nature of this study is grounded in theory related to the social forces that
shape an individual’'s identity. Therefore, this study was framed through the e@icept
lens of the social relations perspective which was formed out of the feministn@aotve
Andrew Tolson (1977), a profeminist authority in the social relations perspectdie, a
whose theory serves as the genesis of this study, describes the roots of thisyieit of
My starting point is perhaps the most basic of all feminist propositions: the
distinction between biology and culture. When we talk about ‘masculinity,” or
when we respond to the masculine ‘social presence,” we draw upon certain
specific forms of social knowledge. This is to say, although certain asgects
sexual behavior are obviously functions of biological sex (including genetic
aptitude and physical development), by far the major part of sexuality usatult
(encompassing personality, social behavior; and involving symbolic meanings
transmitted in linguistic communication) (pp. 11-12).
Tolson describes how the foundation of male identity development begins during
childhood. The family serves as the initial cultural and emotional influence on male
children. However, other major social structures in a child’s life play a signtfpart in

the formation of male identity. One such social structure is school, where thetimmce

of masculinity takes root.



Masculinity, Tolson (1977) argues, cannot be simply thought of as the opposite
of femininity. Rather, he argues that there are a variety of types oémgeledtity and
that masculinity is expressed differently among various cultures. Fompdxalolson
describes how Western, industrialized societies define masculinity based®n one
career or occupation. These societies, such as the United States, are bound to a
hierarchical ladder of achievement and men are doomed to pursue personal mrewards i
the image of having ‘made it." Thus, men’s pursuit of climbing the hierarclaiddél
for professional advancement may result in personal, unintended consequences. Tolson
stated, “At home, with their insistence on status, they are preventedrijoying
certain kinds of domestic labour (‘housework’) and childcare. Social prestige &gcom

a psychological barrier, limiting their potentiality for personal relatigps (p. 13).

Connell (2008) argued that examining institutions is a fundamental step in the
general understanding of men and hegemonic masculinities as well as women and
femininities. Connell (2008, p. 77) defines hegemonic masculinity as “the
configuration of gender practice which embodies the currently acceptedranshe
problem of the legitimacy of patriarchy, which guarantees (or is takgmai@ntee) the
dominant position of men and the subordination of women.” This position aligns with
Tolson’s assertion that male identity formation begins in childhood and is peggketuat
in major social structures such as the school (1997). Thus, the influence of the
traditional social relations forces are still primarily at workhi public schools. The
unique role of schools in structuring a child’s identity makes them an appeopriat

subject for examining broader questions of social relations. Boys spend much of thei



lives in school. As Tolson (1977) noted, their time within these social milieus play a

significant role regarding identity formation.

Gorski (1998) described a social relations perspective on male identity. He
stated that it is grounded in the suggestion that identity forms from the posjtani
men within a variety of social institutions. He stated that the socialae$aperspective
was influenced by the feminist movement to address how cultural institutions ésuch a
family, school, work, peer groups) and cultural identifiers (such as race, dadgrg
and sexual orientation) shape the growth of individuals’ identities. Gorski aftaies
men are aggressive, oppressive, unemotional, and competitive, it is becauge of thei
learned behavior within social structures.

Since this study explored the phenomenon of male special education teachers
perceptions of their experiences of teaching at the elementary schoolhesvkdns
was found to be an excellent match. This perspective allowed the study to focus on
male identity, and because it suggests that identity forms in relation to aowne
positioned within various social structures, it will also provide an ideal pergpecti

the social structure of U.S. elementary schools.

Methodology Overview
This study explored how men experience their identity as elementaryl schoo
special education teachers. Specifically, the study investigated how swibde(1) the
factors that influenced them to become elementary special educatioarsed2hhow

they view their role as special education teachers and their professipeaiences in

8



elementary schools, (3) what it means to be “male” in the context of elementary
education, and (4) the influences that enable them to persist in their ridenastary
special education teachers. The theoretical perspective that shaped this stecdpcial
relations perspective (Tolson, 1977). As Gorski (1998) described, the sociahselatio
perspective on male identity is grounded in the notion that identity formkatioreto
the positioning of men within a variety of social institutions. Thus, to aptly rileste
perspective to the purpose of this study, qualitative methodology was employed, wi
phenomenology as the research paradigm. The study took the form of case whidres
included a combination of two individual interviews for each participant and one focus
group interview.
Qualitative methods were employed in this study. Creswell (2007) defines
gualitative research as research that:
Begins with assumptions, a worldview, the possible use of a theoretical lens, and
the study of research problems inquiring into the meaning individuals or groups
ascribe to a social or human problem. To study this problem, qualitative
researchers use an emerging qualitative approach to inquiry, the collection of data
in a natural setting sensitive to the people and places under study, and data
analysis that is inductive and establishes patterns or themes (p. 37).
A phenomenological paradigm was chosen to meet the goals of the study arahresear
guestions. The phenomenological approach was most appropriate for addressing the
study’s purpose and questions because it is grounded in using participant-genegted text

or interview transcripts, to gain a deeper understanding of the essence pétbeiral

experiences. In an effort to collect the richest possible data, Dolbearetarich&n’s in-



depth phenomenological three-interview series was selected as theypasearch tool
for the study (Seidman, 2006).

A case study design was deemed most appropriate for this study because it
allowed for a holistic portrayal of the participants’ experiences. Runttre, case studies
supported the organization of an array of information about the participants and then
allowed an in-depth analysis of the cases by seeking patterns and théhneedata. The
case studies were selected from within a single school district in thAthartic U.S.
states.

In an effort to concentrate the research within a single school districtuthe s
took place in a large urban school district in the mid-Atlantic states. $treetdwas
selected to participate in the study due to its size. Currently, it is testachool district
in its state and is one of the largest districts in the United States. Fustkenof its 197
schools, 137 are elementary (preschool through grade six) with an additional niak spec
education centers and 48 alternative programs and learning centers. Tinengema
schools consist of middle, secondary, high, and alternative high schools, which will not
be considered for this study.

Participants were selected based on their ability to contribute a better
understanding of the phenomenon under study. Thus, a total of three elementary-level
male special education teachers, working across a large urban schoadlidistie mid-
Atlantic states were identified as potential participants. These raenselected to
participate in the study based on how well they met the selection critegd,dislow.

Additional men would have been invited to join in the event that a participant dropped

10



out of the study. However, the three original participants were willing andablegage
in the research in its entirety and replacements were not needed. Additibredly,
determined that instead of interviewing a larger number of participardepih
interviews with three subjects would yield a deeper and richer levetafldeerviews
with a larger number of participants may produce greater breadth of infonnbaii it is
likely that those interviews would lack the level of depth desired for this stydy. B
drawing on a smaller number of participants, it was anticipated that tlaeatesecould
take a more concentrated approach towards the interview process. This resalteocre
thorough and accurate representation of each of the participant’s experiences.

The selected method that supported the data collection for the phenomenological
case studies was a modified version of Dolbeare and Schuman’s in-depth thxeewnte
series (Seidman, 2006). While the study followed Dolbeare and Schuman’s starsur
procedures for conducting each interview, the third and final interview occurrecLis f
group form (Seidman, 2006). The focus group was chosen as the final interview because
it provided a forum in which issues were uncovered that would not otherwise come up in
individual interviews. The focus group also helped to identify common themes adiros
of the cases. The interviews and focus group are discussed in detail in divagteft

visual representation of the study’s logic model may be found under Appendix A.

Data Analysis
Sargent (2001) notes that in his own research, “analyzing the interview was an

ongoing process” (p. 173). Thus, in an effort to address the overarching reseaticm ques

11



of how men experience their identity as elementary school special edueaiibers, it
was decided that thick, rich descriptions of their experiences would yieldabokata.
Thus, participants’ descriptions were recorded and transcribed to presehtfiastua
person accounts of male teachers’ perceptions of their experiences of tedemagtary
level special education. Transcripts were used for interpreting the data.

Creswell (2007) recommended that data analysis begin with the process of
researcher introspection. This practice allows the researcher tdbddssror her
experiences in the phenomenon under study. The purpose of this act is for the nesearche
to make an effort to put their personal experiences aside, to the extent possible, in orde
to direct the focus to the participants in the study. Having spent a numbersagear
elementary school special education teacher himself, the researchet tocleeeliligent
about minimizing the amount of bias that he introduced to the study. Thus, it was
necessary that the researcher must make any potential biases thatiheadage to the
study as transparent as possible. This is done through the use of a subjecewitgretat

which is presented in its entirety in Chapter Three.

Delimitations and Limitations
This study was delimited by restricting the variables of location and pmpula
In an effort to concentrate the research within a single school districtuthetsok place
in a large urban school district in the mid-Atlantic states. This distastselected to
participate in the study due to its size. Currently, this district is tgedam its state and

is one of the largest districts in the United States. Furthermore, of itsi®31scl37 are
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elementary (preschool through grade six) with an additional nine specialieducat
centers and 48 alternative programs and learning centers. The rensaimiiods consist
of middle, secondary, high, and alternative high schools, and will not be considered for
this study. Additionally, the subjects of this study consisted entirely adswaho teach
special education at the elementary school level. They also had a minimumyafdirse
teaching experience. There were no delimitations placed on the age, raséficatoon
of the participants.

Although an in-depth study of three participants was conducted, a number of
limitations must be noted. First, state-to-state and county-to-county osorsawould
not be valid due to the nature of the study. Second, this research is intended to represent
the lived experiences of a group of three men in a particular county and btite.
experiences are particular to them and cannot be generalized to other men in other
geographical areas. Third, the participants consist only of men, thus theieegpsr
cannot be generalized to women performing the same work. Fourth, the studisesifoc
on special education teachers at the elementary level. Great caution woulddskinee
making generalizations to both teachers of regular education and teachieles thets

grades of elementary school.

Ethical Considerations
Studies involving the inclusion of human subjects require numerous ethical
considerations. The Pan American Health Organization (PAHO) of the WorlchHealt

Organization (WHO) provides a series of ethical guidelines for researalving human
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subjects. Therefore, the following guidelines were employed to ensure thetimmbf

the human subjects involved in the study. These guidelines include: provide the subject
adequate knowledge of the appropriate facts and the consequences of participhéng i
study; the anticipated duration of the subject’s participation; the anticipatedits that

may result as an outcome of the research; all potential risks or discomfbes to t
participant; all records will be kept confidential; all research will oetumo cost to the
subject; the participants are free to withdraw from the study at anydiytean a signed

form as proof of individual informed consent. There was no risk or potential harm
involved in this study. Nonetheless, extreme care was put into ensuring that each
participant in this study be treated with the utmost consideration reganeseyethical

guidelines.

Definitions
The following list provides definitions for frequently used terms throughout this

study. These terms include:

e Femininity:Western culture has labeled feminine traits that are stereotypical of
women as passive, helpful, and expressive (Terman and Miles, 1936).

e |dentity: Cultural institutions, such as family, school, work, peer groups, and
cultural identifiers, such as race, class, gender, and sexual orientationth&hape

growth of individuals’ identities (Gorski, 1998).
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Hegemonic masculinityfhe configuration of gender practice which embodies the
currently accepted answer to the problem of the legitimacy of patriarchgh whi
guarantees (or is taken to guarantee) the dominant position of men and the
subordination of women (Connell, 2008, p. 77).

Institutiont When used in the social sciences, institution means much the same as
“organization” (Connell, 2008)

Masculinity: Western culture has labeled masculine traits that are stereotypical of
men as aggressive, competitive, and instrumentally oriented (Terman asd Mile
1936).

Phenomenology:Phenomenology is the study of the lifeworld—the world as we
immediately experience it pre-reflexively rather than as we comakg,

categorize, or reflect on it” (Van Manen, 1990, p. 9).

Special education: Special education teachers work with children and youths
who have a variety of disabilities...Most special education teachers instruct
students at the elementary, middle, and secondary school level, although some
work with infants and toddlers” (Bureau of Labor Statistics, 2009).

Qualitative research?Qualitative research begins with assumptions, a

worldview, the possible use of a theoretical lens, and the study of research
problems inquiring into the meaning individuals or groups ascribe to a social or
human problem. To study this problem, qualitative researchers use an emerging

gualitative approach to inquiry, the collection of data in a natural setting gensiti
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to the people and places under study, and data analysis that is inductive and

establishes patterns or themes” (Creswell, 2007, p. 37).

The above list is not an exhaustive inventory of terminology used in this study. It is
intended to familiarize the reader with frequently used terms and to a#niys that

might have multiple meanings.

Summary

Chapter One presented the relevant background of this study as well as its
problem and purpose. The purpose of this study is to explore how men experience their
identity as elementary school special education teachers. This explorai@omducted
by investigating how men describe: (1) the factors that influenced themdméec
elementary special education teachers, (2) how they view their repeeaisl education
teachers and their professional experiences in elementary schools, (I)méans to be
“male” in the context of elementary education, and (4) the influences that emainléct
persist in their role as elementary special education teachers. Repaastions were
posed, the significance of the study described, and the conceptual framewotkdésat g
the study and the methodology introduced. Delimitations and limitations werategkse
with a brief statement of the researcher’s subjectivity, followeddwsaription of ethical
considerations and definitions for frequently used terms.

Chapter Two documents the literature that relates to male teackises at

elementary school level. Due to the broad nature of the topic of men in education,
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attempts were made to discover literature and research groundechémilgy school.
Further attempts were made to find literature on male teachers areénspecial
education in particular. This chapter makes an effort to account for théulieetiaat is
most relevant to this study.

Chapter Three presents the design of this qualitative phenomenologicaethiesea
It provides details as they pertain to the participants, setting, and tools used. The
discussion then moves to the data collection process, organization and management of
data, and data analysis. The chapter concludes with a discussion of the trustvgoothines
the study and the researcher’s subjectivity. Chapter Four presentsulkeatthe study.
The results are analyzed in relation to the research questions. This chagetspiiee
lived experiences of men who teach elementary special education. Chepterckses
on the conclusions, discussion of the study, limitations, and implications for praxtice a

future research on the topic of male elementary special education geacher
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CHAPTER TWO

Literature Review

Research on male participation in education conducted by the National Education
Association (NEA, 2003) states that the percentage of male teachers in @ndary
secondary-level education ranks at a 40-year low. In 2003, the NEA identified that 24.9
% of the nation’s three million teachers in K-12 are men. This trend has rema&aey st
since that year and in 2008, the NEA affirmed that 24.5% of the United States’ three
million teachers are men (NEA, 2008). Furthermore, the percentage of adier®in
elementary schools has decreased steadily from 18% in 1981 to 9% at presenthResea
related to school climate and teacher quality emphasizes the cote#hat men play as
educators in creating effective and positive learning environments. Thus gitaulié
review will explore the current state of knowledge related to the factdradbaunt for
this change.

According to the United Nations Economic Commission for Europe (UNECE,
2007), numerous countries display patterns in which most teachers at the primary school
level are female while men often hold administrative positions. UNECE cosi$ir
structural equality within the teaching profession is both an issue of equal oppestunit
and sex-based occupational segregation within the labor market. The 1998 United
Nations Educational, Scientific and Cultural Organization (UNESCQO) World Edaocat
Report indicated that teachers’ salaries would be higher if teachingaweaée

profession.
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The Education Commission of the States (ECS, 2007) asserts that regardless of
gender, special education teachers are in high demand and short supply. ECS found that
in 2000, the American Association for Employment in Education reported on nine fields
of special education teaching. Eight of these fields were listed withitiyable”
shortages. The ECS also states that while many states have passatiblegdtiressing
the issue of teacher shortages, some states have addressed the needlfedspaiiom
teachers specifically through policies that focus on recruiting andiregdeachers for
all understaffed subject areas. Several strategies that have been imgtelnestates
include salary bonuses, re-employing retired teachers, relaxindicgediification
requirements, loan forgiveness, tuition assistance programs, and incentives for
paraeducators to pursue teacher certification.

The unique role of schools in structuring a child’s identity makes them an
appropriate subject for an examination into broader questions of social relatioss. Boy
spend much of their lives in school. As Tolson (1977) noted, their time within these
social milieus play a significant role in whom they become later in life anchémaer in

which their identity is formed.

Systematic Literature Search
This literature review on the topic of male experiences in teachinakpec
education in elementary schools has proven a challenging endeavor. Theearit af
research on the topic of male special education teachers. Howeverhaesetre

broader context of male teachers is more readily available. It is apgatather
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regions of the world, such as England, Australia, and New Zealand, have taken
progressive steps towards exploring the general subject matter of men in education

The majority of available data are qualitative in nature. Furthermore,ighidtke
research on the topic of men who teach special education in an elementaryssttivapl
The broader topic of men in education offers a greater wealth of literatuch, shwhich
offers valuable and insightful data. There is a broader and deeper scoperchresea
relating to this topic in Europe, Australia and New Zealand, than in the United.State

In order to ensure that only the most appropriate literature was included in this
review, the selection criteria included appropriateness, authority, and egpioblidate
of 2000 or later, though salient literature prior to 2000 was included. It is worth noting
that much of the reviewed research is current and was conducted in 2005 or later. The
literature in this review takes the form of research reports, artimbegs, internet
resources, and other sources of relevant information.

The literature searches were conducted from education, psychology, and
sociology databases. The search engines within the databases iddadecic Search
Premier, Dissertations & Theses Online, ProQué&sender Studies]STORandProject
Muse The author selected literature related to the themes of men, educatiacal, speci
education, elementary school, teaching, masculinity, and identity.

The search engines within the education database yielded the gresilst r
Example keywords used in each search engine included: “male teacher,” “male,”
“lack of male teachers,” “teacher,” “identity,” “elementaryrhasculinity,” “gender,”

and “special education.” These keywords and phrases were entered intocheesgare
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both singularly and through a variety of combinations. The searches which sought
specific information on men and special education did not yield relevant eséadces.
Based on the outcome of the search for applicable literature, it is evidethietteats a
very limited amount of literature on the specific topic of men teachingadpezhication.
Therefore, the remainder of this chapter will address the context for tlyeasttich
review of the research of men in education. However, to properly addressrdasatas
imperative to first describe the profeminist social relations perspebaveérves as the

theoretical framework for this study.

Theoretical Framework

This study is grounded in theories regarding the social forces that shape an
individual’'s identity; in particular, through the theoretical lens of théasoelations
perspectives of Tolson (1977) which were formed out of the feminist movement. The
social relations perspective places into context what it means to be rttedecontext

of elementary special education.

Historical Context

Hooks (2000) defines the women’s movement, otherwise known as feminism,
as “a movement to end sexism, sexist exploitation, and oppression” (p. 1). Women of
the nineteenth century began to express the feminist view that they arsicatly
equal to men and merit equal rights and opportunities (Hooks, 2000). The feminist

movement became rooted in the United States in the late 1960s and eventually
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stretched worldwide. During the civil rights period of the 1960s, the National
Organization for Women (NOW) was formed and in 1966, Betty Friedman described

NOW'’s purpose to the American public:

We, men and women who hereby constitute ourselves as the National
Organization for Women, believe that the time has come for a new movement
toward true equality for all women in America, and toward a fully equal
partnership of the sexes, as part of the world-wide revolution of human rights
now taking place within and beyond our national borders.

Although the above excerpt is only a small portion of NOW'’s original statement of
purpose, it set the stage for developing profeminist theories. One such theory is
Andrew Tolson’s (1977) social relations perspective which serves as thmeakem

influence of this study.

Theoretical Framework

Men who became sympathetic to the feminist movement took the brand of
profeminist. Profeminist men, such as Tolson, chose this title over feminist decaus
they recognized that women held unique personal experiences which made them
feminists. Tolson rejected the assertions that traditional masculimgiega@unded in
biology and that they are essential for social stability. Rather, profgmangued that
masculinities are created and perpetuated through the male social gdwainizh
correspondingly oppresses women (Clatterbaugh, 1990). Claterbaugh (199Gprefers

Sawyer, who stated: “Neither men nor women need be limited by sex-rolatyhese
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that define ‘appropriate’ behavior. The present models for men and women fail to

furnish adequate opportunities for human development” (p. 41). This statement reflects

the profeminist perspective which is evident in Tolson’s social relations pgvgpec
Andrew Tolson (1977, pp. 11-12), an authority in the social relations perspective

and whose theory serves as the genesis of this study, describes the roots of this point of

view:
My starting point is perhaps the most basic of all feminist propositions: the
distinction between biology and culture. When we talk about ‘masculinity,” or
when we respond to the masculine ‘social presence,” we draw upon certain
specific forms of social knowledge. This is to say, although certain asgects
sexual behavior are obviously functions of biological sex (including genetic
aptitude and physical development), by far the major part of sexualitytusatul
(encompassing personality, social behavior; and involving symbolic meanings
transmitted in linguistic communication).

Tolson describes how the foundation of male identity development begins during

childhood. The family serves as the initial cultural and emotional influence on male

children. However, other major social structures in a child’s life play a signtfpart in

the formation of male identity. One such social structure is school. Upon reviging

social relations perspective, it was determined to be the most appropriafgphcabie

lens for this study.

Masculinity, Tolson (1977) argues, cannot be simply thought of as the opposite
of femininity. Rather, he argues that there are a variety of types oémgeledtity and
masculinity is expressed differently among various cultures. Formgaiiolson
describes how Western, industrialized societies define masculinity based®n one

career or occupation. These societies, such as the United States, are bound to a
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hierarchical ladder of achievement and men are doomed to pursue personal rewards i
the image of having ‘made it.” Thus, men’s pursuance of climbing the hierdrchica
ladder for professional advancement may result in personal, unintended consequences.
Tolson states, “At home, with their insistence on status, they are prevented from
enjoying certain kinds of domestic labour (‘housework’) and childcare. Socstigere
becomes a psychological barrier, limiting their potentiality for persofalaeships”

(p- 13). Sheila Rowbotham describes such barriers that limit men’s potentiality

“Men...are ashamed of their own sensitivity to suffering and love because they
have been taught to regard these as feminine. They are afraid of becoming
feminine because this means that other men will despise them, we will despise
them and they will despise themselves. Men are as afraid of being regedted
despised as we are. They have only a defensive solidarity...\We are moving
towards a new world together but development is an uneven and painful
process. We must be honest and help one another until they find a new way to
express and organize themselves towards us. The generalization of our
consciousness of our own subordination enables them to discover a new manner
of being a man” (p. 43). (Tolson, 1977, p. 19).

The new manner of being a man is in essence a discovery of possibilitiesfidautbe

Yet to discover such possibilities, profeminists would argue that it is negéssaen

to overturn their reliance on dominant masculinities, masculinities thaeDiatigh

(1990) describes as hegemonic masculinities. He further states that hegemonic
masculinities vary among cultures, but all share the commonality that thos@pdar a
to demonstrate them are most apt to be positioned in a status of power and prestige.
Clatterbaugh (1900) emphasized that typical traits include being aticlaigal,
heterosexual, white, and wealthy. If such dominant masculine traits azd tmlone’s

status of power and prestige, then examining the institutions which perpbtratest
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necessary. Connell (2008) argued that examining institutions is a fundamemial st

the general understanding of men and hegemonic masculinities as well as women and
femininities. This position aligns with Tolson’s assertion that male igeiotimation

begins in childhood and is perpetuated in major social structures such as school (1997).
Thus, the influence of the traditional social relations forces are stilaphnat work

within public schools. The unique role of schools in structuring a child’s identity makes
them an appropriate subject for an examination into broader questions of social

relations.

Gorski (1998) provides a social relations perspective on male identity. g stat
that this identity forms from a man’s positioning within a variety of soo&tltutions.
He notes that the social relations perspective was influenced by thestermbvement
to address how cultural institutions, such as family, school, work, peer groups, and
cultural identifiers, such as race, class, gender, and sexual orientationth&hgpmvth
of individuals’ identities. Gorski argued, if men are aggressive, oppressive,
unemotional, and competitive, it is because of their learned behavior within social
structures. Therefore, the absence of male teachers is thought to contribute to the

manner in which boys experience identity formation in their early years.

Although it has been over 30 years since Tolson developed his social relations
perspective, little has changed in regards to the social structure of thee&mmublic
school. Teachers are predominantly female and male teachers arty $oarce
Furthermore, men who enter the field of education are typically found teaching at

high school level or working in administrative positions (NEA, 2003). Thus, this
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literature review intends to explore how social forces interact with and steaps m
identities as they negotiate teaching in elementary school.

The social relations perspective was determined to be the most appropriate and
applicable lens for this study. Brademas (1987) writes: “In a country amafenore
apprehensive about the future, it is not surprising to find attention more and more focused
on the institutions that, through our young people, help shape it: schools, colleges, and
universities” (p. 62). Since this study will explore the phenomenon of male special
education teachers’ perceptions of their experiences of teaching at tleat@ignschool
level, this lens was found to be an excellent match. This perspective oultak study
to focus on male identity and because it suggests that identity forms from how men are
positioned within various social structures, it will also provide an ideal perspeative
social structure of U.S. elementary schools. A visual representation of tlges stud

theoretical framework is found below.
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Figure 1: Context for the Study

Gender Roles in American Public Education

Tyack (2001) states that “schools are the most familiar of all civi¢utistis” (p.
1). U.S. public schools are spread across America and are found in the cities, suburbs,
and towns that form this country. American public education is rich with history and the

countless individuals, both male and female, had much to contribute to its current form.
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Mantino (2008) explains that gender politics around elementary teaching as
women’s work and its emasculating associations for male teachers anubasay$ong
history. Tyack and Hansot (1982) described American public schools as grounded in a
past which was presided over by a group of men who led education in a hierarchical,
elitist, undemocratic, class-biased, racist, and sexist manner. Theojeavif) the
American Revolution, educational leaders expressed a common conviction thatoeducati
was essential to civil peace, prosperity, and individual morality. Such betigfs tee
Protestant-based common school philosophy which emerged in the northeast United
States.

In the early nineteenth century, agriculture dominated America’s economy and
education was a predominantly religious venture. From the War of 1812 through the Civil
War is frequently referred to as the “age of the common man.” The ageacafrtimon
man promoted education as a basic right and opportunity for all citizens (Kaéstg.

The common school ideal, led by Horace Mann, held the belief in equality which was
rooted in the conviction that schools could provide the ladder that citizens may use to
climb socially and economically (Pulliam and Van Patten, 2007).

In the 1830s, the American economy moved from its grounding in agriculture to
industry and a demand for educated boys soon followed. The call to improve public
schools was closely related to the need for a growing workforce of the iatinstti
society. Following the expansion of American public schools was a new found belief i
equal educational opportunity. Kaestle (2001) noted that school reformers of this time

disparaged charity schools, which were created to serve the poor, becausedtexy isol
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them in the process of educating them. Some groups, such as the New York Working
Men’s Advocate, suggested that public schools should provide boarding to all students in
an effort to reduce feelings of inferiority among children of poor familibs.belief in

equal educational opportunity emphasized class-based equality with less emmphasis
gender-based equality between boys and girls (Pulliam et al., 2007).

Men of this period comprised the majority of school instructors. However, the
tenure of most men who taught was short lived, since many intended to return to their
farms, or become lawyers and businessmen. Those who did remain in the field of
education tended to create administrative positions for themselves to maintain the
position within the school hierarchy. While the United States expanded in population and
territory, so too did the need for schools and teachers. Horace Mann deemed that hiring
women teachers would present the most practical resolution to the teackeggeshor
(Blount, 1998).

The early national period was a time in which leaders such as Horace Mann
encouraged women to teach in elementary schools (Pulliam et al., 2007). During this time
Catharine Beecher advocated for female teachers and viewed teachiwg@sn’s
moral calling. She stated that “God designed women to be the chief educators of our
race...It is woman who is fitted by disposition and habits and circumstances for such
duties” (Kaestle, 2001, p. 53). Martino (2008) described that the early nineteenth century
found teaching as an extension of the domestic duties that were deemed apphmpriat
women (Altenbaugh, 1992; Biklen, 1995; Heap & Prentice, 1991; Sugg, 1978). It was not

only viewed as culturally and socially appropriate to hire women teachers #lsca
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economically sensible to employ them as they were often paid signifitestlyhan
male teachers (Lortie, 1975).

Horace Mann and Henry Barnard believed that public schools had the power to
create a more united American society. Education was to be the chief insttament
assimilate citizens of all cultures and backgrounds into American life. Ascelddann
once stated: “I believe in the existence of a great, immutable principleuo&haiv, or
natural ethics—which provides the absolute right of every human being that comes into
the world to an education; and which, of course, proves the correlative duty of every
government to see that the means of that education are provided for all'n(Ratl ke,
2007, p. 131).

Horace Mann continued his efforts to achieve the right to an education for all. |
the period between the Civil War and World War | the modern American school system
expanded considerably. This growth was largely due to the increase in imomgrati
which led to population rising from 30 million in 1860 to over 100 million in 1920
(Pulliam et al., 2007).

The common elementary school was established prior to the Civil War; however,
it only became a reality for most Americans between 1865 and 1900. Prior to World War
I, the belief in the common school was extended to include secondary education. Thus,
the standard American high school became a major institution within the nation’s
educational system (Pulliam et al., 2007). As the American public school was expanding

S0 too was the need for a larger teaching force.
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Since World War I, many changes have occurred in the American public school
system. The civil rights movement, a growing Hispanic population, and edutationa
problems among children from a variety of economic, social, racial, and ethnic
backgrounds have received increased attention (Pulliam et al., 2007). During World War
Il, women were called upon to enter the workforce. “Rosie the Riveter” helped the
military build tanks, ships, and aircraft for the war. The wartime contributionswfen
proved that they were dependable, efficient, and capable. As a result of thelpgtaoh
in the war, women significantly increased their role in the workforce and egpres
approximately 48% of it today (Pulliam et al., 2007).

Martino describes Oram’s view of the post-WW2 era as a “deeplyidmil
ideology” which was replicated in the public school system with “the mameaseiad of
the family, supported by women teachers, who were supposed to be particuladysuit
the education of younger children” (Martino, 2008, p. 199). As a consequence, Martino
affirms that the patriarchal ideology enforced in schools tends to reflestrtivéure of
sex-differentiated roles that are related to the nuclear family.

The first half of the twentieth century saw great expansions of Amerudait p
schools. In 1958, for the first time, massive amounts of federal money, totaling over $100
million annually, were provided to support public education. These funds were made
available through President Eisenhower’s National Defense Act. At the begofrthe
century, virtually all children attended elementary school and by the middle of the

century, 80% of teens were enrolled in high school (Kaestle, 2001). Within a few more
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years, the 1960s became a time dominated by concerns over equal opportunity. Schools
were reorganized to create integrated settings during this time (Patliam2007).

Despite efforts to reorganize American public schools, women and girls cahtinue
to experience discrimination in their education. In 1970, less than 1% of all law and
medical degrees were awarded to women (Cuban, 2001). Leslie Wolfe stdted: “T
worldview that girls and boys learned from those early textbooks was one in wisch g
and boys didn’t do the same kinds of activities...Boys were strong, boys wegersnas
boys were active. Girls were sweet, girls were passive, girlhe@tgirls helped”

(Cuban, 2001, p. 161). By this time women increased their representation in the teacher
workforce to comprise the majority of educators in the United States. The rbke of t
American teacher had shifted from an institution once dominated by men to one
dominated by women (Cuban, 2001).

The majority of elementary teachers are now female (Acker, 1994). Men
comprise only a small fraction of the elementary teaching force (NEA, 2088jhe
need for more teachers is growing rapidly. According to Pulliam et al (2007)ntteslU
States Department of Education predicts that two million teachers witdxded within
the next decade. The attraction of men into the field is uncertain. Tolson (1977) argued
that in many cases, work is palatable for men only through the various typesaooiinea
compensations it can provide, ranging from physical effort, comradeship, and #ndsew
of promotion. It is frequently only a man’s identification of masculinity thap&dem at
work each day. History has demonstrated that men typically work in careeasetha

based in some level of hierarchal order. The goal of such work has been to climb the
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hierarchal ladder where one may exert masculine dominance over othassidthe
case for men in the workplace, can the milieu of an elementary school offer men such
masculine compensation? Or, can it act as an alternative hierarchecalidarian order

for men?

Review of Research on Men in Education
Due to the paucity of the literature related to men who teach elemep¢argls
education, the following review is organized by the subsequent themes: comgtruc
masculinity and femininity; gendered assumptions; gender differencexchirtg;
experiences of men in elementary education; and teachers in elementaryBae@ool

literature review will then be followed by a brief summary.

Constructing Masculinity and Femininity

All children have to come to terms with society’s image of what is masauide
what is feminine. Learning the social standards of masculinity and femiamity
attempting to live up to them is part of every child’s development. This progression is
evident in the United States. Western culture has stereotypically labetedsm
aggressive, competitive, and instrumentally oriented. Conversely, women have been
labeled as passive, helpful, and expressive. Such stereotypes assume that gende
differences are based on innate distinctions in traits, personalities, gretdements of

men and women (Connell, 1995; Sabbe and Aelterman, 2007; Terman and Miles, 1936).
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Masculinity and femininity are now viewed not as innate distinctions, but rather
based upon social conditions. Margaret Mead (1935) addressed temperament égferenc
in males and females. Her study concluded that the observed differences irateemer
among men and women were not based in biological differences. Instead, the @ifferenc
were a result of distinctions in socialization and the cultural expectatiaschbfsex.

Connell (1995) described the cultural expectation for men and masculinity. Henegpla
“Hegemonic masculinity can be defined as the configuration of genderceradtich
embodies the currently accepted answer to the problem of the legitimacyiaichat
which guarantees (or is taken to guarantee) the dominant position of men and the
subordination of women” (p. 77). Therefore, Connell’s definition asserted that
masculinity is practiced in an effort for men to construct relationships ofndmae over
women. This, as Tolson (1977) described, is learned in childhood.

Knudsen (2004) conducted a series of interviews grounded in gender paradoxes of
boy-girl gender differences. These contradictions should not be thought of as anreither
antithesis, but rather as “both-and.” Knudsen (2004) illustrated the gender pigr&a®x
following excerpt of an interview elementary age children:

“Are there differences between the behavior of girls and boys in theclass?

[Female interviewer, gender researcher.]

“Boys make a bit more noise, and they also talk a bit more, and they don’t do as

much work.” [Response from female pupil.]

“Girls aren’t as interested in sport, and they don’t dare as much as the boys. And

they don't get told off as much as the boys.” [Response from male pupil.] (p. 102)
Knudsen argued that gender dualism determines the positions that individuals talle up a
is placed in the hetero-normative model as either man or woman. This briet extra
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demonstrates how children view gender differences between boys and thds i
hetero-normative model.

Paechter’s (2006) research of literature pertaining to how masculemitiks
femininities are constructed in school further investigated how childremtieareate
and perform both masculinity and femininity. Her investigation focused on the
development of gender in the social systems to which children belong. Paechter (2006)
stated that a child’s body is particularly prominent in school because axgrebér of
their thoughts about gender are related to external bodily expressions slathiag,c
hairstyles, and physical style. In her study, Paechter (2006) refervédlker (1998),
Francis (1998), Reay (2001), Renold (2001), and Paechter (2003b), all of whom argue
that “while a variety of masculinities and femininities is possible, both mgtihool and
out, children who wish to construct themselves publicly as feminine boys or masculine
girls will be marginalized in peer communities of masculinity and feminpri&gtice” (p.
131). This phenomenon indicates that social expectations shape what children construct
as masculine or feminine.

Smith’s (2007) research on ethnographic data of interviews with teachers and
students from a large co-ed secondary school demonstrated how school outcomes are
negatively affected by boys’ dealings in peer-controlled hegemonic mascuie
argued that there is an invasive homophobia in school culture, in which some teachers
ironically act as cultural accomplices, who adopt compulsory heteroggxnal

appealing to alienated and troublesome young men.
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Smith (2007) argued that prevailing forms of hegemonic masculinity influence
boys’ attitudes towards schoolwork. Smith posited that there is a reschaiena¢int to
the normative principles of an era in which masculine subjectivity is defined ilctonf
“with the ‘real’ world of industrial manual labor, and its primary ‘symbol of hismo,’
and the wage packet” (p. 192). Schoolwork, Smith contended, is an intellectual pursuit
situated as feminine as opposed to manual labor and is something that girls do. Anyone
who expresses interest in study becomes an object of stigmatizing homophobic
maliciousness in adolescent culture.

Feeney and Freeman (1999) concluded that a teacher’s individual personality,
temperament and life experiences influence what he or she thinks, acts |stafarls
children and their families. Thus, male teachers who practice normativaysip!
masculinity will impact those around them. Additionally, male teachers fintlgjee=rve
as commanding forms of the very same dominant masculinity that boys staiggle t
achieve (Smith, 2007). Connell (2000) added that schools construct institutional
definitions of masculinity and students adopt these masculinities merehtdéryng the
school and living in its walls. Concurrently, Smith (2007) argued that callingdog m
male teachers to serve as role models for boys remains fruitless as lwaghers
continue to invest in normative masculinity and heterosexuality. He concludes, “If
schools are to genuinely embrace the notion of inclusive gender relations, theonrsducat
at the local level have a central role to play in progressively moving towatidal

reflection on the ramifications of their own institutional practices” (p. 193).dv¥ew
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Paechter (2006) argued that bodies—or in other words, gender—cannot be perceived or
conceived except through cultural norms and discernment.

Paechter (2006) further asserted that although children’s bodies aitlyinitia
neutral, school practices teach children that they are not only embodied, but embodied as
sexed individuals. For example, schools teach that boys and girls are expeires$t
differently. Consequently, Paechter suggested that children need to be aeate
embodied persons whose bodies are deeply connected not only to their identity, but also
their behavior and understanding of gender, race, and class. She argued that if
embodiment is understood as a fundamental part of identity, then the dualisms of
male/female, sex/gender, and mind/body may be undermined and will lead to “a more
effective conceptualization of what it is to be sexed, or gendered, and how this affec
how we construct and enact our identities” (p. 133). In other words, such dualisms
reinforce current gender stereotypes which in turn, reinforce the manwhich
children engage in and demonstrate their gendered identity. Paechter sutigeste
children ought to connect to their identity not through the influence of socially gedstr
gender stereotypes, but rather by freely expressing their own uninfluensedae
Perhaps if there were more male teachers in elementary schools who wiazdtycri
reflect on the institutional practices of gender relations, there might loaddorange of

gender norms within schools and consequently society at large.
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Foundations of Masculinity

American society is comprised of a multitude of social institutions. Connell
(2008) explained that the term “institution” when used in the social sciences lidyroug
identical to “organization.” He argued that elementary schools serveiagimss that
influence gender in organizational life. Sargent (2001) elaborated thattinsttcreate
and reproduce differences between men and women which can result in one group
receiving unwarranted advantage over others. He added that jobs are ofterddesigne
based on sex stereotypes which lead to a division of labor that reinforces orthodox
thinking of which jobs are suitable for women and men.

Public schools set a clear example of the social rules of gendered expsctdtio
of which begin in the elementary years. As Tolson (1977) noted, the foundations of
masculinity are formed in boyhood, as boys experience family, school, and peers. He
further noted the boy’s family provides basic emotional predisposition that they be
throughout life. This emotional predisposition is then extended in the education system
and informally in the cultures of peer groups.

Nearly all American citizens spend the majority of their early ygasshool. As
a result, boys and girls shape their identities within this milieu. Connell (20@@y that
discipline problems in schools most often involve boys, and school violence is primarily
performed by boys. Furthermore, it is boys who are slower to read, macedxpp out
of school, and more apt to be in programs for children with special needs. Perhaps thes

“traits” are biological characteristics of boys, or perhaps they représe expectations
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placed upon them by society. Alan Sandison (1967, p. 15) describes the ‘ten
commandments’ of the public schoolboy as noted by Tolson:

There is only one God; and the Captain of School is His Prophet.

My School is the best in the world.

Without big muscles, strong will, and proper collars there is no salvation.

I must wash much and in accordance with tradition.

| must speak the truth even to a master, if he believes everything | tell him.

I must play games with all my heart, with all my soul and with all my gthen

To work outside class hours is indecent.

Enthusiasm, except for games, is in bad taste.

I must look up to the older fellows and pour contempt on hewcomers.

I must show no emotion and not kiss my mother in public (1977, p. 35).

These ‘ten commandments’ illustrate the boys’ approval of the institusgsm of
school and its support of masculine character. Furthermore, it delineates the imanner
which masculinity was the paradigm for boys four decades ago. Some of the boys, w
learned such masculine ideals 40 years ago, have likely become fathersoWhbét
model do they serve for their own children?

For the most part, parents and educators would likely suggest that boys need more
male role models in school. However, Roulston and Mills (2000) stated that boys should
not be construed as victims in an effort to move towards more gender equality in schools,
rather the effort should be to explore the manner in which dominant masculiaitgyscre
gender order for already advantaged boys and men. They affirmed thadave
suggestions that boys are now in crisis as representing crude overstatgrttentains

made in girls’ schooling over the last 20 years or so” (p. 221). Yet other studies oppose

this notion and argue that more male teachers would be positive for elemehtarg.sc
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Carter’s (2008) qualitative study involved individual interviews with 10 male
elementary school teachers and supports the hypothesis that more men in gfementar
education would provide positive contributions to schools. His research captured the
experiences and opinions of male elementary school teachers from acroslssete
districts. In a semi-structured format, Carter asked his study’sipartts the following
qguestions (p. 40-41):

1. Why did you decide to become an elementary school teacher?

2. When did you first know you wanted to teach? When did you decide to
opt for the elementary level? Do you remember a specific incident that
made you consider this as a feasible possibility?

3. What life experiences influenced your choice for this career?

4. Did you come straight from school or try other career options first?

5. What family influences have affected your choice to be an elementary
teacher?

6. Describe the male that has had the greatest impact in your life.

7. What experiences have you had working with children prior to your
professional training and employment?

8. Did you have any male teachers when you were in elementary school?
What are some memorable experiences from those years?

9. Were you successful in school? Did you have a positive attitude toward
school?

10. What activities did you like best in school? How would you say you
learn best?

11. As people learned of your decision to teach at this level, how was the
news received? How were you treated at the time? What is your
perception of how you are treated currently?

12. Who supported you the most in this decision? Who did not support
you? What has been your experience with male peers and their attitudes
towards your career choice?

13. How supportive did you find your university training to be? Were you
able to establish a supportive network? Any male peer support?

14. What part of your personality does the elementary classroom bring out
the most?

Is this a part of your personality you have developed/refined over time or
has this always come naturally to you?

15. What did you anticipate about the job that has proven to be true? What
did you not anticipate?

16. Why not teach at the secondary level?
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17. What do you think could attract more men to the profession? In your

opinion, is there a need for more aggressive recruitment by universities

and public school administrations?

18. Do you think the status of teaching is an issue for male teachers?
The results of these interviews described and analyzed the various faatondltenced
these men to become elementary school teachers. The participants in higstadyttzat
men made essential contributions as behavioral and cultural counter-weights to a
distinctly female school environment. They also shared the desire to improwethef|
children.

These studies exemplify some of the pressures and expectations that ays fac
social milieus such as school. However, there was little discussion of boyty tabil
exercise free will and their opportunity to follow their own individual needs and gesire
According to Connell (2000): “Masculinities and femininities are actigehystructed,

not simply received. Society, school and peer milieu make boys an offer of anpllaee

gender order; but boys determine how they take it up” (p. 162).

Gendered Assumptions

Sargent (2001) asserted that the United States continues to maintain gender order
through the sexual division of labor, which is evident in the way a hierarchy of gendered
jobs has been established and reproduced. Furthermore, Coleman and Hong (2008)
observed that women have faced discrimination for centuries. Moreover, women have
faced lower social status and experienced restrictions in the roles tbffeeed to them
due to the stereotypes of being female. Coleman and Hong further suggested that a

individual's self-perception may be influenced by their awareness of theirdentity.
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Foster and Newman (2005) investigated the relationship between gender and
identity by interviewing male primary teachers. They used the termtiigéruising” to
describe the unexpected “knock backs” that male trainees and teachetes decieig
their initial experiences of the ‘female’ culture of the primary schdwirTstudy drew
from stories of a small sample of beginner and practicing male teachbesWK. They
explored how men become aware of, understand, and cope with the nature of gendered
assumptions in regards to male teachers. The emerging themes from thetorees
reflected society’s orthodox views of male primary teachers. Thesaeaaleers
described how the public views them as a “handyman, sportsman, sexual predator,
precocious careerist, potential child abuser, staff room sex symbol, disaamdather
figure, or simply a comment-worthy rare commodity” (Foster and Newman, 2005, p.
345). Male teachers are in a unique position to cope with the gendered assumptions that
they face in school. Carter (2008) found that men who teach ought to have a strong sense
of their ability and identity to successfully enter this profession.

Gosse, Parr, and Allison (2008) postulated that the school environment has a
hidden and sometimes overt atmosphere of violence. Specifically, they identdied thi
“symbolic violence” which is described as “opposed to physical violence, maehes
acts that dehumanize, alienate, demoralize and threaten; these acts mag ieaetions,
subconscious, and implicit” (2008, p. 65). Gosse et al. also found that the participants felt
that they were constantly being policed when having physical contact withechiidrch
as hugging or holding hands, while it was a near non-issue for their femasguoebe

They found that the policing of male affection and sensitivity towards childokrthe
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guise of the male teacher candidates’ sense of unease around children when
circumstances arose in which they may need to comfort children in a sensiirerma
Furthermore, these men were given verbal warnings by other teacmsistrators,

and education professors regarding the possibility of being perceived as a [geddyhi
authors suggested that symbolic violence may be a result from transgressiomallgf soc
endorsed codes, or a trespass into women’s space. It would then seem fittimguthat i
atmosphere of violence, bruisings are likely to occur.

Foster and Newman (2005) described “bruisings” as arising from the $ocieta
beliefs that primary teaching is an unsuitable job for a man, either becauaeyprim
teaching lacks status, or because men could be a ‘danger’ to young childrendIt woul
then be fitting to assume that such bruisings may deter men from teachingeloasag,
men with an initial interest in the profession may lose their attraction togesher.

While men face potential disadvantages teaching in elementary schools, pealeaps m
students also cope with their own set of challenges.

In their study of male music teachers, Roulston and Mills (2000) derived teachers’
gendered interpretations of masculinity and power within schools. A central need for
these teachers was to distance themselves from anything consideraddemi
unmanly. The researchers found that these men tended to adopt the practice of being
manly which they argue is likely to legitimize homophobic attitudes towhsis t
because they “serve to create what they seek to avoid—the significatiarsiafas an
unmasculine activity” (p. 234). In other words, male teachers are prone tocwigfor

masculine stereotypes in order to minimize their alienation in an environmenicim wh
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they are already a minority. However, such practices may servenatalgtudents who
do not live up to such societal norms of masculinity. Knudsen (2004) suggests that
individuals who place themselves in the gender paradox of the boy-girl gendesndiée
will in fact make a difference in school. She suggests that by placing oneselehdhe
paradoxes, one will create the possibility to find more prolific paths both within and
against gender differences. Yet the task is not easy. Sargent (2001) noted thae4denti

are negotiated until they make sense to everyone involved in the interaction” (p. 41).

Gender Differences in Teaching

Despite the fact that the majority of the teaching population consists ofniwyome
men are still present as teachers in America’s schools (NEA, 2008). A numhetie$ s
center on this topic and the various differences that exist between male aihe fem
teachers. Thus, gender differences in teaching will be explored in the aseas of

differences, gender dynamics, and identity formation.

Sex Differences

The majority of elementary teachers are now female (Acker, 1994) and men
comprise only a small fraction of the elementary teaching force (NEA, 200&t then
accounts for this discrepancy in the teacher workforce? Sabbe and Aelt2f@@h (
investigated a large set of survey studies about male and female teadchesiioedl
beliefs. The studies differed by country, region, teacher grade level,camtte

demographics. Despite these differences, they found a number of trends sultse re
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They further described how studies of job satisfaction among teachers digarbtasge
differences between male and female teachers. However, differencastdéemale
teachers tend to display higher levels of satisfaction than male teacttemale teachers
tend to display higher levels of stress and burnout than female teachers.

As previously stated, Sargent (2001) described how institutions, such as school,
create and reproduce differences between men and women which can result in one group
receiving unwarranted advantage over others. He further described that joberare oft
designed based on sex stereotypes which lead to a division of labor that reinforces
orthodox thinking of which jobs are suitable for women and men. Perhaps this division
of labor is a contributing factor to the level of job related stress and burnoutléor ma
teachers.

When investigating studies on the motivations to choose the teaching profession,
Sabbe and Aelterman (2007) discerned that women tend to choose to teach earlrer in thei
lives than do men. Furthermore, they stated that teaching was often not a mian’s firs
career choice. Sabbe and Aelterman also argued that studies show thmt stude
perceptions of their teachers do not show a considerable difference in regartieto ge
They stated that for those differences that do arise, women are typidliy thigher
regard than men (Bennett, 1982; Feldman, 1993; Hancock et al., 1993; Rowden &
Carlson, 1996; Jules & Kutnick, 1997; Galguera, 1998; Leone-Perkins et al., 1999).

When exploring teacher gender and student achievement, Sabbe and Aelterman
(2007) found that most studies indicate that a teacher’s sex has little ifecty €hey

also found some evidence that female students develop a more positive attitude towards
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mathematics and other “traditionally non-typical female subjects” waeght by a

female teacher (p. 527) (Evetts, 1993; Mallam, 1993; Duru-Bellat, 1995; Li, 1999).

Gender Dynamics

Sabbe and Aelterman (2007) explored a variety of studies relating to gender
dynamics which occurred through life history narratives, interviews, gragpssions,
personal reflections, surveys, examinations of photographs and pictures, and
representations of teachers in popular culture (television, films, etc.). They faind t
research demonstrates that teaching is both historically and cultunafiggted with
numerous discourses and subjectivities of gender. Such discourses have conséguences
both male and female teacher identity and how they are perceived (Sabbe amdakelte
2007). Carter (2008) suggests that society plays a major role in the sociehirops
that teachers face by suggesting that teaching is a feminine profeéSensequently, he
proposes that society views men who choose to teach, particularly elementarytschool
be effeminate. It is likely then, that some male teachers may takestepsd finding
themselves in this role.

As previously stated, Roulston and Mills (2000) found that the male teachers of
their study tended to adopt the practice of being manly which they argkedysd
legitimize homophobic attitudes towards them because they “serve to creatbayhat
seek to avoid—the signification of music as an unmasculine activity” (p. 234). In other
words, male teachers are prone to reinforcing masculine stereotypesritoaminimize

their alienation in an environment in which they are already a minority
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Sabbe and Aelterman (2007) referred to Acker (1995), Biklen (1995), and Duncan
(1996) when they state that teaching is primarily related with femininityhenobod,
and caring. They affirm that a good teacher may be compared to a good mother who
loves, cares, and sacrifices for her children. They argue that these comparesate
social expectations towards teachers who are expected to demonstrase¢hads
altruism, self-sacrifice, and dedication. They also described how swdudiss have
overcome the working conditions and career mobility of female teacherssycare
depicted as selfless individuals who teach for the sake of their studentshathfar any
personal or monetary gain (Duncan, 1996; Munro, 1998; Tamboukou, 2003).

Studies by Benton, Decorse, and Vogtle (1997), Sumison (1999, 2000), Sargent
(2000), Smedley and Pepperell (2000), Francis and Skelton (2001), Oyler et al. (2001),
Cushman (2005), and Hansen and Mulholland (2005) demonstrated that male teachers are
also laden with gendered discourses (Sabbe and Aelterman, 2007). Sabbe and Aelterman
added that a strong theme from interviews with male teachers is an atreasiphe
mistrust that men have to work in. Such mistrust was described in allegations of
pedophilia and homosexuality. Furthermore, male teachers are often expedtédeo fi
role of the primary male role model to children of single mothers. Martino (2008)
elaborated that being a male role model has become tantamount with beinganrea
whose job is to ensure that boys’ masculinity is properly developed.

Sabbe and Aelterman (2007) conclude that sex difference research has not
uncovered many clear differences between male and female teachers. diflesences

that did occur were better described as weak tendencies. However, sariathycted
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gender discourses form the professional identities of teachers and the mawmeh

they are perceived.

Identity Formation

Vavrus (2008) asserts that public schools create an atmosphere filled with
sexuality and gender identification anxieties which affect all facetsedfves of
children, including their academic achievement. Educators at all leeeddsa caught up
in this atmosphere. Vavrus (p. 384) state that teachers “are likely to be &giyim
anxious about the reactions of some parents and, worse, the popular press ifghey stra
into territory considered by some to be too risky (even risqué)” (Epstein 20@1, p.

136). He further argues that heterosexuality is the enduring expected futanddren
and such expectations are regularly reinforced by their teachers. This iscgupported
by Green’s (1998) assertion that the cultural organization of public schpalsiarchal
in nature. These very environments reinforce such heterosexual conceptions.

In his study of teacher identity formation, Vavrus (2008) engaged 38 teacher
candidates in generating autoethnographies. After developing the autoepmegra
common patterns emerged amongst the teacher candidates. Every teacher candidate
shared their experiences of expectations to conduct themselves according to
conventionally approved gender roles. In this study, all male teacher casdeafaiged
that they were expected to display masculine traits throughout their schooling. Eve
female in this study reported that they were expected to display femiaitsarirschool.

They further shared that they experienced occasions what they now re@sgaeaesm
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that occurred within their schools. It was noted that one would risk the scorn of their
peers if their role was breached.

O’Connor (2006) investigated how emotions shape teachers’ identity. In her
series of in-depth semi-structured interviews with three participantéshe that
teachers’ experiences of caring are centered in their need to maintawveposi
professional relationships with students and in their individual ideals towardsolleeasr
a teacher. She also ascertains that personal reflection and social cghtathevs is
essential to the growth of teachers’ professional identities.

Caring emotions, O’Connor (2006) argues, affect teachers’ actions and
reflections. Teaching standards attempt to identify and instruct the poots®le of
teachers. Yet teachers’ identities are not only intricate but also gqmiaitioned within
their lived experiences. His study’s participants drew on their sense ofydent
rationalization for their caring behavior as teachers. O’Connor found that the indlividua
and inherent significance of caring gives value to teachers’ work andtealitieir
remaining in the profession. She noted, however, that the magnitude of teachers’
emotions is underemphasized in educational policies. Furthermore, feministtgheoris
regard the ethic of care to be more characteristic of women than of mesn(G&998).
Green (1998) asserts that studies of elementary schools in internationgkdwdtre
indicated that female teachers typically view caring as at the t&acbee. This is
characterized by prominent maternal imagery. Green (p. 2) refers to A&&&)(who
describes both early childhood and elementary school teachers as a “kind aveeflect

practitioner mother” whose teaching pedagogy centers on care and entoaty.
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suggested that limited evidence is available that establishes men aspnapppeople
to provide the care and nurturing that is necessary to teach early childhood and

elementary education, and yet men are viewed with discomfort when seen in esch rol

Influences and Experiences of Men in Elementary Education
Teachers often enter their profession with ideals that they hope to share wit
others, namely their students. As Paul, Lavely, Cranston-Gingras, and Taylor (2002)
stated:
Teachers often enter the profession [special education] with a romanlisndea
about the role they can play in the lives of children with disabilities.
Unfortunately, cultural realities and utilitarian policies of schools can tlefea
interest in individualizing instruction for students, and the bureaucracies of public
education can create an environment that places the individualized care agenda in
jeopardy and ultimately defeats the idealism. Some teachers leavej®ver
their expectations to save their sanity and stay (p. 3).
The experiences of teachers who enter the field of special education mayidelyy
Perhaps their experiences are similar due to the specific work requitespybfession
and perhaps these experiences simply vary by gender. Therefore, an afgpreypieay
of the phenomenon of men in elementary education must begin with an examination of
that which influenced them to teach.
Sargent (2001) researched how men entered teaching by conducting a series of
narratives. The responses of his participants indicated that getting intateastulved

experiencing career options that proved unsatisfactory which allowed them the

opportunity to have a new understanding regarding their desire to work witheahildr
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Careers that participants found themselves in prior to teaching includeshgvaskan
architect, business manager, rock and roll musician, contractor, and engingent Sa
(2001) noted that these early career positions, illustrating men’s workgextticipants
of his study to recognize that they were not in their professional calling.rfbaged

that one man described that he felt like a “square peg in a round hole” when atyempti
function in a “masculine” work environment (p. 37).

Cushman (2005) explored how personal relationships may influence a man’s
decision to enter the classroom. A common theme that the 17 men expressed was their
family’s reactions to their decisions to teach ranged from being supptartineng
amused or concerned. Many of the participants also stated that thelydteees’
reactions due to the perception that teaching is a woman’s job and that theiintgscul
would be under question. Many of the participants discussed that their decision to teach
primary school elicited the response that they would be better off teachorglaeg
school, which was perceived as having a better image than primary teaching. Howeve
Carter (2008) found that men who received encouragement and support from thgir fami
and friends were more likely to teach. The support and approval they received played a
considerable role with their desire to teach. In addition to support and approval, however
does salary play a role in enticing or swaying a man from becoming ar@ache

Ghorbani’s (2008) survey found that participants held impractical expectations
towards their projected salaries during their first year of teachings noted that the
majority of participants expected to earn approximately $30,000, while ttiag&alary

was much closer to $24,000. Since these men placed a strong emphasis on the importance
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of money in determining their job satisfaction, Ghorbani suggested that adatarist
salaries will tempt them from the classroom and into managerial positions sdylpos
leaving education altogether. Yet, it may be argued that the image of filancial
struggling teachers, especially neophyte teachers, is common knowledgefore, it is
anticipated that there were other experiences in their pre-servicegti@panat
encouraged them to enter the classroom.

The participants of Cooney and Bittner’s (2001) study discussed improving
pre-service education. These men argued that in their college classhegrmden
experienced a bias against male students. They spoke of their desire for aateere m
friendly experience, which would best be met through being paired with a malerment
Paul, Lavely, Cranston-Gingras, and Taylor (2002) argue that: “Imagel$ afeseritical
to the process of becoming a teacher because they constitute the personal dhirtext w
which new information will be interpreted, and are the stuff of which teaching jgeison
created (McLean, 1999)” (p. 179).

Gosse et al. (2008) also investigated the experiences of male pre-sertes te
candidates at a university in Northern Ontario. Their research focused on thereogser
of candidates who did not complete their education degree. Gosse et al. (2008) explained
that the participants were attempting to enter the teaching professich, negularly
expects caring and compassion as normal teacher attributes. However, déablu¢es
vary for a multitude of reasons. Teachers vary in gender, race, age, values;sandlp
life experiences. These differences are brought with them to theoclasand invariably

influence their teaching (Paul et al., 2002).
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Perhaps male and female elementary school teachers share a setaof simil
professional experiences. Or perhaps men who enter elementary edutat®on s
experiences that are unique to their gender. Worthy's (2005) longitudinal studyirigliow
a single male participant’s experiences in his first to fifth yearamhieg in an urban
Texas school centered on the participant’s perceptions of his early yeashoge
Worthy’s examination identified a growth in the participant’s confidengegmance, and
competence as he progressed through each year of teaching. She concludadniat t
turnover threatens school reform and even teachers who remain in the profession can
experience continuing negative effects if they undergo difficulties in e¢laeiy
professional years. While the participant in the study experienced geslenhis early
years of teaching, he was able to successfully meet them and grow to besiolhed a
educator. Worthy (2005) asserted: “When we don’t ease the way for new tedahexrs
sign that they are not valued. Ultimately the students suffer the consequentethéue
lack of support for beginning teachers” (pp. 396-397). This apparent general lack of
support for beginning teachers has the potential to result in significant consjuenc
relating to their retention in the profession.

The first few years of teaching are arguably challenging for mostéals.
Worthy noted that the first year of teaching is extremely diffichiémteachers
encounter challenging students and feel unsupported by their colleagues apdlprinc
When her participant experienced such feelings, they led him to consider a new
profession. Yet this man persisted through these challenges. Worthy refi¢oiedn

his fifth year in the same grade at the same school, Mark [pseudonym] isreigatged
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by colleagues, students, parents, and administrators” (pp. 379-380). It is reasonabl
assume that like Mark, most beginning teachers, regardless of gender, wirridreoe
similar feelings in such a situation. Yet, perhaps a lack of support is moreeatgal to a
teacher who is a minority within their school. In Mark’s case, he was a myibased on
gender. Therefore, gender division is likely a common theme across U.S. schools.

There is an overall lack of a male presence within elementary schools; only 9%
are male (NEA, 2003). School reform agendas are continually raising istategyrto
the teaching workforce. A prominent issue in schools is the gender division of therteac
workforce. Cohen (2004) referred to Chafetz, who states: "Undergirdingstgihsy of
gender stratification is a gender-based division of labor, by which waneerhiefly
responsible for different tasks than are men (1991, p. 77)” (p. 239). As this division of
labor continues, boys and girls will seldom have men as their elementary schbetdea
(Connell, 2000). Several authors have explored this phenomenon and identified various
issues relating to the motivation to teach and the influence of stereotypes.

At what point in life do individuals begin making decisions about their future
careers? Increasing support of research suggests that career denélspariifelong
process that begins in childhood (Magnuson & Starr, 2000). Career-related decigions tha
children make during their elementary school years have been regardeticatapsr
important. Seligman, Weinstock, and Heflin (1991) found that half of a group of children
aged 9-10 believed that they had already made decisions relating to theiaeskn$.c
Additionally, Trice and McClellan (1994) found that approximately 23% of adult$ age

40-55 believed that they had made decisions to enter their current professiotgras. chi
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An important conclusion made by Helwig (2001) is that elementary-aged childean of
hold career goals that are typically unattainable for the generable populatibmss
becoming a professional athlete. Such career-related beliefs of edeyragéed children

imply that they may be inadvertently and needlessly restricting thanefaareer options
(Gottfredson, 1981). The American School Councilor Association (ASCA) (2003) argues
that career development efforts within elementary schools should develop therchildr
knowledge of a range of potential career options. Students should also be encouraged
from making precipitate decisions or eliminations of potential careeiGAAtRscribes

that this is particularly necessary for those careers that may bedvasannappropriate

for their gender, but may be a good future match for them.

In everyday organizational life a man’s performance at work mayelkitn
masculine personification (Connell, 2008). Connell reflected Donaldson’s (1991) view
that such masculine personification may be seen on a factory floor wheragvoldkss
masculinity is defined in labor that destroys the body over time. Connell further
expressed Dasgupta’s (2003) view that another personification occurs is offiees
middle-class masculinity is identified through codes of speech, dress, anandeme
Connell concluded with the suggestion that different masculinities are produced in
different organizational contexts. Then to what extent are masculinitssngfézd in
elementary school and what motivates men to teach?

Cushman (2005) explored the debate concerning both the need for more male
primary schoolteachers and the causes of their minority status in Neandeahools. In

this study, all 17 participants stated that their desire to work with childrerthe major
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reason for choosing the teaching profession. Additionally, most of the participants
reported that enjoyment of their own school experience was a strong factorgn be

drawn to teaching. Yet Carter’s (2008) interviews with male elementhppkteachers
found that they shared an authentic inclination to improve the lives of children. Hdch he
the ideal that teaching would allow them to help children through devoted teaching,
which Carter attributed to their inner desire to play a role in the ggader. Carter’'s

work suggests that a man’s personal experience as a youth in school could steer or det
him from teaching and men who do teach must have an authentic desire to do so.

Carter also found that the men who participated in his study had opportunities to
teach and work with children. These positive experiences led them to fefetdatiout
their work. Furthermore, these men found that teaching in an elementary settidgoeoul
a means in which they could realize the benefits of their working with childieemever,
while some men feel an internal impetus to teach, there are social fotceehdninder
their motivation.

By using a focus group approach with pre-service teachers, classroom teachers
and male professors, Cooney and Bittner (2001) explored emergent issues for men in
early childhood education. Their examination identified six categories obifsate
included “low salaries, family and other influences on entering the fielkchitepbeyond
the basics, improving pre-service education, recruitment of males, and advamges
disadvantages of males in the field” (Cooney and Bitner, 2001, p. 78). Such information
is supported by Bryan Nelson, the founder of MenTeach, a nonprofit organization

dedicated to recruiting male teachers. He suggests that three crused ¢ar the
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shortage of male teachers are low status and pay, the perception that teagbhmgnss
work, and the apprehension of accusations of child abuse (Helen, 2008).

Participants in Cooney and Bittner’s (2001) study determined that the catégory o
low salaries was generated through two general themes. They found that teaching is
viewed as undemanding, particularly in relation to summer vacations. Thepaentsci
also espoused that the need to be their family’s breadwinner was particuidiengimg
and many were concerned about adequately providing for their family. The gatégor
family and other influences on entering the field was based in the level of suyadhtet
participants’ experienced from their family. Many of the participangented that their
mothers encouraged their decision to teach, while their fathers attempted thama
towards another career. Furthermore, few of the participants had malerseach
themselves and those who did, reported that their experiences had little to do with thei
decision to teach. If having male teachers did not influence their decisi@asiy then
this assertion sits in direct opposition to the call for more male teachersedéstf r
studies argue for male teachers in every grade level.

An important recruitment tool that was identified in Cooney and Bittner’s (2001)
study regarded having at least one male teacher in every primary gnale/otld in
turn allow the male students to have teachers with whom they could identify. The
participants expressed the opinion that there are advantages and disadvantages to ha
male teachers in early childhood education.

An additional issue that the men (Cooney and Bittner, 2001) raised was that

merely having more men in the classroom is not enough; they must also be good
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practitioners of the profession. Furthermore, they stated that there needslialarce

between male and female teachers to serve as role models for young chitdvenet

these men identified the possibility of feeling isolated in their positions. dlseystated

that the issues of touch between them and their students was a concern. Thesisgie wa

in the act of touching the students, but with the reactions from other teachers,

administrators, and parents. Sargent (2001) supported this argument with theres tha

found among his study’s participants. Sargent noted that the theme that broughteforth t

greatest emotional reaction from male teachers was having to work with eliidicer

a cloud of suspicion” (2001, p. 49). Cushman (2008) further highlighted this very concern

as she describes the perception of male early childhood educators in early 1990s New

Zealand. She referred to Hood (2001), who asserts that the country experiences a ‘mo

panic’ that was the result of a single highly publicized instance of sexual abosarf

openly homosexual preschool worker. Cushman argued that the following 15 years, the

country tracked the controversial case and media interest was devoted to Isges fa

men who work with children. The Child Forum (2004) illustrated a 1998 case of another

male teacher who was charged with abusing his students. Although he was Bventual

acquitted, he headlined the news warning men not to become teachers (Cushman, 2008).
Cooney and Bittner (2001) identified a considerable amount of findings in the

participant’s views of gender-fair learning environments. The male pemis discussed

feeling isolated and uncomfortable speaking with their female golésaabout their

classroom issues. Despite the internal motivations these men reported | epigaha
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forces appear to be a factor that impacts the presence of male teaclareitay
school.

Negative media attention, as Cushman (2008) argued, has only functioned to
amplify the public perception that teaching is a low status profession. Tineshas
significantly prevented men from entering the profession. Helen (2008) safiect
Nelson’s description for men entering a career in education. He statedeih@ught to
get a thick skin. This is done by learning to navigate inappropriate questions, such as
“Why would any healthy male want to work with kids?” (p. 1) and learning to challeng

harmful stereotypes.

Summary and Implications for this Study

The literature and research affirmed that the issues of low salary, laV soci
status, low social support, and pre-service experiences often deter menaithingen
elementary settings. However, the most influential factor appears to be bassdien g
and involves impacts on identity. Research suggests that the stereotypicaddniiaw
of teaching is a major deterrent to entry into the profession for men. Not onlyséo the
stereotypes have the potential to attack a male teacher’s masculinitjagieyake
them feel isolated from their colleagues. Men reported that the lack deégkzir
learning environments led them to develop feelings of isolation within their schools.

A discrepancy amid these studies was the ability to discover a cohesive

foundation of the perceived importance of male teachers. What influencessacmaine
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to become an elementary special education teacher? How do men descriimdetlasir
special education teachers and their professional experiences within tbatalgm
school setting? How do men represent what it means to be ‘male’ in the context of
elementary education? How do men experience identity within the elemecttan) s
setting? What influences enable men to persist in their roles as spleciatien teachers
within the elementary school setting? What underlying themes, if anygeritem male
teachers’ descriptions and stories of teaching elementary specidiea®ddese
guestions will be addressed in the course this study. Participant responses and
representations of their experiences will ideally paint a vivid picture of tvhreeans to
be a male elementary special education teacher.

To successfully achieve the intended purpose of this study, Carter’s (2008)
research on the factors influencing males to teach at the elemefmaoy Isvel guide the
methods of this exploration. Although this research does not replicate Cantek,shis
influence is evident throughout the course of study. This will be discussed further in

Chapter Three.
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CHAPTER THREE

Methodology

The purpose of this study is to explore how men experience their identity as
elementary school special education teachers. Specifically, the studygatesshow
men describe: (1) the factors that influenced them to become elementagy spe
education teachers, (2) how they view their role as special education teauhénsir
professional experiences in elementary schools, (3) what it means to leé ifmthke
context of elementary education, and (4) the influences that enable themgbipeneir
role as elementary special education teachers. The theoretical peesthexttwill shape
this study is the social relations perspective (Tolson, 1977). As Gorski (1998pdsscri
the social relations perspective on male identity states that it is grounithed in
suggestion that identity forms from men’s positioning within a variety of lsocia
institutions. Thus, to aptly relate this perspective to the purpose of this studtgtopeal
methodology was employed, with phenomenology as the research paradigm. Case studi
formed the design of the study and a combination of two individual interviews for each of
the three participants and one focus group interview formed the method of data

collection.

Epistemology
Qualitative methods are employed to conduct this study. Creswell (2007)sdefine

gualitative research as research that:
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Begins with assumptions, a worldview, the possible use of a theoretical
lens, and the study of research problems inquiring into the meaning
individuals or groups ascribe to a social or human problem. To study this
problem, qualitative researchers use an emerging qualitative approach to
inquiry, the collection of data in a natural setting sensitive to the people
and places under study, and data analysis that is inductive and establishes
patterns or themes (p. 37).

A phenomenological paradigm was chosen to meet the goals of the study arahresear

guestions.

To better understand the phenomenological process, Van Manen (1990) explained
that “phenomenology aims at gaining a deeper understanding of the nature orgnaéani
our everyday experiences” (p. 9). Van Manen (1990) described that it is an egplofati
the essence of lived experience. He adds that “phenomenology is the study of the
lifeworld—the world as we immediately experience it pre-refletyivather than as we
conceptualize, categorize, or reflect on it” (p. 9). In other words, “phenomenologyaim
gaining a deeper understanding of the nature or meaning of our everyday eeséfenc
9). Van Manen explains that the results of a phenomenological study begin with an
interpretive analysis of texts which are derived from human subjects.

The phenomenological approach is most appropriate to address the study purpose
and questions because it is grounded in using participant-generated texte(intervi
transcripts) to gain a deeper understanding of the essence of theieegpgrin an
effort to collect the richest possible data, the in-depth phenomenologicairttaesew

series of Dolbeare and Schuman was selected as the primary research heostiodyt

(Seidman, 2006). It is implicit that the teachers’ perceptions of their erpesi®f
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teaching elementary special education are complex and intricate. Thegetidesc
clearly represent their experiences in the world of today’s American @ablanls, and

thus phenomenological case studies served as the study’s design.

Design

To support the phenomenological approach of this study, case studies formed the
design of the data collection process. Case studies were deemed most dppoopreget
the purpose of this study because they allowed for a holistic portrayal ofrticgopats’
experiences. Furthermore, case studies supported the organization of an array of
information about the participants and then analyzed the cases by seeking patterns
themes in the data through in-depth analysis.

Van Manen (1990) describes the phenomenological case study interview process.
He states that the interview serves two explicit purposes. The first purgbae is
interviews allow experiential narratives to be gathered and explored. Suchatitor
may offer a resource for developing a greater understanding of the phenomenon. The
second purpose allows the interview to be used as a medium to generate a conversationa
connection between the researcher and interviewee regarding the meanpagticiutar
experience. Van Manen (1990) warns that “one needs to guard against the temptation to
let method rule the question, rather than the research question determining what kind of
method is most appropriate for its immanent direction” (p. 66). In other words, he
cautioned that the interview process needs to be constrained by the essettittal thags

prompted the need for the research.
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Creswell (2007) suggested that the data collection in a case study requides
range of procedures for the researcher to construct an in-depth represeaittte case.
Creswell advised that four forms of data may be used in combination when collecting
data for case studies. In this study, these forms of data included interobsgsvations,
documents, and audiovisual materials. Interviews served as the primary fdata ébr
this study. The interviews were supported with additional forms of data, such as
researcher notes, audio recordings of each interview, and transcriptions of thewster
The use of these multiple forms of data were ideal for creating an informrath case

study.

Method

The selected method that supported the data collection for the phenomenological
case studies was a modified version of Dolbeare and Schuman’s in-depth #gmé&evint
series (Seidman, 2006). While the study followed Dolbeare and Schuman’s starsur
procedures for conducting each interview, the third and final interview occurrecLis f
group form (Seidman, 2006). The final interview occurred as a focus group bdcause i
provided a forum in which issues were uncovered that would not otherwise come up in
individual interviews. The focus group also helped unearth common themes acobss all
the cases. The interviews and focus group are discussed in detail later napités.c

Sargent (2001) noted that while interviews are useful methods of collecting data,
they are not without problems. He described interviews as a form of

“metacommunication” in which participants receive an impression that coroatiom
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rules are being imposed. Interviews also generate the conventional ribles of
interviewer and the interviewee. Last, Sargent explained that thengigmmmunication
norms of the culture cannot be monitored completely.

As noted in the previous chapter, a synthesis of Sargent (2001) and Carter’s
(2008) research on male teachers at the elementary school level guidethibhasré
this exploration. While Sargent’s (2001) influence is evident in the structure @cespr
of the interview process, Carter’s (2008) influence is found in the questions asked durin
the interviews. Although this research did not replicate either res€aralogk, their
inspiration will be evident throughout the course of this study.

As previously described in chapter two, this study utilized Carter’s (2008) stud
to structure the questions posed during the interviews. Carter asked his study’s
participant’s the following questions (p. 40-41):

1. Why did you decide to become an elementary school teacher?

2. When did you first know you wanted to teach? When did you decide to
opt for the elementary level? Do you remember a specific incident that
made you consider this as a feasible possibility?

3. What life experiences influenced your choice for this career?

4. Did you come straight from school or try other career options first?

5. What family influences have affected your choice to be an elementary
teacher?

6. Describe the male that has had the greatest impact in your life.

7. What experiences have you had working with children prior to your
professional training and employment?

8. Did you have any male teachers when you were in elementary school?
What are some memorable experiences from those years?

9. Were you successful in school? Did you have a positive attitude toward
school?

10. What activities did you like best in school? How would you say you
learn best?

11. As people learned of your decision to teach at this level, how was the
news received? How were you treated at the time? What is your
perception of how you are treated currently?
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12. Who supported you the most in this decision? Who did not support
you? What has been your experience with male peers and their attitudes
towards your career choice?

13. How supportive did you find your university training to be? Were you
able to establish a supportive network? Any male peer support?

14. What part of your personality does the elementary classroom bring out
the most?

Is this a part of your personality you have developed/refined over time or
has this always come naturally to you?

15. What did you anticipate about the job that has proven to be true? What
did you not anticipate?

16. Why not teach at the secondary level?

17. What do you think could attract more men to the profession? In your
opinion, is there a need for more aggressive recruitment by universities
and public school administrations?

18. Do you think the status of teaching is an issue for male teachers?

This study utilized the above questions by modifying them to better match the
participants of this study and by reflecting on elementary special textuedile
separating them to occur over the course of three separate interviews3. 2aifl¢éhis
study provides an organizing summary of this study’s three interviewsarspecific
guestions that were posed at each meeting.

The direction for the methodology of this study was governed by its purpose, i.e.,
to explore the perceptions of the experiences of male special educatiomt@ache
elementary school level. The essential question of this study asks: how do men
experience their identity as elementary school special education t€aShbrgjuestions
were asked to support the exploration of the aforementioned essential question, and are a

follows:

e Question 1What influences a man’s choice to become an elementary special

education teacher?
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¢ Question 2How do men describe their role as special education teachers and
their professional experiences within the elementary school setting?

e Question 3How do men represent what it means to be ‘male’ in the context
of elementary education?

e Question 4What influences enable men to persist in their roles as special

education teachers within the elementary school setting?

An overview of the selected research methods, including participants, setiolgsdata

collection procedures, and data analysis will be provided in the remainder dfaptsrc

Participants

This study is intended to provide insights into male teachers’ perceptionsrof thei
experiences of the phenomenon of teaching elementary level special education
Consequently, the selection of teacher participants is of great importancgelMa
(2005) describes purposeful selection or purposeful sampling as “a strategy in which
particular settings, persons, or activities are selected delibeirataiger to provide
information that can’t be gotten as well from other choices” (p. 88). Therefore,
purposeful sampling was necessary to select participants who weng ailld able to
discuss their experiences, and also willing to persist for the duration ofi¢icessary to

complete the scope of the study.
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Selection Criteria

Participants were selected based on their ability to contribute to a better
understanding of the phenomenon under study. A total of three elementary level mal
special education teachers working in a large urban school district indh&tlantic
states were identified as potential participants. These men were putlyasgiected to
participate in the study based on how well they met the selection critead,deslow.
Additional participants would be invited to join the study if any of the thregnaii
participants choose to drop out, which was allowed at any time during the study.
Ultimately, this was not necessary as the three original participanthsaesearch
come to fruition. However, had the need arisen, purposeful selection would again have
been employed to fill the opening. Additionally, instead of interviewing afangaber
of participants, it was determined that in-depth interviews with three subjeatd yield
richer data. Interviews with a larger number of participants may pragteeger breadth
of information but it was likely that those interviews would lack the level of depth
desired for this study.

Participants of varying age, race, years of experience, and eidificvere
encouraged to take part in the study. It was imperative that the study ehstitbe imen
who were selected to participate in the research were able to providegshmsmghtful
and meaningful representation of their experiences as male elementaay sgecation
teachers. Thus, the following criteria were used to select particiaritsefstudy. The

men were required to currently work in the large urban school district id-Athantic
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state, teach in an elementary school, teach special education, and have a nofiivieim
years’ teaching experience.

Through a series of email correspondence with the school district’'s human
resources department, it was found that at the time of this study the @isttiattotal of
2,428 male teachers working within its borders. Of this population 718 men taught at the
elementary school level, of whom 70 taught special education. No detailsraeiced
regarding individual teacher information, and the breakdown of male teacher opulat
was not accessible through the district website. Therefore, the only othelecatisns
in selecting participants among these 70 men pertained to their geograpbessilaility
to partake in the study and their ability to dedicate the time necessary tipp#atin the

interviews.

The School District

In an effort to concentrate the research within a single school distristuthe
took place in a large urban school district in the Mid-Atlantic States. Ttretisas
selected to participate in the study due to its large size. Currentlysthetds the largest
in the state which it resides and is one of the largest districts in the Utated.S
Furthermore, of its 197 schools, 137 are elementary (preschool through gradéhsag w
additional nine special education centers and 48 alternative programs and learning
centers. The remaining schools consist of middle, secondary, high, and altermgtive hi

schools, which were not be considered for this study.
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Setting

As previously noted, this study was conducted within the boundaries of a large
urban school district in a mid-Atlantic state. With the guidance of tleareser,
participants had the opportunity to select a setting that they felt wstspractical and
appropriate to conduct the interviews. Participants were encouraged tdrestea room
within their school, local public library, or home. However, the researcher emgthasiz
that the chosen setting should be private, quiet, comfortable, and conducive to the
interview process. The researcher emphasized the selection of sit@sréhatost
convenient for the participants. However, additional criteria included selecsitg that

encouraged a sense of professional purpose yet supported a sense of ease aonl relaxat

Instrument

The primary instrument used for data collection in the study were protocals for
three-interview series. Seidman (2006) states that “interviewers who ptopogaore
their topic by arranging a one-shot meeting with an ‘interviewee’ whesnttave never
met tread on thin contextual ice” (p. 17). Furthermore, Dolbeare and Schuman (Schuman,
1982) designed the series of three interviews that “characterizes thiscpanobsallows
the interviewer and participant to plumb the experience and to place it in context”
(Seidman, 2006, p.17). As previously mentioned, Dolbeare and Schuman’s three-
interview series was modified so that the final interview would occur irotie ¢f a
focus group. The format of the questions was structured in a manner whithined

consistency across the interviews. However, the questions were also open-ended in or
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to permit a dialogue as each teacher explored his perceptions of experigeaehiof
elementary special education. A copy of the interview protocols can be found under
Appendix B. The questions that were posed during the three-interview series were
developed to determine if the participants’ experiences support the findingseteat w

outlined in the literature review of this study.

The Interviews

As each participant was selected, specific parameters weszlagren prior to
beginning the study. It was intended that both the participants and resewvalebe in
agreement that each participant would receive a Visa gift card upon theeiompf
each interview. Gift cards valued at $25.00 were given upon the completion of the first
and second interviews. A gift card valued at $50.00 was given upon the completion of the
third interview. Thus, each participant received three gift cards with a/tited of
$100.00. The gift cards were intended to demonstrate the researcher’s gfatitals
participant’s personal time and energy to partake in the study. It was muiddtas a
means to induce participation. The participants were also reminded thaotihey c
withdraw from the study at any time and without consequence. Each interview and the
focus group were completed within 90 minutes, but varied within this time span. The
interviews and focus group were recorded using two tape recorders to &y
when transcribing and interpreting the data. All information gathered durimgdéarch
remained confidential. All participants remained anonymous and ragsrdnd

transcripts of the interviews and focus group were kept in a locked file cabihet a
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researcher’s home. Each interview was conveniently located to both theppattemd
researcher with emphasis on convenience to the participant. The interviewsdaturre
either the participant’s school, home, or at a local public library. The location @ictine f
group meeting was selected so that it was equally convenient for eaclpaattiEach
interview and focus group meeting was arranged with consideration to both the
participants’ and researcher’s schedules and all of the interviewsoretacted outside
of school hours. They were also conducted with no more than two weeks separating each
interview. Each participant was asked to review copies of their transcimgais, f
narratives, and reports of the interview in order to clarify or revise tlag¢gnséents, which
helped to ensure the study’s internal validity. Participants were reqaickhtonstrate
that they understood and assented to these parameters prior to participatengfurly

by signing a consent form which reiterates them in detail.

Data Collection

As noted above, data collection for this study was grounded in a series of
interviews with three male elementary level special education teadte interviews
occurred on an individual basis and were structured to address the study’slessentia
guestion: how do men experience their identity as elementary school speciabaducat
teachers? Four related sub-questions (listed above) were also aske®.Tabbwides a
visual summarization of the study’s data collection plan which details the major
guestions, data sources, and methods to collect data.

Table 3.1:0rganizing Summary of the Data Collection Plan
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Data Collection Plan
Essential Question
How do men experience their identity as elementary school special education
teachers?

Sub-Questions Data Sources Methods

1. What influences a man’s | Individual Recorded interviews,
choice to become an participants interview transcriptions,
elementary special and field notes/memos
education teacher?

2. How do men describe Individual Recorded interviews,
their role as special participants interview transcriptions,
education teachers and and field notes/memos

their professional
experiences within the
elementary school setting?

3. How do men represent | Individual Recorded interviews,
what it means to be ‘male’ participants interview transcriptions,
in the context of and field notes/memos
elementary education?

4. What influences enable | Focus group Recorded interviews,
men to persist in their interview transcriptions,
roles as special education and field notes/memos

teachers within the
elementary school setting?

Three-Interview Series

The three-interview series was a critical tool in the exploration of teaters’
perceptions of their experiences of the phenomenon of teaching elementaal speci
education. The first interview set up the context of the participants’ exjer{Seidman,
2006). The second interview permitted participants to reconstruct the feattimes of
experiences within the context. The third and final interview urged particifzargfiect

on the meaning of their experiences. The third interview occurred in the faroofis

group.
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As previously discussed, both Sargent’s (2001) and Carter’s (2008) research on
male elementary school teachers guided the methods of this exploratiors. This i
particularly evident in the structure and process of questioning across the three
interviews. The interview questions of this study were structured but posed in an open-
ended way, in order to optimally engage the exploration of the participapeiences.
The questions were drawn and modified from Carter’s (p. 40-41) list of 18 interview
guestions and prompts. This study included two interviews for each of the three
participants and one focus group interview. This yielded a total of six individual
interviews and one focus group. Each had verbatim transcripts, notes, and memos.

Prior to beginning the interviews, the researcher invited the participantetcas
a group for introductions and an informal discussion of the study for lunch at a local
restaurant. The researcher desired to create an atmosphere of safepneasmfort in
which the participants would feel open to sharing their experiences withodt@uar
hesitation. Furthermore, it was anticipated that by meeting both the teseand other
participants ahead of time, there might be a lessening of any potential/dowiatds
participating in the interviews and focus group. Ideally, this first me&togd leave the
participants eager and motivated to begin the research.

The first interview concentrated on the participant’s focused life historgaei
(2006) describes that “in the first interview, the interviewer’s task is tdput t
participant’s experience in context by asking him or her to tell as much aslpeat®ut
him or herself in light of the topic up to the present time” (p. 17). Thus, participants of

this study were asked to reconstruct their early experiences up to ¢hmainthey
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became elementary special education teachers. An organizing summarfirst the
interview can be found in Table 3.2a.

The second interview concentrated on the details of the participant’s exgstie
Seidman (2006, p. 18) stated that “the purpose of the second interview is to concentrate
on the concrete details of the participants’ present lived experience in tharegpiof the
study.” Thus, participants of this study were asked to reconstruct thes détdneir
experiences as elementary special education teachers. An organizingrgwhthe
second interview can be found in Table 3.2b.

The third and final interview took the form of a focus group and concentrated on
the participants’ reflection on the meaning of their experiences. Seidman (2006, p. 18)
states that “in the third interview, we ask participants to reflect on theingeaf their
experience. The question of ‘meaning’ is not one of satisfaction or rewédwalgtht such
issues may play a part in the participants’ thinking. Rather, it addressiesdltectual
and emotional connections between the participants’ work and life.” Accordingly, thi
study asked participants, in a group setting, to look at their presentesmqasriof
teaching elementary special education and how the various features irvéseir li
interrelate to shape their current situation. Sargent (2001) notes that thgrmgois
interview will allow considerable insight into how to best structure the finagprdie
suggested that these focus groups may also support the emergence of shibmesea
discuss their experiences and reflections. An organizing summary of thenteiview

can be found in Table 3.2c.
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Sargent (2001) noted the importance of ensuring circularity to the interviews, in
which each successive question is grounded in the previous question. Furthermore, he
noted the importance of being faithful to the interview guide. He states:|“btseh
faithful to my interview guide, | would have been more assertive in strogttire
guestions, including the order in which | asked them, and insisting the teachers provide
“best” answers” (p. 173). This study has strived to structure a protocoldbéd guide
the interview in a fluid and meaningful direction. Although questions have been created
to maintain a consistent structure to each interview, they were intended gpbeded
to in an open-ended manner. Table 3.2 provides a visual summary of the study’s cross
alignment of major research questions and the interview questions as theytpdtiai

individual interviews and focus group interview.
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Table 3.2:0rganizing Summary of the Three-Series Interviews

3.2a Interview One: Cross Aligning Major Research Questions and Interview

Questions

Sub-Questions

Interview Questions

What influences a man’s
choice to become an

elementary special educatiof
teacher?

Why did you decide to become an elementary
level special education teacher?

When did you know that you wanted to be &
special education teacher? When did you
decide to teach at the elementary level?

What life experiences influenced you to ente
this career?

-

Is teaching special education your first career,
or were you in another career before teaching?
If so, what influenced you to change careers?

How did your family and friends react to your
decision to teach elementary special
education? Did they support you? Was anyone
not supportive?

Describe the male who has had the greatest
impact in your life.

Did you have any male teachers when you
were in school?

o

Did you enjoy school?

Is there anything that you would like to shar
that we have not already discussed today?

1%

3.2b Interview Two: Cross Aligning Major Research Questions and Interviey

<

Questions

Major Research Questions

Interview Questions

How do men describe their 1. What do you actually do on the job?
role as special education 2. What is it like for you?
teachers and their professional
experiences within the
elementary school setting?
How do you view yourself as 3. What are the best qualities that a special
a male in the school in which education teacher should possess? Which of
you are working? these do you possess?
4. Is there anything that you anticipated about the
job that you found not to be true? What did
you not anticipate?
5. Describe your relationships with students,
parents, teachers, and administrators.
6. Is there anything that you would like to shar

1%

that we have not already discussed today?
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3.2c Interview Three: Cross Aligning Major Research Questions and Interview
Questions

Sub-Questions Interview Questions

What influences enable men 1. Given what you have said about your life, both

to persist in their roles as before teaching and as a special education

special education teachers teacher, what is your lived experience as a

within the elementary school special education teacher?

setting? 2. Given what you have stated in these
interviews, where do you see yourself in the
future?

3. Do you think that the status of teaching is an
issue for male teachers and if so, why?

4. What do you think could attract more men tg
the profession?

5. Is there anything that you would like to shar
that we have not already discussed today?

D

The questions were developed to determine if the participants’ experiences thugpor

findings that were outlined in the literature review of this study.

Procedures

The researcher contacted the three confirmed participants either bygrhone
email to discuss the next steps in the research process. At this phase,\tl@vinter
process was discussed and the first group meeting and interviews wehadedherior
to beginning the first interview, each participant was provided with two copestudy
participation consent form, which informed each participant of their ragids
established that confidentiality was guaranteed. Both consent formsigeee by the
researcher and participant. A copy was maintained in the researdditiential

records and the second copy was provided to the participant for their personal records
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The three-interview series was employed for this study. The details of the
three-interview series were provided earlier in this chapter. Intesweawe semi-
structured in format and participants were individually interviewed at thequsly
established location. The interviews were recorded by utilizing twatagidio
recording devices as well as the researcher’s use of the interviewgbttottake notes as
deemed necessary. As Sargent (2001) recommends, the interviews were tilogbdrhns
and coded. Once the transcribing and coding phase was complete, the reigamche
listened to each interview while reading the corresponding transcriptionalldvsed the
researcher to make notes on the transcription document and record any artbatdties
notices during the interview, such as long pauses, a change in tone of voice, and so forth.
The researcher then identified commonalities among the participantshteargl
reflections, and accounted for the individual experiences that were uniquéto eac

participant.

Trustworthiness of Data
Issues of validity and reliability are prominent in qualitative reseanchthey
may be viewed in a different light when considering the experiences ampip@ns of
human subjects. Thus several strategies were employed in this study iroqgnaetide
both valid and reliable data.
As Brinberg and McGrath (1985) advocate: “Validity is not a commodity that can
be purchased with techniques” (p. 13). Instead, “it depends on the relationship of your

conclusions to reality, and there are not methods that can completely assyoe thate
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captured this” (Maxwell, 2005, p. 105). Maxwell (2005) further emphasized that
gualitative research design should illustrate how specific possible threalslity vaay
be ruled out. He describes the importance of collecting rich data as a meansdse
research validity. Maxwell (2005) states “both long-term involvement and intensive
interviews enable you to collect ‘rich’ data, data that are detailed aiedl\earough that
they provide a full and revealing picture of what is going on” (p. 110).

An additional aspect of providing valid data is the process of respondent
validation. “Respondent validation (Bryman, 1988, p. 78-80; Lincoln & Guba, 1985,
referred to this as ‘member checks’) is systematically soliciéagback about your data
and conclusions from the people you are studying” (Maxwell, 2005, p. 111). The
participants of this study were provided with copies of their transcripts had ot
pertinent data to review in order to eliminate the possibility of the resz&rch
misinterpretation of their speech and actions. The participants each @ahthrat their
responses did, in fact, accurately represent their experiences at the conaiesich
interview.

A final note to consider when conducting qualitative research is the genévalizat
of findings. Maxwell (2005) notes that: “Internal generalizabilitgrefto the
generalizability of a conclusion within the setting or group studied, while ekterna
generalizability refers to its generalizability beyond thatrsgtir group” (p. 115). Since
the purpose of this qualitative study is to explore male special educationr$2ache
perceptions of their experiences of the phenomenon of teaching at the elersembaty

level, only internal generalizability will be of concern. This study kbt identify
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shared experiences among the participants and thus generalizatidres mwwdbde among
them. However, this study makes no attempt to make generalizations to the outside
population of male elementary special education teachers. This is simptlya&lived

experiences of a set of particular cases.

Data Organization and Management

Successful organization of data was critical to the success of thys Gradswell
(2007, pp. 142-143) describes several principles regarding data storage and handling that
are appropriate for qualitative research that include: always developpbambues of
computer files; use high-quality tapes for audio-recording information duriexyiesivs
and make sure that the size of the tapes fits the transcriber's machine; davektpra
list of types of information gathered; protect the anonymity of partitsgplay masking
their names in the data; and develop a data collection matrix as a visual meansngf loca
and identifying information for a study. The organization of data within thiy stud
adhered to the aforementioned principles. However, further efforts were usedr® ens
appropriate data management.

Transcribing occurred upon completion of each interview. It was decided that
transcribing the interviews would be beneficial to the study because it wasddree
traversing of data. Rather than sifting through hours of audio recordings of the
interviews, transcriptions allowed the researcher to move from sectionitmsaad take
notes directly on the texts as needed. Furthermore, by allowing eaclppattic read

the transcript of their interview, a dimension of internal validity was added.
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Upon completion of the transcribing process, the researcher then listeraeti to e
interview while reading the corresponding transcription. This allowed thandeer to
make notes on the transcription document and record any anomalies that he noticed
during the interview, such as long pauses, a change in tone of voice, and so forth. Hard
copies of all transcriptions and related information were securelydstoeelocked file
cabinet in the researcher’s home. Furthermore, electronic copies of docunents we
maintained from the researcher’'s home computer and saved to two separata ext
devices. These were also stored in the locked cabinet when not in use. Additionally,
numerous drafts of this study required efficient management. Thus, each draft was
carefully notated, dated, and numbered to maintain organization. Back-up files of all
documents were also maintained and filed appropriately under lock and keye\dridi
storage devices will either be destroyed or erased upon the successful defeisse

dissertation.

Data Analysis
Sargent (2001) noted that in his own research, “analyzing the interview was an
ongoing process” (p. 173). Thus, in an effort to address the overarching reseatmnque
of how men experience their identity as elementary school special edueaiibers, it
was decided that thick, rich descriptions of their experiences would yieldabokata.
Thus, participants’ descriptions were recorded and transcribed to presehtfiastua
person accounts of male teachers’ perceptions of their experiences of tedemagtary

level special education. Transcripts were used for interpreting the data.
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Creswell (2007) recommends that data analysis begins with the process of
researcher introspection. This practice allows the researcher tdbddssror her
experiences in the phenomenon under study in an effort to put personal experiglgges asi
to the extent possible, in order to focus on the participants in the study. Thus, the
researcher must make any potential biases that he may introduce to thesstudy

transparent as possible. This is done through the use of a subjectivity statement.

Subjectivity Statement

| have a strong personal relationship with the field of special education. This
association with special education will undoubtedly have an influence in the manner i
which | conducted this study. It is anticipated that this relationship alsendéd the
manner in which | analyzed and interpreted the information gained from thecresea
Due to the expected bias that | may have imposed on this study, it is impdrative t
make my subjective relationship to and experiences with special educatianspatent
as possible.

Van Manen (1990) explained that each researcher introduces subjectilagy to t
study at hand. He stated that “subjectivity means that one needs to be asvggrcepti
insightful, and discerning as one can be in order to show or disclose the object in its full
richness and in its greatest depth” (p. 20). Qualitative research is pric@rdgrned
with “understanding how a particular researcher’s values and expectatioescefthe
conduct and conclusions of the study (which may be either positive or negative) and

avoiding the negative consequences” (Maxwsell, 2005, p. 108). Therefore, iaias cr
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that | take an introspective look within myself to identify the subjectivityltbahg to
this study.

Education is an integral part of my life. As a former elementary speahiglation
teacher, | recognized the potential bias that may have entered thehekeato my
close connection with the topic. As | read the various literatures and engage
interview process, my personal experiences were readily recognilzedalgh the voices
of the participants.

The moment | first stepped into my wife’s classroom many years agew thrat
teaching would somehow become my future. Amazingly, after just a yeattliedm
fateful day, | found myself with a classroom of my own as an elementarylspecia
education teacher. While this phase of my life lasted only five yearsnettanuch
about myself and the manner in which | view special education. During my five gfea
teaching, | worked at two schools and with a myriad of children, both wibitiges
and without. | have worked alongside many teachers, instructional assisfaacialists,
related service providers, and administrators. As with any relationshipspi@ial and
personal, | would never suggest that they existed without flaws. However aahearte
within elementary schools, | found myself in mutually kind and respectful profeksiona
relationships. | was happy.

Although I reflect on my time as an elementary level special educationdeas
a period in which | was happy and content in my career, | did have experierides tha
believe are unique to being male in a female-dominated milieu. During four of¢he fi

years of my teaching career, | was fortunate enough to have fellowenakers.

84



Although I never had the opportunity to work with other male special education teachers,
| did have the opportunity to work with men who served as regular education teachers
and specialists, such as physical education, and music teachers. | trygddmwing
other men in my schools and the sense of camaraderie and friendship that they provided
This appreciation was fully realized during my fifth and final year of teactiduring the
final weeks of summer leading to the start of the school year, it was brougit to m
attention that the other male teachers had left the school for one reason or dhather.
came to me as a complete surprise, and an unpleasant one at that. Perhaps grounded in
personal insecurity, perhaps for other reasons that | am not yet@wbafeund myself
distressed over being the only man in my school. This is not to say | did not have good
relationships with my female colleagues. In fact, | had fantasticaiesdips with them;
yet it was also true that | felt isolated.

During the year of being the only male teacher within a school or thewkarsl
had other men by my side, | always found myself centered on the reasowaisahkre
in the first place: the children. | would not trade my experience as abkpdacation
teacher for anything. It has allowed me to work with children of varyingaagges and
diverse abilities. There were moments that | experienced frustration suetemt’s
ongoing negative behavior or difficulty understanding a lesson, but those moments drove
me to be a better teacher. | truly believe that my students all knew thateheyny
world. | also believe that their parents and teachers would agree thaetwentling but
the best for each of them. There were, however, moments in which | felt othersrquest

my motivation to teach.
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| first felt the sting of prejudice at an open house during my first year diiten
As a fresh face in my school, students and parents did not yet know me or understand
who | was as a person or teacher. At the beginning of the open house, I first noticed a
father staring me down as he passed me in the hallway. Despite my best effouts¢o c
his judging glare with a friendly greeting and smile, he walked by withduoadedging
me or easing his expression. That day | had additional experiences sirtti@rone with
this man. In fact, | became quite familiar with such treatment overainese of my
teaching career. However, | also learned that despite an occasionahautilve
reaction that some parents had towards me, | have found that these parents wowld quickl
embrace me as a positive part of their child’s life and education. My remgeng as a
teacher were ultimately a very positive period in my life. Yet | found thisidedo
move on to a new chapter in my life rather easy to make.

Due to my education as a doctoral student in Washington, DC, | was allowed
exceptional opportunities to serve as an intern to the United States Department of
Education’s Office of Special Education Programs (OSEP). After two whwhdemmer
internships and a great deal of expressing my interest in serving the fsgieloml
education at the national level, | found myself in a new career. | becameiéull t
employee of OSEP, and | was and continue to be thrilled about this sudden advancement
in my profession. Although | found myself missing my previous life as a special
education teacher, | knew in my heart that | had made a career decisiondbét |

never regret.
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My career as an education program specialist at OSEP led me furtheiramva
the role of a special education teacher and further into the federal compon@etsialf s
education. My experience at OSEP has been remarkably different from teddhingw
workforce consists of a balance of men and women of varying ages and nationalities.
Now that | work with adults, rather than predominantly children and women, | have felt
much less isolated during my time as a federal employee and | feeathatdw part of
the group, rather than a gender minority.

My interest in better understanding the perceptions of male teachergeexpe
of teaching elementary level special education was greatly influenaag byn
experiences. Now that | have stepped out of the familiar milieu of the ekmyenhool
setting, | have spent a great deal of time reflecting on my life aekpéucation
teacher. | have given much consideration to this phase of my life and look back &n it wit
a loving fondness for my past students, colleagues, and schools. | also look back at this
time with sadness that despite my own positive experience as a male elgmeatal
education teacher, | never knew any other men in this very specific fiesdanjt
personal belief that men have many positive things to add to this field and schools and

students alike are at a loss for their relative absence.

Researcher as Instrument: Addressing Researcher Bias
Since | am an elementary special education teacher and therefore tlage a
relationship to the topic of this study, it was imperative that | be mindful gfatential

influence that | could have on the research process. It is important to notkabhat |

87



lived the professional life of the male elementary school special educattbetead |
have shared many of the same experiences as the males who participatextudyhis
Thus, as the researcher, it is reasonable to view myself as an ‘insidettummst of the
study, as my professional background, experiences, and knowledge of elenestealy s
education will be immersed in the research process. Denzin and Lincoln aliegdbe
interpretive nature of qualitative inquiry by explaining that ‘qualitativeassh is a
situated activity that locates the observer in the world. It consists of aistErpretive,
material practices that make the world visible’(Denzin & Lincoln, 2000, p. 3). The
researcher’s perceptual acuity in observation and finely developed cdpaeiigiting
detail from respondents are paramount. This concept of researcher as instrument
accentuates the distinctive function of the researcher’s knowledge, pempaat
subjectivity in data acquisition.

While each voice in this study is individual, | do believe that because | have
traversed a similar career path, | share a common bond with the subjedssindy.
While this relationship to the topic can offer a deep source of thoughtfulness when
conducting the research, it is vital that | be attentive to my role agmelary special
education teacher and as Creswell (2007) describes, bracket it during tiewnte
sessions, to avoid introducing bias to the progression of this study. Van Manen (1990)
describes bracketing as “the act of suspending one’s various beliefs inlitlyeofehe
natural world in order to study the essential structures of the world” (p. 175). The
researcher is also instrumental in translating and interpreting datagehi®om the

respondents into meaningful information. Thus, the perspectives that | bring to tlis stud
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are multi-faceted and complex. In short, the purpose for this study has evolvechyr

own experiences and may have impacted my collection and interpretation.of data

Steps of Data Analysis

Creswell (2007) provides a suggestion for conducting a phenomenological
analysis. He notes that his approach (p. 159) is a modified version of the Moustakas
method of phenomenological analysis. This approach is as follows:

1. The researcher must describe their personal experiences and relatiotiship wi
the phenomenon that is under study. This is what is known as the researcher’'s
subjectivity statement and it is an attempt for the researcher to sehigsote
her personal experiences, to the extent possible, to better focus on the study’s
participants.

2. A list of significant statements ought to be developed. Such statements come
from the interviews and other data sources, such as notes and memos. A list of
non-repetitive and non-overlapping statements about how participants
experience the topic is created and each statement is considered to have equal
value.

3. The significant statements are grouped into larger units of informatio whic
are called themes.

4. Textural descriptions are then written. Textural descriptions descriaietiad
participants experienced within the phenomenon. These descriptions are

supported with verbatim examples from the interviews.
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5. Structural descriptions are then written. Structural descriptions describe ho
the experience occurred. The researcher then reflects on the setting and
context in which the phenomenon was experienced.

6. The last step involves writing a composite description. Composite descriptions
of the phenomenon integrate the textural and structural descriptions to
uncover the essence of the phenomenon. This section describes what the
participants experienced and how they experienced it.

This study employed a modified version of Creswell’s (2007) above steps for conducting
a phenomenological analysis. A modified approach was taken in an effort to tieeluce
number of steps in the process. Thus, this study utilized the following steps to canduct it
data analysis:

1. Describe Researcher Subjectivity and Bidsiegan the analysis of this study by
describing the personal experiences and relationship that | held with the
phenomenon that is under study. In this case, elementary level special education.
This was done in an attempt to not only share what personal and professional
experiences | bring to the study, but to also attempt to set aside thesereg=eri
to the extent possible, to better focus on the study’s participants.

2. Transcribe the Interviewsl immediately transcribed each interview upon its
completion to capture the conversations verbatim. When each transcription was
complete, they were shared with the appropriate participant to verify their
statements. Upon verification, | listened to the interview recordings veatiing

the transcripts several times before beginning my analysis.
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3. Coding: At this point, | developed a list of significant statements that described
how the participants experienced being a male teacher of elementagpevel
education.

4. Identifying ThemesThe significant statements, or codes, were grouped into
larger units of information, or themes. The themes described what the participants
experienced within the phenomenon and how they experienced it. The themes
were supported with verbatim examples from the interviews.

Again, this study closely follows the aforementioned steps and procedures provided b
Creswell, but with a shortened approach. A slightly modified visual représentéthis

model can be found in Appendix C (Creswell, 2007, p. 170).

Human Subjects and Ethical Considerations

Studies involving the inclusion of human subjects require numerous ethical
considerations. The Pan American Health Organization (PAHO) of the WorlchHealt
Organization (WHO) provides a series of ethical guidelines for researalving human
subjects. The following guidelines were employed to ensure the protectionhoinize
subjects involved in the study: provide the subject adequate knowledge of the appropriate
facts and the consequences of participating in the study; the anticipatedrdofhe
subject’s participation; the anticipated benefits that may result as amautdédhe
research; all potential risks or discomforts to the participant; all recolidse kept
confidential; all research will occur at no cost to the subject; the partisipee free to

withdraw from the study at any time; obtain a signed form as proof of individual
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informed consent. There was no risk or potential harm involved in this study.
Nonetheless, extreme care was put into ensuring that each participanstodiibe
treated with the utmost consideration in regards to these ethical guidelinéer F
measures to ensure the ethical considerations of human subjects wereadethmeagh
the George Washington University (GWU) prior to beginning the study.

This research was conducted as part of a doctoral degree in the field af speci
education at GWU. All research conducted at the GWU is required to undergo the
evaluation of the Institutional Review Board (IRB) prior to its start. GWRH9)

Office of Human Research states:

The IRB reviews research projects which involve human subjects to ensure that
two broad standards are upheld: first, that subjects are not placed at undue risk;
second, that they give uncoerced, informed consent to their participation...The

GW IRBs are responsible for the review of all research activitegsvolve
human subjects, whether directly or indirectly. In addition, the Director of the
Office for the Office for Human Research (OHR) is responsible forwavgeall
these research activities that qualify for exemption from, or waiver®téRiew,
as outlined in the federal guidelines.
This research underwent the IRB review process within GWU beforecbsgaproval
was sought from the school district in question. The school district alsodceesdsearch
screening process that research candidates must undergo before reqgvavgl to

conduct a study. The district’s online Office of Program Evaluation discussea#¢hia c

for approval, which are as follows:

In general, the screening committee weighs the benefits of each proposed study

against the burdens it creates for staff or students. Any or all of the following
factors may be considered in granting or denying approval: value or retevfanc

the research topic, questions, and hypotheses to the current needs and interests of
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“the district”; quality and technical adequacy of the study; feasilmfithe study,
including amount and kinds of resources requested from the school division and
amount and kinds of resources supplied by the applicant; competencies and
gualifications of the applicant, including the demonstrated quality of writing and
research skills; potential disruption of the instructional program and of
administrative responsibilities; potential encroachment on the privacy and legal
rights of students, parents, and staff members; support of the “the district”
administrator who has agreed to be the sponsor.

The researcher met the aforementioned criteria. Upon receiving camndinméapproval

to proceed with the research in the district, the researcher identifiedigloparticipants.

District teachers who committed to participating in this study weeted with the

utmost ethical considerations.

Summary

This chapter has described the methodological blueprint and process for this
gualitative, phenomenological study which explored how men experience their idasntity
elementary special education teachers. This researcher has ettéonipting together a
variety of approaches, traditions, and strategies. This study drew upon in-depth
interviewing for data collection, multiple sources for narrative analysiscategorical
analysis for the identification of emergent themes. As such, the study’s puanpads
research questions guided the analysis and the end product of the study. The remaining

chapters of this study will present the research findings.
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CHAPTER FOUR

Results

As mentioned in the previous chapter, the interviews in this study were generate
through a systematic set of questions which focused on revealing how menrexgerie
their identity as elementary special education teachers. Spdygjftbed exploration
included an investigation of how men describe: (1) the factors that influenced them to
become elementary special education teachers, (2) how they view their nodeias s
education teachers and their professional experiences in elementarg s(3)oshat it
means to be “male” in the context of elementary education, and (4) the infubate
enable them to persist in their role as elementary special educatioerseddie
participants of this study openly and honestly shared their personal accountsnoingec
and being elementary special education teachers. The interviews conveyehilthtie
participants experienced various challenges in their careers, theaxpksidenced a
number of personal rewards.

As with any career, teaching is integrally related to the identityeoindividual.

By asking the participants to share personal information, the researcher wadaiat

that they would be fully forthcoming in their responses. Therefore, in an atempt t
increase the comfort level of the three participants, the researchedithaém to an
introductory lunch meeting. During this lunch meeting, the purpose of the research was
discussed and grounded in the overarching research question mentioned above. It was

hoped that this experience would enable the men to begin engaging in sefiorefied
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support their preparedness for the subsequent one-on-one and focus group interviews.
During the following interviews, the men were allowed to respond to each question as he

saw fit. Each was sincere and unguarded in his responses.

The Patrticipants

To commence the process of accurately portraying the voice and individuality of
each participant, each of the men engaged in a series of two individual interviexes be
the third group interview. This interview process allowed for a better undensgeof
how these men experience their identity as elementary school specei@uteachers.
However, the participant’s experiences cannot be fully understood or appredtatad w
first learning who they are. In order to ensure that the participant’s informratmained
confidential in the study, each of the men were provided a pseudonym to maintain their
anonymity. The participants, Caucasian men in their early thirties, areectto as

Steve, Matt, and Carl.

Steve

Of the three participants, Steve had a particularly unique childhood. Spending the
majority of his youth living throughout the world, Steve moved with his family as his
father pursued his business career. Born in Atlanta, Steve moved to Belgium, Minnesot
Thailand, Minnesota (a second time), Michigan, Ohio, and then to a mid-Atlatéi@sta

the time of this study. Now 30 years old, Steve further shared that whileveelsn
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number of places, he’s lived on the east coast for the past seven years, the longest
duration of stability in his life. Steve described his experiences as follows

I've had a very incredible life. I've been very fortunate but, you know, it’s Isad it

benefits, but it's also been hard. It's been hard trying to have consistent

relationships, but here, it's nice because I've lived here the longest. I'neabke

to build up and maintain relationships, ones that will probably never die, even if |

move from here.

When discussing his family, Steve shared that his parents have been married for
40 years, and that he has one older and one younger brother. When asked about his
relationship status, Steve indicated that he is currently single but had been dating
recently. While Steve does not have a family of his own at this point, he keeps busy with
his teaching. When not on the job, he spends a great deal of time engaging in his passion
for music, sports, and exercise.

Steve did not immediately enter into elementary special education after
graduating from college. In fact, he earned a bachelor’s degree in pgpchdich led
him to pursue behavioral therapy upon graduation. After a brief period as actinstl
assistant (IA), or teacher’s aid, he decided to pursue a master’s degreeiah sp
education with an endorsement in emotional and learning disabilities. Although not fully
sure of his decision to become a teacher, Steve knew that he wanted to work with
children as he shared, “I prefer the younger crowd. That's really Wwkergotten a lot

of my experience from. What | like to do is change the kids when they'rgaiitig.”
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Matt

A 33-year-old elementary special education teacher, Matt comes fiamg are
of educators. Interestingly, it was the men in his family who blazed théatriis career
as he grew up in Pennsylvania. His grandfather was a teacher, principal, and
superintendent; his father taught for 35 years; and even his brother is a high school
teacher in the same district that Matt now works in.

Now a father himself, Matt shared that he has been married for eigbt Mear
has two children, a three-year-old boy and a one-year-old girl. Maintaireng t
importance of education in his family, Matt’s wife is also a teacher buiutdser career
on hold to stay at home with their children. In order for him and his family to be able to
live comfortably in the area, Matt and his wife had to sell their townhouse and move
further away from his workplace.

As a double major in his undergraduate education, Matt earned bachelorsdegree
in elementary education and special education. His general education degrdersed
for K-6, while his special education endorsement is in K-12 for students with chtelle
disabilities. Matt also holds a master’s degree in educational adntioistiBhis range of
degrees has allowed Matt to experience a large scope of the positions anfdathsee
offered within public schools. While he has been a regular education teacher, Matt has
found himself pursuing his true passion over the past several years—working with
students with disabilities. It was clear that working and interactirtgyatiters has been

of the utmost importance to Matt during his career.
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| always knew I'd do something with human services. | enjoy interactithg w
people and, I'm not, | don't like, I like people to be having a good time. | don’t
like a situation where someone isn’t laughing or, | would never want to do
something where | would be in a cubicle by myself. | want to be interacting with
people. But with education, | never thought | would go into education until | went
into education.

Carl

Also from Pennsylvania, Carl is a 33-year-old elementary special educ#ber i
district at hand. Growing up in a supportive family from a small central Penngylva
town, Carl went to college where he met his wife, also a teacher. Aftendi#sgado an
advertisement for a job fair in the district, the two were offered teachsitigns and
immediately moved to the area in which this study was conducted. After a dietchee
area, Carl has made it clear he and his wife have stayed much longer thaadthey h
originally intended. Armed with a bachelor’s degree in special education andea’snast
in education, Carl began his career as an instructional assistant in a piréscbloildren
with emotional disabilities before moving to the district. Eventually, he took daeimhe
the class. In time, he and his wife moved to their current location.

Carl noted that he taught elementary special education for seven yeéersame
school. Eventually, he took a position as an Inclusive Schools Resource Teachgr (ISRT
which he described as still functioning as a special education teacher, but vath ext
responsibilities. As Carl shared, “It's just where | have six schools tias$ responsible
for basically anything in special ed, at the school that they were hawirgerwith. |
was basically that person that could come in and support them. Whether it was

curriculum, teaching, personal conflicts, behavior, all of that. That was megnEiPs,
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doing all that.” In the following year, Carl found himself back in the classraiten the

ISRT positions were cut. After a year back in the classroom, Carl bechemaaor
intervention teacher, which he described as “a resource position that suppbessteac
Pre-K through high school and all of their behavior problems that they are having in the

classroom.”

What Influences a Man’s Choice to Become an Elementary Special Esu€atcher?
The men of this study gave an open account of the road they traveled which

ultimately led them to elementary special education. While the magdribe

participants were not able to credit a specific individual as the catalystiotareer, the

overwhelming focus among them was the backing of their families.

Familial Influences

When speaking of his own influences, Steve emphasized that his father has been a
key role model in the direction he has taken. Although Steve did not become a
businessman as his father did, he has learned much from his father’s work ethic and

drive.

| think my dad has been a very positive role model. Because, just of what he’s
accomplished in his life and I think that he’s just done so much for us as a family
and | am very fortunate to be able to live the life that | do. Because | know that if
I’'m not a teacher, |1 still have my family to fall back on. And | know that a lot of
people don’t have that opportunity. It’s like, I think he, just seeing how long he
worked, the hours he worked, it’s just, just how he really pushed us through life,
you know, but it was never like he pushed us to the point that he was telling us
what to do. He never told my brother you can’t be a film student. Because there’s
just no chance you're ever going to be making films, the likelihood of that. He
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was always behind what we wanted to do. He’s very proud of what | do and so, |
definitely look up to him and | respect that. Um, my mother too. | mean, she put
up with three boys and when you're overseas, that’s all we had, was each other.
While agreeing that his father was also an influence on his decision to teach,

Matt’'s experience was more visibly grounded in education. Although not a special

education teacher himself, Matt’s father was aware of the need for spdwtaition

teachers. This knowledge afforded Matt an insight to the possibility of pursoarger

that was in high demand.
A lot of it was influenced by my father and him being like | want you to have a
job and special education was high push. And back then, there were no males in
special education. There were no males in elementary education exceptineaybe
two males in sixth grade, so, there was a lot of him pushing...You know, the
feeling of accomplishment that you get with working with kids, with helping
someone in special education, | think you get a lot more of it in special ed than in
general education...My grandfather was, | was very close to him befpasked
away and of course his teaching and being a principal and superintendent and all
that, it pushed me, it was a factor that | realized later.

Matt recognized that the position he grew up in, of having both a father and grandfath

in education, was exceptionally unique and was a great contributor to his careds pursui

Educational Influences

When discussing their own educational experiences, the participants repdrted tha
they did not have many male teachers throughout their schooling, and among those they
had, none were considered to be highly influential on the participants’ decisionho tea
However, there were a few instances in which they described positive expsnémen

being taught by male teachers. Steve spoke of his experiences with rolagzgea
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| did have a male teacher. He was a weirdo. But that's what | liked about him. He
was just so, sort of off the wall. He was off the wall, but not completely off the
wall. He would just teach us in a way that was engaging. But | think that it was
seventh or eighth grade. It was when we were living in Thailand. And he would
read the headlines of USA Today. And | always thought it was kinda cool that he
would read that to us and make us feel like we were back home. So that was really
cool and he would always talk about his bucket being half full or half empty,
depending on his mood at the time. I just loved that and thought that was just so
cool. | had a teacher in sixth grade | just hated. He was the most boring bay in t
world and the most difficult teacher | had. He wouldn’t make the material
exciting. He had a projector and he would just go down his notes and we would
have to copy the notes.

Carl was less positive about his personal experiences with male teactiecte
models during his discussions. He noted, “As far as the positive, really posite® inal
don’t think so. There were some coaches along the way but nothing that I think,I really
really latched onto.” Matt expressed both positive and negative experierlceaale
teachers.
| remember several male teachers. | think the first male tedakarember, the
first was in sixth grade. There were two male teachers. The typicaBtwoy
homeroom teacher, there was no impact at all. He was ready to retire and olde
Just sat behind his desk and taught. The other teacher I did like was good because
he came out and played recess with us and interacted, he tried to form a bond with
the students, which | think is so important and a huge part of teaching students.
The appreciation that Matt had for the teacher who engaged the students btingterac
with them outside the classroom, was supported by Carl’s recollection of tloé sort
person he remembered teaching special education.
| do think, the special ed teachers that | knew in high school seemed to be more
laid back, kinda easier going type of people. You know what | mean? They

weren’t so driven with the teaching and they had more of a personality and
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seemed a little happier, a little funnier, a little more flexible...I grapwell, if
I’'m going to be a teacher, that’s the kinda teacher to be. | do obviously want to
help and there’s a spot in me that sees the kids that are really struggling and
really want to support them and see what | can do for them.
While Carl was never able to cite a specific adult, whether a teachehn, coanentor, as
an individual who influenced his decision to teach, he was cognizant of the various
educators and teaching styles in his own schooling, which seemed to be impactful on
their own merit. Matt elaborated on his own educational experiences with algener
negativity, especially as compared to the quality education he was now prowding a
teacher.
| never really had a teacher to inspire me to do, | don't feel like my edneeds
very good. When | see what we’re providing and what we’re trying to do, | don’t
think it's even close. Now it could be that times are changing...I think the main
factors that | attribute now are that, one, |1 don’t feel that | ever hadAthd |
feel it's important for kids. |1 don’t ever feel that | had a teacher whoaared. It
was more of a job to them.
Matt continued to discuss a much more positive experience in college in which he had an
education professor who was a true source of inspiration. He described, “A @rdfess
had in college who inspired me to stick it out. | guess looking back, there werey't ma

teachers or professors who inspired me but she did. | think | had several citis$es w

and her passion for it, kinda inspired me.”

Professional Influences
Steve spoke of his early professional experiences when he first moved to the area

Prior to becoming a teacher, he worked as a behavioral therapist for a cohgiany t
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specialized in applied behavioral analysis (ABA) for children with autiseveSwvorked
in this job for a year and in time, his aunt brought up the idea of becoming a tea¢her. Ye

he expressed uncertainty about whether he was suitable for the job.

They were opening classrooms for autism but | didn’t know if | wanted to be a
teacher yet because | hadn’t really had experience in a classroorwasialtl

ready to deal with like seven children with autism at once. | had been used to
doing just one-on-one and | wasn’t sure about it. | had all these reservations about
it. That it couldn’t work. That it wasn’t really the right thing to do. | meanasw

very much an advocate of one to one when it came to that stuff, but I tried it

anyway.

While in high school, Carl knew that he needed to begin considering his direction
after graduation. Due to a lack of certainty about his future, he began to weagitibis

regarding the possible paths that he wanted his life to take.

So, come junior, senior year, | was like, what am | gonna do and then, we didn’t
have a lot of money at the time, and there was a community college. It's one of
Penn State’s branches that’s 20 minutes from my house. So, it came down to the
decision, do | want to go to a college far away or do | want to just go thete, star
something, and see where it goes. And based on that, based on my lack of
knowing what | was going to do and, money, it was like, okay, go there, still live
at home, drive to classes for the first year and honestly, late in my seaipl ye
think | began thinking about the special ed route. We had a few special ed kids at
my school and it was very backwards. My friends and I still talk about it. They
were basically hidden away. | knew who the teachers were but | was likes whe
were their rooms? It was almost like, | have no idea.

Steve noted his general lack of confidence to become a special education eéaemer
his experiences as a behavioral specialist, Steve was aware of the iatens®n
working with children with autism. Therefore, he decided to take a smadfemst

become an IA before leading a classroom of his own.
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But | definitely felt like | wasn’t ready to do that at that point. That’s Wwhy

jumped into the IA position. Just to get an idea of what a classroom should look
like. If I had the confidence to do it...I watched how she did things and I just
kinda fell into it pretty easily and | felt maybe | can actually applytwiia

learned in my previous position without too much hassle and it turned out to be
pretty fun and we acted both, almost as teachers, rather than one beingrite IA a
the other the teacher, which was kinda nice.

Ultimately, Carl’s decision to become a teacher had much to do with selftrefl and

looking within to determine what career he was most aptly positioned to pursue.

| think with me, it was very much, when | look at my skill set and what | do and
how I interact, and I'm able to hang out and talk to pretty much anyone, knew that
with kids, | don’t want to say | had a gift, but something where | could work with
kids and | knew that, and all along I've been able to work with the younger kids
and | always knew that | was going to work with kids but I didn’t always know

that | was going to be a teacher. It's kind of the kids first and then, okay, | could
be a teacher then. It was kind of natural. Sort of looking in that realm, it was like
okay, that’s a route that | could use to work with kids. But as far as the middle and
high school, | think | never even, high school never appealed to me. | mean, | was
21 at the time. | did do some student teaching in the high school and | didn't, | felt
like they didn’t know if | was a new student or if | was one of their teachers. You
know, there just wasn’t enough of a discrepancy with the age. | felt like some of
them look older than me anyways. Like | said, | just wasn't into it and | think
there’s something to be said. | wasn’'t as comfortable. You know with elepenta
kids, you can get away with things. If you’re not fully prepared, or if youlsay t
wrong thing, they're five years old and they're not going to say anything. But

with high school, it's all over. They're all over you like, what, what? And with
middle school, sixth grade maybe, but seventh and eighth grade, no. My
progression would probably be elementary, high school, and then middle. | have
no interest in middle school. There’s just so many changes going on with them
and craziness that | just feel like with things you're trying to do, they thawe

own thing going on.

Each of the participants spoke to the numerous individuals whom they have encountered

throughout their lives. Additionally, few people were credited as having aitapget on
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their individual decisions to become teachers. However, in their discussiongntebec

evident that all of the men had an interest in working with children in some manner.

A Desire to Work with Children

During the interview process, each of the participants spoke of their desire to
work with children with disabilities. Additionally, the men each noted their @gpirto
be a positive impact on youth during their early years of life. While it mayeveed as
more conventional or socially acceptable for a man to teach in the middle or high school
levels, these men recognized they could improve the quality of children’s edutetih
academically and socially at the elementary school level. Thus, the giro§peaching
and interacting with children permitted the men an opportunity to see the impabethat
could have upon children’s learning and overall development.

Steve was able to recognize his desire to work with kids while in college.
Although he already knew he wanted to establish a career that improved tlué lives
others, it was not until his senior year that he realized he wanted to work divigotly
children.

I've always had that attraction to working with kids. And | always felt the tee

help others in a sense but | never really thought about autism. | was like child

psychology is a cool thing to be in, but | just wasn’t sure. So, in my senior year
during my undergrad, | went to Los Angeles for a summer. So | ended up working

a job out there at the UCLA hospital in their autism center. And | did that for a

little while and I sort of fell in love with it and the kids. The kids, there was just

such a uniqueness to the kids and | felt like | could just be who | was around
them.
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Matt echoed his love of teaching children with disabilities as he described¢hefle
personal reward he gets from his daily work. It was clear that hifastitos is not only
grounded in working within the context of special education , but also in the fact that his

students are in elementary school.

You touch the kids, as you do with all kids, but the special ed kids appreciate it
more, | think. You really make a difference. | mean | like it. People arg like
“How can you go from general ed to special ed? You're crazy.” For m@st’'s
being comfortable with teaching...l never have been really interesteghn hi
school...I did middle school for a little bit but it was more of an administrative
role. And I liked the age, but in high school, | don’t know, | guess | didn’t want to
come right out of college and be almost the same age as some of the students.
That just didn’t seem right to me. | just always enjoyed working wile kits. It
was always fun for me and, you know, even sixth grade is a little old for me. |
really like third and fourth grade. You know, they still love school, they still love
you, but they're old enough to do the work and be straight with you.

Carl's experiences also led him to recognize the pleasure he got out afgvorki
with a young population. Interestingly, he did not express excitement towarkisg
with children in the lowest grades. Rather, he expressed a desire to be wittinchiho
are in the lower to middle years of their elementary education.
My favorite grade that | ever taught was probably second. | taught thirgefor t
majority though, and | taught fifth last year. | originally decided that wiggn |
hired down here it was for a kindergarten position, and thank goodness it did not
work out. | don’t think that | knew what | was getting myself into with the songs
and the cutesy, and that’s not me at all. And what happened was, the kindergarten
teacher that they thought was going to leave didn’t leave so, |, they ended
bumping me up to third, which | ended up liking a lot. So, second and third was
kind of what | liked the most.
Recognizing his student’s happiness towards school, Steve indicated thatytheir jo

becomes his joy. With reflection, he recognized that much of their positiveoreact
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towards school likely has to do with the level of reciprocated respect that tivey sho

toward each other.

All my kids love being in school. They always get off the bus with smiles on their
faces. And that's what makes me the happiest. You know, that I'm doing my job

in a positive way and they’re not crying when they see me. | think in that sense,
they're happy because we have a respect for each other. Personally, | can

believe how much they like school sometimes. Like, the other week, | had a
student who was really sick. She doesn't really have any language, but when her
dad came to pick her up, she was so upset. Just wanting to stay there. | just felt for
her and that she, | don’t know, maybe school is just better, | don’t know. | think

I’'m so amazed by that positive reaction when they come to school and sometimes
they don’t want to leave.

Matt reflected on his students and the importance of his interaction with them
outside the classroom as essential to developing a positive bond with them. éte argu
that developing positive bonds is key to being a successful teacher and making school a
high-quality experience for students.

| think a lot of these kids, especially those that are socially and economically

challenged as well as special ed need a positive role model...And you know, now

that | don’t get to go out to recess because that’'s my planning time, if we work
hard enough, at the end of the day we will go out and play a sport. It's important,
that bond where they see you as a friend too...I think it's my personality to make
that bond. So, again, as a general ed teacher you have to find different places, you
have students for lunch or you pick different students at recess that you're going
to do an activity with. You have to find that bond with each student.

During the interviews, the participants were asked if they viewed beileg ma

when there are so few male teachers in elementary schools, if #senpe added a

positive element to students’ education. Carl noted his own experiences and a sense of
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capability to relate to students in a manner that may not be consistent wita fema
teachers.

And it's, you're a male, and there are things I'm able to do, that is diffeant fr

the female teacher. There are times that the kids are going to listen hal thea

are going to respond to me better than the females. It's kind of the added bonus of

being male...Overall, | think, one of the greatest benefits has been being amale i

the field that I'm in has helped with the kids. The kids really have responded to

me and | think has helped me out a lot. | think you get a little more leeway here

and there...I can tell you that my kids loved school.

Steve noted the pleasure he gets from working with his students. Not only does he
appreciate seeing his children advance in their education, he enjoys the unique
personalities that each of his students bring to the classroom.

| enjoy the children a lot. | enjoy working with them, seeing them leaen i

it's not a lot. Sometimes it's a lot. Sometimes it isn’t. | enjoy thenase

they're just unique individuals and | think I'm lucky. They respond to me in a

positive way. | mean, I, overall, | enjoy the experience.

Matt echoed his love of working with all students as well but he also emphasized
his appreciation for special education. Because he has had experiencegtesgiiar
education, Matt is poised to draw a true comparison between is experienoesntbizt
environment and special education. When drawing such a comparison, he noted not only
the importance of building relationships with his students but also the need to interact
with them in the classroom on a smaller scale for optimal effectiveness

You know, | love being with kids in all situations but the reason | like special ed

better is because it's a small group. The way | believe in education isgsousd

and | ran my gen ed class that way, like guided math and guided reading. You

have to have a relationship with the students and be able to understand what
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they're thinking to help them. Teaching to 35 students, if I'm lecturing,’t telh
who’s missing what. My favorite teaching experience during my careemvan
| was teaching inclusion in the third grade. It was two teachers in theatlldsy.
We would do a main lesson together, split up, take small groups. The kids were
always engaged...We were talking, smiling, we were happy to being there.

Setting himself apart from the other participants, Carl recognizétethang the
classroom presented its own unique experience. In particular, he noted that teetbas ha
sacrifice his ability to develop genuine relationships with students because herhas be
torn between so many school sites.

This year, | haven’t been able to build as much rapport with the kids as | have in

the past because I'm not there enough. I'm getting kicked and spit at by

kindergartners because I'm just that big guy that’s in their way and they don’t
know why. And there’s not enough time to build that relationship, so basically,

I’'m just kind of showing the school what you’re supposed to do. But in the

meantime, I'm just getting pummeled. I've found that a lot of times, if it's & kid

don’t know, I try not to get in the middle. But if there’s a situation while I'm at a

school, I'll usually help.

The positive effect of working with children in a role in which the participants
could directly see the benefits of their interaction was a valued kegmeterhtheir work.

By serving as a leader to children, these interactions allowed the meaitize tieeir

potential and the impact they could have by working with children on a regular basis.
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How Do Men Describe Their Role as Special Education Teachers and Theisierades
Experiences within the Elementary School Setting?
In an effort to better understand how each of the participants experience
elementary special education in their lives, it is necessary to bettestamtewhat they
each do and encounter on the job. Therefore, an attempt was made to examine g/hat thes
men experience as elementary special education teachers on a dgypéasidawWhile
each man’s experience is unique, there was an overwhelming agreementytbatthe

desired to improve the perspectives and school climate for special education.

Finding One’s Purpose

Steve expressed his recognition that there seems to be a generaklaciketad
interest in ensuring that people enter into the field of special educatitroi
elaborating on the reasons he feels this is so, he stated that: “Specialjest, iloing
what no one else will do. | feel like I'm doing a service and that’'s why | keey @i
The term “service” was brought up repeatedly during conversations with Stess. |
made clear that he viewed teaching special education as his purpose and means of
contributing to the betterment of society. Matt added that his purpose is grounded in
improving society’s perception of the field. He stated: “We just need to change the
perception so that we all see that kids learn differently. We all need to wotkeogad
break down those walls.” Similarly, Carl noted that while he did not originally plan t

enter the field of special education, once he did, he too felt a clear purpose.
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| just fell into it sort of and once | started, | kind of figured out that what |edant

to do was change perceptions and change school climates. | wanted to change it
so that the kids wanted to come with me. | don’t know if you can make special ed
cool but you can make it, especially in elementary school, a lot more pleasant for
all those kids. So that was my purpose.

On a day-to-day basis, Steve noted that it is imperative that he engagean a gr
deal of preparation in order to maximize learning potential and manage behavior
throughout the school day. He added that doing so is particularly challengémg wh

serving students with a wide range of abilities.

| do a lot of preparation because all my kids are on completely differeid.|&ae

| feel like | spend most of my mornings and after school preparing mateoia

each student will be able to get the same concepts. During the day, the mornings
run the smoothest. | see the fewest behaviors then so | am able to get through the
most academics at that point. | spend about, three hours in the morning, working
on reading and writing and some math. | spend a good 30 minutes where they're
in a morning meeting where I'm having them learn following directions, new
vocabulary, just working together and socializing...My IA and | work with the

kids in the centers and then the kids have independent work time. They can earn
tokens that they can use to earn a snack, computer, or things like that. | learned to
use positive reinforcement before | began teaching.

With a slightly larger caseload, Matt works with students in the sixth gradew
wide range of exceptionalities. A large part of his day consists of suppodistudents

in the regular education environment and pulling them out for self-contained math and

language arts.

| have 15 students on my caseload from the autism label, to OHI, to LD. | have
two AA students. AA is academic advanced. It's the new GT...I spend the
mornings, the students check-in with me and | make sure that their work is done
and get them situated for the day. On an average day, | push in for social studies
and science with a group that most of the special ed students are in. And then the
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students come here for math and language arts. Then at the end of the day it's
another check-in, check-out thing with the students.

Carl described his experience teaching and noted that it was grounded in
inclusion. He expressed his appreciation for co-teaching during that tinudy @rrabled

him to work with small groups and maximize his ability to reach more students.

| did special ed the whole time and the way we did it was very much an inclusive
model where we were responsible for a certain grade level and it wasn’t L

teacher versus non-cat. We had a lab type setting. Everyone had a class and would
then be pulled out for like an hour in the morning for language arts and maybe an
hour for math. The lab was a different teacher. For me, | did a lot of co-teaching,
did a lot of small group type things. | did third grade, then second and third, and
then one year | had a little bit of fourth.

Teaching Preferences

While noting his fondness for working with fourth grade students in particular,
Matt expressed the pleasure he finds in working with the students in his ownatassr
He made it clear that while his overall preference is to be in a co-teatfssgoom, this

year he has not found his situation to be conducive to that form of teaching.

| enjoy being here with the students. In the classroom, this year with hevint i

just sort of helping and not so much teaching and in here I'm teaching so it’s
better... Truly what I like is inclusion. | think there’s nothing more powerful than
two teachers having a positive relationship that kids can see and learn from. And
two adults can do small groups and multiple things. That's how I truly like to run
special ed. This year, with my caseload, some of my students are more severe s
they need to be pulled out in a self-contained class...And this year, with me
having to pull out for language arts and math, there’s really not a chance for co-
teaching. It's kind of a shame. But, that is my ideal job. Being a specialtietuca
teacher co-teaching with a gen ed teacher and just doing what we love best.
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Carl recalled a positive experience in which he found co-teaching to be not only
an effective method of reaching his students, but it greatly improved his ovacainig
experience. He noted that he felt a sense of equality and reciprocity goegtiar
education teacher that he was paired with.

It was never their class. We just shared it and everybody, on the door it was her

name, my name, and it just, | handled a lot of the behavior stuff, and it just

worked. | would rather work with somebody that's new and doesn’t have the
knowledge than someone who'’s jaded and, you know, both of them were the
peppy, nice teachers that the kids liked and were very positive. So my kids just
thrived and it went really well.
Carl noted that when he became an ISRT for the district, he encountered atdiffere
experience working with teachers, in which he found himself interacting waitinca
larger number of teachers.
And then | got an offer in the summer of 2008 to become an inclusive schools
resource teacher. | had six schools. And you support them with whatever special
needs they might have. So, basically, it's instruction, behavior, testing, pretty
much anything and | would go in and work with teachers one-on-one, mentor
them, sit in their class, take notes, do all that to help them with whatever their
problem is. You know, administration would sometimes have them come in to do
small trainings or help with IEPs. It was just everything.
Steve noted the amount of energy that is required to effectively get thracigh e
day. Early on, he experienced a fair amount of fatigue, which he has been ablet@impr
upon by engaging in regular exercise. While this may seem like a davliyaittat any

person should participate in to better their health, Steve expressed just how important

has been in improving his teaching experience.
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Well, when | first started | was more fatigued than | am now. But Iso going

to the gym a lot more, so having, just a more healthy lifestyle, | feel t&a |

keep up a little more throughout the day. But, you know, there’s always, your plan
never seems to go, the afternoon just doesn’t seem to flow like you planned. |
think, everyone in the morning, we’re all on, but then in the afternoon, we can
sense each other’s fatigue...Well, another thing about the afternoon is that the
IAs, at that time, their presence becomes a little more unpredictablef @ee

IAs is actually a PHA, meaning she goes, she not only works in my class, she’s a
floating IA, so she goes and helps the kids where she’s needed. So, the ratio
becomes a little bigger. When you’re trying to reach three kids with no attention
span whatsoever and they don’t understand what's trying to be done, you're just
spread really thin and you can’t manage their behavior as well as you can in the
morning.

While a large portion of the daily experiences the men faced in teaching
elementary special education were positive in nature, Carl expressed stwne of
frustrations that are linked to the job. He noted that work is often added to a special
education teacher’s plate that may push them out of the field. While not pushed out of the

field himself, Carl noted that over time, he found himself ready to leaveassabm.

Towards the end, | was kind of ready. It was getting to the point that | wasaloing
lot of testing at the school, a lot of mentoring, a lot of extra stuff and | was like,
I’'m not getting paid for this. Plus, it was getting to the point where people were
like, are you gonna go down this road? Are you going admin? And | felt like |

was at a point that | knew it was not a common thing for a male, at the age of 50,
to be teaching little kids. But it was a one-year deal because that is when all t
budget cuts came and that was its ninth year and | caught the ninth getlyeran
basically, it got cut...l wasn't excited to go back into the classroom andnftwas
excited to go into fifth grade. | had never taught fifth before. But | knew that if
needed to go to a school, this was the best option. They basically treated me as a
fellow admin because the year before | was the person behind closed doors who
would tell them what’s going on and give them the suggestions and they treated
me sort of equally. They were going to let me do my thing. Um, so then, | decided
to go there. And it was a great experience.
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While each of the participants are at different points in their teachiagrsathe
common issue among them was grounded in the amount of work that has been required
of them. Yet, this amount of work has also been more manageable when shared with

other educators, whether they are other teachers or instructional assistant

The Power of Supportive Relationships

Each of the participants spoke extensively on the various levels of support that
they have experienced in relation to their careers. It was apparent thapénence of a
supportive network enabled the men to maximize their potential and pursue an
occupation in which they could find success and rewards for their abilities and.talent
Additionally, these support networks allowed the participants to overcome obgtaatle
might have otherwise discouraged them from becoming elementary specialaducat
teachers. Without such a strong support network, is it possible for a young man to
persevere through the preparatory and initial years of teaching eseynepécial
education with success? Although there must surely be men who teach to this specifi
population in spite of a lack of an effective network of support, the participants each
affirmed that various supports were influential and major contributors toatair

achievement in this field.
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Family
Matt's unique upbringing in a family of male educators positioned him to elicit a

positive reaction from his family when deciding to become a teacher hitdself.

expressed their reaction as excited pride that he was continuing his faratyt®n.
They loved the fact that, you know, they were very excited...My mom, | don’t
think she knew much about special education. My dad on the other hand, | think
he was ecstatic about it. You know, he thought it was great, he would tell
everyone.

Carl found himself in a similar experience with his family. He noted that¢batcern

was that he have a stable career, which he was able to find in special education.
My family was very supportive. | mean, my mom, | think she just wanted me to
go in a good path somewhere. Not part-time jobs, not floating around somewhere.
She was happy that | had a stable job and that it was going well. But | think
everybody’s been really supportive. I've never run into the, “Don’t you want to
make more money type people.” You know, my family has never been like that...
They're very supportive and excited about what I'm doing.

Steve elaborated on the importance of his family’s approval of his career. He noted how

proud they have been towards him, particularly his father. Steve said, “Hévags a

behind what we wanted to do. He’s very proud of what | do.”

Friends
Matt recalled negative reactions of his friends when he decided to lemfezld
of special education. The emphasis seemed to be on the notion that he would struggle

financially as a teacher.
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They thought it was silly, at first. But you know, when you're in college and you
get your major your friends are doing the same thing as you and it didn’t.matte
But in high school friends and stuff, they were like, “You're not gonna make any
money, what are you thinking? It's stupid.”

Carl also noted that his friends lacked an understanding of special education, hoaever, h
never felt judged by them. Rather he felt that it was a sense of unawarenessarthei
| will tell you that my friends for the most part were like, “What? Likbatare
you doing?” And, you know, | have a lot of friends that are, it's a small, redneck
town and still don’t understand it, they still use the R-word, and don’t get special

ed at all and are like, “What?” So, for them, they didn’t quite understand what |
was doing, but they weren't critical of it.

Students
The importance of establishing positive relationships with one’s studentgstas f
raised by Matt. He noted that it is essential to gain a student’s trust padtresfore
learning can take place. Without an atmosphere of comfort and trust, students will not be
open to the learning process.
No matter where you are, you have to have that bond for the kids to respect and
trust you. Once you get that, once they trust you and respect you, the learning’s
gonna happen much faster. | don’t care if they're special ed or not, they have to
break that barrier and trust you and feel comfortable or they can be guarded and
you’re in trouble.
While such relationships are essential for impacting the students, Matt ndtedlties
not always come with ease.

The only thing | will say that has changed now that | have kids, I've notiegd t
when the kids are irritating, | sometimes have to cool myself off befoterbit
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with my own kids. | carry over that irritation and then | feel like I'm doing a
disservice to my own children. That’s part of why | sometimes feel lileed o
get a change.

Part of establishing effective relationships with students is knowing how to
balance one’s role as the teacher and as a friend. Carl expressed thatireiboess as

a teacher once he was able to find that stability.

And with the students, | think I've had great success. They respond to the fact that
I’'m human and I’'m able to joke and I'm able to kind of laugh at myself.
Understanding that it's a job but there’s a fine line between being tregidfand
being their teacher and I try to find the middle somewhere where they knpw the
can come to me and I'm there for them but also, there’s a line and if youtcross i
or are disrespectful, | can’t save you from that. You did that and you have to deal
with that. And | did a lot of that last year in fifth grade. | had a couple kids that
were real challenging and they understood that yes, | am thererorlibethey

know like in lunch, if they tell the cafeteria host to shut up, | can’t save them from
that. That was a choice you made and you have to stand behind it. I'm not going
to bat for you because we’ve talked about that and it's not allowed here either. It
got to the point last year that when they would mess up they wouldn’t want me to
know because they knew I'd be disappointed in them. So there’s that trust thing
there. But also with that, when they have been wronged or singled out because
there’s that kid with the reputation, that | will go to bat for them. So, in that
respect, | think I've been really successful.

Colleagues

Steve discussed how he feels it is important to not only create positive
relationships with his students but also with other teachers. When sharing hisgshbaght
too, came to the issue of trust and a need to establish it so that he can work lgffective
with other teachers.

And you know there are cases still where, obviously, if | want to integrate some
of the kids, teachers might get nervous because they don’t know really what
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they're getting into, who the child is. So, it helps that they know me and trust me.
I've always had a good relationship with the gen ed teachers that my students are
with. So, I've never had a bad experience with integration.

Additionally, Steve noted that he puts in great effort to interact with the teacitieirs

his school since there are few opportunities to work alongside them.

Personally, | tend to do a lot of networking around the school. | definitely know

all of the teachers around the school. | know most of the students around the
school, so everyone seems to know me and they know what | do and what | teach.
And that helps me move, blend my kids in more because they tend to respect the
student more because they know me and that I'm here to help them and I think
that the more they respect me, the more they’ll respect the students.

By creating a trusting and positive atmosphere with other teachers, their
classrooms and the students within are able to develop a better sense of acegtanc
understanding of one another. Carl noted that his experience was that speciareducat
was viewed much more positively by nondisabled students due to his relationship and

role in the regular education classroom.

| didn’t know any better because it was my first school but now | realize, like

wow, we were really lucky because basically | had a classroom, a hegeola.

She had a classroom and they had adjoining doors. We would keep the doors open
and that would give us the flexibility to take, | could take gen ed kids with me, the
kids that needed a little extra support but weren’t on my caseload and go into my
room and do the small group reading...When | would pull kids or be in the class,
everyone wanted to work with me, so all of the sudden being special ed was kinda
cool. You know, the kids would get used to going with me and say, “Can | go

with Mr. “X"? Like, why do they always get to go?” So | would take them
sometimes and try to mix it up so all of the sudden it kinda changed. And when |
left my first school that’s one of the things they said, because | took this other job,
and it was, these were my people, and | got a lot of emails that would say that |
changed the climate of our school, the culture. Because before that, it was the
special ed teacher, the old lady with the cart that would come in and say come on
kids, so it changed it.
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Special education teachers who conduct self-contained classrooms do not always
have an equal opportunity to engage with other teachers during a typical school day.
However, Steve expressed that adult interaction and support was still esednsal
success as a teacher. In his case, he had the support of two IAs, which helped him to

establish and maintain a positive learning environment.

It can be hard to adjust yourself to one year having four kids, the next year seven
kids, and the next year three kids. | mean, you can really settle into a routine in a
year, but when six comes along, you don't feel like you know what you're
doing...If 1 didn’t have an IA and had to deal with these kids alone, | think I'd go
absolutely bonkers. If | didn’t have someone to share those ideas with and get
feedback from, I'd be a very lonely guy...Having assistants who know you well
and who can read you and can help maintain control without breaking from what
their supposed to do has really helped my class a lot.

Matt too, works with 1A’s and he shared just how effective those relationships can be.

| think my support system is really good this year. My assistants arg geall.

They know how to read me and | don’t have to tell them what to do. They can
read me and pick up what they need to do. | think that makes a huge difference.
When you have people who don’t support you and say, well, you're the special ed
teacher so go do this. That destroys everything positive about school.

Carl noted that teaching in a school is much more than simply going to the wortkplace

do a job. Rather, he cited the importance that his colleagues had in his life.

It was like my family. It was just one of the things, | tried my best wighkids,

but definitely with the adults | made a lot of connections and show, try to joke
around and try to make it a fun atmosphere and a fun place to work. And | think
it's good and it's bad because I'll tell you, at the end of last year, my roondturne
into a place, everyone would hang out there. It was like the math teacher would
come in and then the reading teacher. It was like where everyone would be.
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School Administration

School leadership often generates the tone and atmosphere of a school. The
participants of the study noted the importance of forming positive relationships wi
school administration in order to feel successful towards their teachingenqeerbteve
described the range of experiences that he has had with administratoreoxears.
Some experiences have been more positive than others. However, he shared that to dat

his most effective relationship with an administrator is his male assstaaipal.

Um, my administrators, it's kind of been up and down with them. | sort of feel
that there’s a disconnect with what they expect and what they actually koox a
the classroom...And so, | think, especially with my last principal, was just| she,
don’t think she really understood what autism was, but | never felt the need to
give her any explanation because at that point | felt like there was enexgim v
and | was like, forget you. | mean, | had a very difficult time with my last
principal. And so, | think I've been taking a more hands-on approach with my
principal and letting her know what’s going on in my room with the kids and how
they, before reaching that point of not understanding each other. | also have a
male assistant principal and I've found that’s really nice. | tend to go to bia m
and we can just talk about whatever’s going on.

When elaborating on his relationship with the assistant principal, Steve described a

greater sense of ease while working for another man.

There is a bit more calmness, | think being a guy, telling a women your mble
sounds weak in a sense. We just get along really well. He’s just more, well, don
worry about it, things will fix themselves. But | don’t worry about it. It'st jine
calmer | feel, the harder | work. Or the more inclined | am to want to do & bette
job. But if you're stressing me out, | feel like | won’t know where totstar
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Matt also had a positive relationship with his assistant principal, which he
credited to her previous work in special education. He noted that by her having a
background in special education, she was able to express a sense of respetithat he
was necessary for his personal success.

One of the assistant principals was a former head of special education. So when it

comes to special ed, she’s very supportive. | think both administrators have a lot

of respect for me as a teacher so they kind of leave me alone. So, they trust me,
that whatever | say is needed.
Again, Matt emphasized the importance of respectful relationships with the school
administration. However, he elaborated that in order to be respected, one musbwalso s
respect.

| think it's about respect. | keep coming back to that word but it really drives my

philosophy. You have to have respect in your administrators and | think it's key

that they have respect in you. | know a lot of administrators who preach respect

but not all administrators show respect. That's a huge issue. | did my master’s i

administration so | have a pretty strong opinion on this. I think a lot of people are

preaching this stuff but they don’t believe it. But for me, fortunately, I'vk ha

good relationships with my administration so it's been able to work.

Carl held a very similar sentiment towards his experience with admiaistr&ty
establishing a positive relationship with his school leadership, he was able to find a
greater sense of security in performing his job.

I've had such a positive experience with administrators. My principal at sty fir

school, she and I still email each other. She’s retired now...Basically, an open

door policy where you could go in there for anything at any time. She wasn't a

micromanager. She just wanted to know that you were doing what you were
supposed to be doing and you could talk to her if you needed to. So that was an
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amazing relationship. And then, when | went into my ISRT position, | had a
pretty good rapport with all the admin.

Parents

Some of the most invested individuals in schools are the students’ parents. Each
of the participants spoke of their various experiences with parents. Overall, thes
experiences were positive enough to build successful relationships. Matt no&elyat
to developing good rapport with a parent is the ability to see things from their

perspective.

And parents, | think the one thing about parents is, just keep them happy. Let
them win little battles. You know, people want to fight them and say they're
wrong on everything. It's their kid. You have to understand where they’re coming
from. Yeah they're gonna fight you tooth and nail for something. You can’t blame
them. Yeabh it’s frustrating, yeah it's hard, but it’s their kid.

When Carl spoke of his relationship with parents, he noted the benefit of
establishing oneself in a school over the course of several years. Byingnmaione
location, rather than moving from school to school, he was able to become a more

integral and recognized part of the community.

As a teacher, | had awesome relationships with parents because |wdsrtise
long. Parents would come back and visit me when their kids went on to middle
school. Parents requested me for, if | could loop with their kids...The resource
position that | had after that and the one | have now, you don’t really deal with
parents. | mean, you're brought into IEPs to share what you're seeingsaiekr
conflict here or there but | don’t have to own it. It's not like they’re on my
caseload where | am gonna see the parents next week. | may not see them
again...I've found that once the kids get older a lot of the parents back off more.
They knew the process and were like whatever...A parent who is involved and
will support what you're doing is awesome. But there’s a fine line bed¢ause
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would rather have a parent who isn’t involved than one that is over the top. It's
just the worst thing ever. You're just under the microscope and it's reatlyfdrar

the teacher to really, whether they love the kid or not, it's like, your parents are a
pain. It's just hard because they constantly feel stressed about that kicbrAad s

of these parents just don’t get the line. When parents are over the top and that
demanding, it just gets frustrating because they just didn’t realize altttlae e

things that teachers are doing and it's still not enough. And in special ed, if you
have a kid with special needs, I'm sure it’'s really tough but I think that therg’s thi
sense of entitlement. I'm just like whoa, everybody is doing the best they can and
the line has to be drawn somewhere.

While he noted the positive nature of his interactions with parents, Matt did ackgewled

that at times, he felt that he was not treated fairly or that parental axpestwere

unrealistic for their children.

Spouse
Although both Matt and Carl are married, Steve has not sustained romantic
relationships due to the demanding nature of the work of teaching special education. He
expressed that the long hours and exhausting work took over his life and there was no
time left for a significant other.
| sacrificed my last relationship because | spent so much time at school doing my
work. We just never saw each other. | just think there was so much work piled on
me last year that it just ended up breaking apart, that part of my life...1 think |
just spent way too much time working. | was at the school until 7:00 or 8:00
almost every night and | just never saw her...I just started going to thergiyin a
decided that I'm not going to let this happen. And it's actually been a lereasi
for me. It's just school and gym. That's all | do.

While Matt has established a family of his own, he shared that his wife and

children are frequently impacted by his work. However, he noted the importance of
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striving to leave work-related emotions at the workplace and not bring them home to the
family.

But | kind of came into this as when school is done, school is done. I'm leaving

and not staying...Of course, I'm still stressed when | go home and sometimes |

take it out on them so that's definitely a sacrifice but I've alwayd todeave it

at school. I think growing up in a family of educators with my father and

grandfather, I've kind of seen what my dad went through and he was like, you've

got to draw the line.

Carl agreed that it can be a challenge to leave one’s emotions and exhaustion at
school when going home to his family. And while it is difficult to avoid this scenario,
Carl also noted that it is unfair to his loved ones, especially his children.

This year, I'm not like that, but last year, I'd come home and be like, just can’t

breathe. You feel like your spinning or drowning until they go to bed. Then

you're like, okay, good. But that’s not good because our kids are cool. | want to

hang out and have fun with my son and that’s one of the reasons that | needed a

change.

Perhaps the key to positive relationships in any workplace is grounded in Matt’s
philosophy of how to treat others. He shared that: “I believe in making peoptotatl
about themselves. If everyone’s smiling and having fun, the kids see that, itshange
attitude of the school and you’re going to be a better teacher. I'm a big yan &how,
just making people smile.”

The men of this study clearly conveyed that when they encounter positive
relationships, their work experiences become much more positive. Additionally, the
participants expressed that it was important to each of them that theysbegpaiitive

relationships through their own behavior and interactions, based upon mutual respect.
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Challenging Experiences in the Teaching Career

The men acknowledged that while they have had a great number of positive
experiences in their careers, so too have they encountered a variety ofgadsalWhile
the participants experienced challenges unique to each individual, theneusnder of
commonalities among them. These challenges ranged from meetingtiseafieiverse
learners; varying teaching methods; progressing one’s careerjdreuftraining; a
disconnect between regular and special education; a misconception of a reduced
workload; time demands; and inadequate pay.

When discussing the challenges of teaching special education at the elementary
level, Steve expressed that he felt much more at ease when working withncbiicae
individual basis. He noted that as more students are incorporated into a lesson, it can be
more difficult to reach them as their individual needs are so varied.

It is challenging in the sense that you never know what you're goingd.tb ge

definitely find that a one-on-one setting, you can focus on that kid. In a class, you

have so many different levels; it's so hard to figure out where you’re going at th
time.
Matt also spoke to the challenge of teaching in a large group. However, he focused on
working in an inclusive setting where he had to take a back seat to the regulaoaducat
teacher’s teaching style. Matt expressed that he is much more comfortalde-
teaching environment where regular education and special education araeuar

all students have an equal opportunity to learn and achieve.
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There’s a lot of lecture-style teaching going on so my style doestchman

more of, my comfort zone is student work, cooperative learning, Kagan, and all
these different styles. So, it's hard. At my previous school, where | taugiilspe
ed before, it was very much team taught and | never really left the room. The
teacher and | did everything together. Which I think is much more powerful...I
think the biggest thing that frustrates me is when you walk into a class and they
say your students didn’t do this. Or when | walk into a class and they're like, “Mr.
‘X,” your kids didn’t do their work.” So, they’ve associated me with those
students and called them out in front of the class. So, it’s frustrating to me. Thes
kids already have enough on their plate let alone for the teacher to call thém out.
don’t want the students to be unhappy.

No longer in the classroom, Carl has experienced career opportunitidgethat t
majority of teachers do not get to encounter. Now working as a behavioral ishdugal
has found a position in which he feels genuine satisfaction. So much so, that he has
expressed his lack of interest in reverting to teaching.
| won't go back and go into a classroom. At this point, with my job, and what I'm
doing, | don’t want to do anything different. If I can do this in Pennsylvania, then
great. But I'm not leaving here to go back in a classroom and start all over agai
Because, I'm slowly starting to move up the ladder here and had my eyes on a
few things that could be a possibility down the road. | don’t want to start all over
Every teacher experiences school years that are more challengiraihbes.
Steve discussed how he experienced three consecutive years of varyinig®hsigc
how he dealt with them. While he was able to persevere through these difficujt times
Steve noted that it almost got the best of him.
My second, third, and fourth year were sort of like the rings of hell. | defmit
had a lot of trouble getting accustomed to having six to seven kids for like three
years in a row and still getting accustomed and the rules changing athéhe ti
had data issues. Like, | wasn’t taking the right amount of data and | was stil
getting used to the IEP process, so | think, because of that, | think those were my

most difficult years but that’s also when | learned the most. But | dsfirgbt to
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a low at that point because everyone was sort of attacking me and | fglt reall
targeted...l was doing my master’s at that point too, during those threeAmedrs.

you know, they never taught me about the paperwork, the data, the advocates, the
things that sort of sneak up on you. They just sort of teach you the basics. Not
how to write an IEP. How to write those criteria, take the data and, | wasf sort
learning as | went. Um, and then, my schooling felt like they were just giveng m

the good grades to get me through and | was like, is this for real? But it viias suc

a trying time for me and | felt almost like, it almost made me not want to be a
teacher anymore. It was so overwhelming at all time.

Special Education versus Regular Education

As a double-major in college, Matt experienced both regular education and

special education programs simultaneously. During his undergraduate education, he

noted a discrepancy between the two programs and realized that the divide he

experienced there would eventually be evident when he became a teacher.

The first time | realized there’s a huge disconnect between gedexatiespecial

ed was in college because | went through both programs at the same time. So, I
go to one class where they would say general ed does it wrong and then the other
would say special ed does it wrong. It was kind of comical to go to class and hear
both perspectives. Aren’'t we all here for the same general idea, to educate
students? So, that was probably, the first time | saw that.

Matt elaborated on this divide when he began teaching and found that there were a

number of misconceptions of special education teachers.

A lot of times the big misconception is, | only work with kids an hour a day. The
rest of the time | just hang out and do nothing. That's a huge misconception...The
way | deal with it is, “You're right, | just hang out and drink coffee all day &

get paid the same as you do.” | just kind of play with them. It's the same thing
when someone says, “You get summers off, you don’t work at all.” I'm like, “I
know. | love it.” I'm like, “Aren’t you a sucker for taking a job that makes y

work 12 months.” | just try to turn it to a humorous situation and then it doesn’t
bother me quite as much. You're not going to change that person’s point of view.
I’'m helping the kids...I'm doing what | need to do. I'm confident that I'm doing
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what | have to do so if that's someone’s perception, that's their perception, not
mine.

Carl reiterated this, experiencing a similar state of affaitis ns own schools.

| think that people, | think people think that | have it easier. | think the gen ed
teachers think | had it way easier than | did. They would call me the golglen bo
and | would just acknowledge it. | would just laugh about it but also use it to my
advantage to help them get what they need. Like, say third grade wanted to do
something but it was shot down by the principal, | could go and talk to her and get
the okay. It was totally unfair but then it benefited them. But there’s deyinitel
that preferential treatment...It's not easier for me because soesekim like,

come on, when you’re working with 95% females, sometimes you get in the
middle of a lot of stuff... There’s a lot of fighting about little stuff and like]

come on. This is so dumb. It can get pretty nasty but | try to stay out ohit.dec
the neutral, | have kids so I'm supposed to be mature, but. People chuck each
other under the bus to get what they need.

After starting a family, Carl also noted the difficulty of continuing wogkin
extended hours. He described feeling behind his colleagues in terms of the tiae he w

putting into lesson planning and daily preparations.

| had a baby. | already have a son. | was like, | don’t have time to be the teacher
I’'m supposed to be. At that school, most of the staff is under 30 and most of them
stay literally until 6:00 or 7:00 at night. It's a strong, strong staff. Andt like,

I’'m not keeping up with these people. | can’t. At this point, I just felt liked wa
doing what | needed to do to get through and not all the extra stuff. It wasn’t
because | was being lazy, | just couldn’t do it. | was so used to staying buit then
had to get home. So when the really necessary stuff came up, | would stay at
school, go home to two kids, put them to bed and do work from 9:00 to 12:00. It
wasn'’t fun. It started to be like, | don’t want to do this. And | remember last yea

| began thinking that | need to do something else. Even to the extreme of what if |
was a bartender because | could be at home during the day and take care of the
kids. It really wasn't a joke that | was beginning to think that way. Bechus
probably wouldn't make that much less and | wouldn’t have to pay for daycare.
You know, it's not that teaching is that horrible, it’s just that if you want to be a
good teacher, you have to invest a lot of time. | mean | was doing everything that
| should have been and do | think | was doing a better job than most of the other
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special ed teachers? Yes. But, | wasn’t putting in all those extra thinmsseelc

just couldn'’t.

Steve described that his expectation for parental support did not come
automatically during his career. He said, “I just thought that all parenitlJse on
board and everybody was going to be in it together. I've felt attacked a Iahewszars.
So that was a little bit disconcerting.” When sharing these experiences)ditad that

overall, he has developed supportive relationships with his student’s parents, but that it

did not come without effort.

Salary

When describing his salary, Steve contrasted himself with his affluesritpaHe
noted the discrepancy between his earnings as compared to theirs, which impacted his
feelings of self-worth. During this conversation, Steve acknowledged the thdadgeose

who cannot do, teach.

Because | don't get paid as much as they have in their lives, I'm not worth the
same. And that’s sort of my view on that. My weird, paranoid view that because
there’s a lot of sayings out there that if you can’t do, then you teach. | hiate tha
think that when it comes to that, when I first heard that saying, my level of
paranoia went up and | sort of feel like | have to do more with who | am and |
can’'t be a teacher my whole life. | enjoy what | do and | shouldn’t letotheto
walk all over me in that sense. My friends, a lot of my friends are teachers too,
and even the ones who aren’t are respectful. And | try to find people who are
respectful and don’t judge you on how you live or what you do, you know, how
much money you make. | definitely watch out for that kind of thing.

And yet, Steve, along with thousands of other educators, has not seen an increase in his

pay in years. With no pay increase in sight, he has had to reevaluate his fugumesioft

a need for simple financial security.
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And it's a bummer that we haven’t had a pay raise in three years and they've
already told us that we’re not going to next year, so, | mean, that is a reardowne
but | cope, for now, because | love what | do...My biggest fear is that | wouldn’t
know what else to do. | just don’t know if | want to make that choice. | enjoy
what | do and maybe if | have enough experience with these kids, maybe | can
move on to something that will get me more recognition for what | do.

Matt also acknowledged the issue of pay in his career. However, he noted that
working for this particular district has allowed him to have higher earningfaitéhan
he would likely find elsewhere. Because of that situation, he has found it difiduitit

his way back home to Pennsylvania as he and his family had originally planned.

You know what this area does is it sucks you in. You want to leave but you can’t
because you'll never find anything that pays as good. We tried to leave befor
came here. | was gonna go back to Pennsylvania but the pay was, with a master’s
and eight years’ experience, they were going to start me at $39,000...1 mean, the
pay, it upsets me. It bothers me. And not so much the pay. | think it's the last
three years, | think we haven’'t had any type of raise and apparently thestve

said it will be another two years, which, to me, the expectations are incrbasing
there’s no motivation. | kind of think that people who go into teaching, they go in
to help the students and | think we get taken advantage of. And a good teacher
isn’t going to stop working hard or preparing lessons outside of contract hours. A
good teacher is going to make sure those kids get what they need. So | think we
get taken advantage of. It is very frustrating and it is very hard to suoniagy

salary. As a man, you'’re supposed to be the breadwinner. Well, when you're the
breadwinner and you can barely provide for your family, | think take some issue
with that. | think we lose a ton of teachers, especially new ones and in this area
because the cost of living is outrageous and then there’s no pay increase. It's hard.
Everyone uses daycare. If we made what a daycare provider does, who doesn’t
have to have any education at all, we’d be making so much more. And yeah,
we're not doing daycare, but in a way, the parents go to work because their kids
are being taken care of. It's not daycare but it's education. But, on the other hand,
I’'m thankful to have a job.

Like Steve, Matt has had to face the reality of whether or not teaching ialaleuit
career for him to continue when he has a family to be responsible for. He noted, “The
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other night my wife and | had the conversation, do | need to go and find something else?
You know, it’s not fun to be out of school for 10 years and still be scraping by.” While
his frustration with his salary is clear, Matt described what he felt waskel te

financial burden of most teachers.

If it was year round, it wouldn’t be that bad. It's just that people don’t realite tha
we get paid for only 10 months and the reason we get the summers off is because
we’re taking pay from ourselves. So | think if it was year round, the finances
would be better. And you're busy in the summer anyway. What are you doing in
the summer? You're picking up jobs anyway. I'd rather be doing what | do all the
time instead of that.

Carl also spoke about living on a teacher’s salary. Interestingly, his opiagn w
inconsistent with that of both Steve and Matt. He argued that while teachers are not
necessarily paid well, there are opportunities to make additional money fomthosee
willing to work for it. Additionally, he discussed the benefit of summer vacationshwhi

permit teachers a lifestyle that other full time workers do not get to enjoy.

| am kind of on the other side of it. | came from a hard working town where you
put in the 10 hour grinding days and, like, we do put in extra hours but when you
look at the big picture, we have a lot of days off, we have summers, we really
only work half the year, so it's hard to say, | see both sides. You just really have a
lot of time off. | liked the way it was going. We got the step increase eshly
thought that was fair. You get a little older and you need a little more money, so
yeah, it does suck being stuck at the same salary for three years in arave, Fo

it really sucks because it's what my wife does too. So we’re realtk $or a

while. But we both have our master’s and that has helped. We’re doing okay. Do |
think we should be paid more? Sure. You always want to be paid more. Do | think
teachers have the hardest job in the world? No. As far as when you're there, sur
you have a hellish day here and there but, you just get so much time off...I don’t
want to go on record saying that I'm paid enough. | do want to be paid more. But
there are things that | now know, like after having kids. The benefits areramazi
Basically, if the steps came back, | think | would be okay with it.
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However, Carl also explained that he has had to supplement his income over the years t

make ends meet. By finding additional opportunities to make earnings throughout the

year, he was able to increase his overall financial comfort.
One of the things that has really helped me was, the last two summers, lavas abl
to get a job, it was called a SPART, and basically you're the special ed
administrator for an extended school year site. It's like an extra $6000-$7000 and
it's kind of saved us. Other years, I've worked an extra job. It was called a
writer's workshop and it was three hours, twice a week. And we made a lot of
money doing that. There’s enough to live on and get by on a teacher’s salary but
I've had to supplement for the extras.

While, Carl showed less concern over his salary, he was clearly more apmehbosit

the insecurity of his new position. If his job was to be cut, it is clear that heohas

intention of returning to the classroom and would rather find another career path.
| probably would look into sales. Just something where I'm talking to people.
Either that, or, bartending. It would be a waste. I've got my master’s and to go
bartend would be like, well, some things, certain things lend themselves to your
lifestyle more at this time. Like | said, | have two little ones, so thatdwsolk
for my family. I've thought about it, but, | don’t want to think about it.
None of the participants cited that they went into their careers asnétegne

special education teachers for financial reward. However, it was bdgob

opportunities and career stability were enticing factors for them. Yet,aftumber of

years in the field, the men acknowledged the difficulties they have encountereking ma

ends meet. This led them to the realization that in time, they may have to consider

alternative career paths.
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How Do Men Represent What it Means to Be “Male” in the Context of
Elementary Education?

The patrticipants discussed their experiences of being male in a femafetimni
profession. And while the conversations focused on how engaging in such work may
influence their masculinity, the men tended to focus more on their self-cordidenc
teachers and less so on their masculine position within the female dominatedbinilie
elementary schools. In the context of this study, the term “self-confidenaséd to
describe one’s comfort level in performing the role of a male elemyespacial
education teacher. It is not intended to challenge the participants’ ‘nmatscudir
qualities or characteristics considered typical of or appropriate to alinaas the
manner in which, as men, they fit into the female dominant elementary school

environment that challenged their comfort of being in this minority position.

The Male Stigma
Steve noted that because he teaches among other men, he feels less siagled out
a man in an elementary school. However, he admitted that if his situation werendiffe
and he was the only male in his school, his experience may be different. Steveedescrib
his experience of feeling very little discrimination within his schoolhgehoted that
such negative attitudes do exist.
Not here because we do have a good population of men at this school, so | think
people are used to men being around. If | was by myself, | think maybe. | never

feel discriminated against. | feel like my classroom is discrirathagainst but,
you know, | don’t think that | am personally.
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While he has not felt the sting of discrimination over his gender, Steve acknowledged

that he may be viewed with heightened scrutiny when interacting with his students.

If a female student wants to hold my hand, | have to hold it away. Or when I'm
monitoring my kids when they're leaving school, | keep my hands in my pockets
because | don’'t want parents to misinterpret anything. So, | try to avoid any
contact with my students.

Carl also noted that there is often a stigma held towards male elemehi@ol/teachers,
as his experience has been. However, he also shared that once people get to know him

better, whatever negative perceptions they may have held are soon disregarded.

| think at first people may wonder why but once they get to know me, I think

they realize | could teach whoever. | mean, | think there’s a definiteasfigm
elementary male teachers. There’s questions of, | don’t know how to get into that.
But once people hang out with me they get my deal and who | am. | think with
me, parents felt like their kids were getting the best of both worlds. They had the
female gen ed teacher and the male special ed teacher. So it was bigkamezd

each other out.

Matt too has experienced questions of his masculinity. While questioning pemspect
can be offensive, has not taken them to heart.
| think if you look from someone’s perspective that is not a male elementary
teacher, they may think you're not masculine enough but I think that’s just an
ignorant point of view. | know my friends in college are like, you're doing what?

| just sort of laugh about it because it really hasn’t changed me. But | do think tha
people have that perception.

Preserving One’s Masculinity
Steve described strategies that he has employed to balance his sense of

masculinity. While the nature of working with young children requires teathers
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interact with them on their level, Steve noted that he has been able to allevsaedas

of this by engaging in what he considers masculine activities.
| mean, working with kids will always affect your masculinity becaumehave
to reach them on their level. You may have to raise your voice a little bitea litt

higher, you may have to sing, you have to read in an animated way. | guess | try
to balance that out by being a little more masculine when I'm not on the job, like

going to the gym.
Sharing his strategies for preserving his masculinity while teacBtege noted that he

frequently utilizes his female supports to engage in what he described as deievaied

tasks.

| leave the crafts stuff to my IA’s. Or | leave those kinds of things to therh and
take care of the teaching, the math and reading, and all that stuff. They kind of
handle all that feminine, cutesy stuff...l do think I try to carry that chewiatit

of being masculine. | do wrestle with my kids and do things outdoors and get
them chasing after each other. Just doing things that are a little moresoainly

makes me feel better.

Carl echoed that he too used his female colleagues to engage in femininiesoctimile

he retained his masculinity.

| was in the co-teaching thing and | was fortunate because I'm just nahdgee s
and | can’t stand that stuff but | was co-teaching so it all worked out. Welbasica
had an agreement where all the super cheesy stuff was on her and we worked that

way.

Matt added that what he described to be masculine interaction comes in playing
games with the students. He stated, “I think you definitely earn a differexitof respect

by playing football with them. You're human.” Perhaps the most important benefit to
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being a male teacher in an elementary school is best summarized by Gatetiéhat

men not only interact with students differently than their female counterpattdhat

they are able to be role models that some students would not otherwise havedCarl sai

think there’s a certain way about what we're teaching and how we’re teaElsipgcially

for the boys and how we conduct ourselves. A lot of these kids don’t have a father figure.

And they see that and you can really get them to buy in.” Carl then shareategiet

for engaging the students that began outside of the classroom.
Like last year, | spent every recess playing with the kids. | got ngigywsbut
not during recess and plus it just cuts down on so many behaviors and what | have
to deal with later. If | take the 20 kids with the most behavior problems and play
football, I don’t have to deal with quite so much later. Plus it lets me get to know
those kids on a more personal level. And they’re more cool with me because | can
throw a football. It also give me an inside track with a lot of those kids, even if
they’re not on my caseload. A lot of the gen ed kids came to me too over their gen
ed teacher and that’'s because I'm a guy and they think I'll get it.
The participants all conveyed a sense of self-confidence when describing the

masculinity in the context of teaching elementary special education. Houwevas

evidenced that despite their self-assuredness, there is still an occasiohglerceived

gender discrimination against them. However, it was noted that this tends to diealess

issue in schools where there are multiple men.

Qualities of an Effective Elementary School Special Education Teacher
It may be that there is a lack of male elementary special educatbhetsaue to

the fact that there is a general lack of individuals who possess the qualitiesltmehe
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field. Each of the participants spent time reflecting on the qualities thatalhenade a
strong special education teacher, particularly at the elementary level.

Steve expressed that good teaching does not likely have to do with gender, but
rather is about having a personality that enables one to be a successfuretigcat
stated, “I think that you have to have the right personality but you can see thiagin eit
male or female.” Matt differed and argued that men do, in fact, introduceraert|e
the classroom that is not present with female teachers. He argued, “I thinteraet
with the kids differently. I think we bring a whole different card to the table.”

When discussing the characteristics and traits of an effective eleynspeaial
education teacher, Steve noted the importance of being able to manage a cldssroom
noted the importance of “just knowing how to manage the classroom the right way. |
think behavior management is the most important thing because without it, you're not
going to be able to teach a thing.” Furthermore, he expressed “You have to béhkange
life. Just being, knowing when it's a time to play and a time to be serious. That's
something that these kids really need to know.” Matt described an effectitierteac
being grounded in flexibility and compassion.

They have to be flexible, caring. | think an individualizer. You need to be flexible

because the schedule changes all the time and you’re usually the last to know. |

believe that teachers who are going to have a stress attack at schoobaesthe
that get flipped out by that. I'm kinda like, whatever, there’s nothing you can do
about it so why get stressed. It's usually best for the kids. Like an lalgsemnght

pop up. Well that's good for the kids. They need to be exposed. What I'm going

to do in math | can do tomorrow. You have to be patient, compassionate, and

caring. You know, these students are special ed for a reason. They need support.

Think how frustrated you get. They're about 10 times more frustrated because

they've been doing this their whole life and you're just working with them for a

little bit of time. They deal with it all day. So, a lot of that, I think you have to be
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a self-reflector. | think you have to be quick on your feet. You plan an entire
lesson and it’s going to go right for maybe five minutes and then you're
swimming. If you can’t think quick and push along, | think you're going to
flounder. And if you keep pushing through with your lesson plan, the kids could
be hurt. You have to be able to assess and go.

Carl agreed with this description by emphasizing the need to be flexible. Howeve
added that there are so many positions in the field of education that there isfarplace

nearly anyone to be involved.

| think that takes flexibility and a certain personality. And then, the saméowray
self-contained settings, | think that’s the same thing. You're kind of on an island
and you don’t see many adults. So, I think it takes a certain personality but | think
there’s something in the scheme for everybody. You just have to figure out where
you fit. But there’s always the piece that | think it does take more patece
flexibility and the ability to let things roll off that just aren’t, are kindsilfy. |

don’t think just anyone can do it.

Carl stated that perhaps one of the most essential qualities that is reetsah t
elementary special education, and special education at all grades foatteat s the
need to empathize with the students. Carl also noted the importance of having a

compassionate attitude towards the children.

You need to be able to look at the situations and look at these kids and understand
what they’re going through and realize that you're their advocate and tlo@ pers

at their school who can make a difference. | think having a sense of humor is a
huge piece. | think some of the things you deal with are ridiculous and you have
to be able to let some of this stuff roll off. Also, | think you have to be able to
work with other people and be collaborative or have the backbone and be able to
say, “No, I'm not your instructional assistant.” You need to have communication
skills to deal with other teachers. Especially the ones who think you're their
assistant. Then, | think there’s the teaching stuff. The organization, thexddige

| mean, you have to put in a lot of time. You need to learn the gen ed curriculum,
modify, adapt it. There’s a lot of time that you need to put in and it's one of those
jobs that you never really finish. So, | think those are all very important. The other
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thing too, is, if you don’t speak up and support these kids around your school,
your school perception isn’t going to change. | tried to change how special ed was
viewed. It wasn’t the old, take them in this room and we don’t really know what
they're doing. They were a part of the gen ed and pulled when they needed to be
and were a part of the school.
When reflecting on the qualities of an effective special education re&dae noted that
these descriptions should be reflected in anyone who is a good teacher. They should not
adhere only to special education or vice versa.
| think a good gen ed teacher does the same thing. I think a good teacher is a good
teacher. You can do either side of it. | think special ed programs, skills, and
practices work great for general ed students...You can get stuff faammgs but
| think there are people who just can’t work with kids. You could be the most
trained person in the world but it could be like they're dealing with aliens when
they get around the kids. | think you have to have that personality...If you don’t
enjoy what you do, you’re not going to be effective.
When asked if the qualities that each participant shared described themselves,
each responded with varying levels of assurance, but all answered “yegdidAalty, it

was shared that these qualities should apply to both special and regular education

teachers. As Matt stated, “Good teaching is good teaching.”

What Influences Enable Men to Persist in Their Roles as Special Educesiohers
within the Elementary School Setting?
A minimum qualifying factor to be a participant in this study was that the
individual have a minimum of five years’ experience as an elementary speggtion
teacher. Not only did the participants meet that minimum qualification, but tloeityaj
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exceeded it. Therefore, it was prudent to explore how these men have been abistto pers
in their roles as special education teachers within the elementary sdatiogl fee so

long.

Dealing with Stress
From time to time, everyone experiences a bad day at work for one reason or
another. How we deal with those difficult days likely has an impact on the manner i
which we are able to endure those tough times. Steve described some of hissti@teg
dealing not only with a stressful day of teaching but also getting through hyslayer
routine.
If | feel like I've had a bad day then I'll go to bed a bit earlier that nighd |
like going to school early, taking the long route to school and home. Just having
time without human interaction. | just try to have alone time, which may or may
not be the best thing for my social life. But | look at it as | give so mudhglur
the day that | just need time to myself. It certainly affected myé¢ationship. |
didn’t really want to hang out with my girlfriend too much after school. And |
think we broke up because we weren’t seeing each other too much. And there
were plenty of times that we could but a lot of the time | was like, | donlyreal
want to be around anyone. | just want to spend time by myself.
While Steve has been able to find strategies that allow him to recover frongaléiy of
teaching, they have not come without sacrifices. If the need to be alone afigrdal is
the price of teaching but it is costing Steve his relationships, is it reaith v for him?
For now, it seems to be, but he acknowledged the need to move on in time.
| do enjoy what | do but | have good days and | have bad days. Apparently, | have

more good days because | keep coming back. When | do have those bad days | do
think about a total life change and, thank God | don’t have those too much, but |
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know | can’t stay in special ed forever. | know that. | have to start thinking about

other things. But | enjoy it when I'm in it. But | need to sort of move on.

Similarly, Matt has found methods to calm and relax after a long work week. Par
of his strategy includes using humor to help both he and his colleagues process and

reflect over the week that has passed.

At the end of a Friday | usually sit with a bunch of teachers and just talk and
laugh about some stories and just de-escalate everyone. Especialbneweho
works with me. | kind of take it as my responsibility to joke around and get them
loose again because you don’'t need to take that home. You know, it just depends
on the day, but | always try to leave happy. And I'm going home to my kids and
that makes me happy. | don’'t want to take my frustrations home and give that to
my own children.

Matt noted that much of the reason that he makes a point to de-escalate at the end of a

difficult day or week is to minimize the amount of work-related stresshthhtings

home. However, he also noted that the nature of the job is such that it is impossible to

block this out completely.
| usually spend that night sort of pondering how | can do this better and I'll
usually come with a new fresh attitude about how | can approach that issue in a

better way. It will kind of mentally destroy me for a night where I'lfizated on
it and replaying it in my head.

Working with Other Men
When discussing the nature of being a male in an elementary school setting, Steve

noted that his experience has been slightly unusual in the fact that he worksdalongsi

several other men.
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In my school, considering we have more males than in most other elementary
schools, | think that adds to the male camaraderie and we want to hang out with
each other. It's kind of nice having all these other males around to bring contrast
to all the estrogen.
Matt also had the opportunity to experience working alongside other men. However,
Matt’'s experience was different as he noted that the men who were alstaolisbed in
his school were slightly territorial when he transitioned in. Furthermore, lebhausame
so highly recommended from his previous school, Matt described that he was met at his
new school with slight incredulity and cynicism from the other, more establisaled m
teachers.

At my school, there were a lot of males when | came in. So | came in highly

recommended by my principals and they were like, “Here’s the golden boy

coming in to steal our thunder. This is our school.” | can still see it. Like when
we’re in a meeting and | say something, there are guys that are quickmhalse

guess what I'm saying and | think that's because this is their schoolmarmh I

their territory. And that’s okay. | know what I'm saying is right so you cakema

yourself look silly. I know I’'m going to come off looking good.

While Matt had the ability to look at the situation with humor, he was also able
acknowledge that the nickname he was branded was also representative of thermanner
which he was treated among the school community. He expressed, “I'm defimgely
golden boy at both my schools. At my other school, it was even worse because | was the

only male. When it was my birthday, it was like a national holiday. | defintehefited

from it. There’s no doubt.”
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On a similar note, Carl described that he experienced tokenism in his ebreer
also shared that given the nature of the challenges that males face in itisapadreer,

that he was fine with a little preferential treatment.

I’'m a token male in my program, right now. | believe it had something to do with
me getting the job but | also believe at my school, there is preferentialérgatm
over some things and | was okay with that. It's to everyone’s advantage though. If
a team was running into something and the principal was kinda being, doing her
thing and not into it, | would go talk to her and suddenly we were allowed to do it.
So everybody won. But | also acknowledged it. Like | said, at my old school, they
called me the golden boy and | was like, alright...But there’s also stuff thdbw
that others aren’t dealing with so I think we should get that back...We're in a
building full of females who have different ways of doing things and have
different perspectives on things and their communication is different and things
can be misinterpreted. | think that | sometimes spend time clearing up things to
get these two to talk so that the kids don’t suffer. And just things that | think | can
do differently. I actually think there are things that we bring to the schdol tha
really benefits the school...l do think males, | will say, there’s benefits osidbe

of behavior and school climate but there is something to be said for planning,
curriculum, and really knowing the content. | just know, even with myself,
sometimes | was like, I'm really not where | should be at. But | also ealnndth

that kid and she can’t. So there’s pluses and minuses. | do think if there were too
many males that would be an issue too. | think in elementary schools, it gets
territorial. It's different in high school. | think they realize it's 50/50. But
elementary schools, | have my school, and that’s your school. | know when |
came here, they had their alpha male. Now we’re cool... But | think that's more
in elementary than anywhere else. | have sat in high school and they seem cool
with each other. It's just different in elementary.

A Look Towards the Future

When reflecting on the possibilities for the future, Steve noted that he desires to
have a family but that it would be difficult to address the needs of one in his current
career. This concern was predominantly grounded in his financial status.

Perhaps that’s why I'm sort of on the ropes about marriage because I'meot sur
I’'m really confident enough in my ability take care of a family because bt
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really getting paid that much. So, at this point, I'm saving up what | can in the
hopes that | can have enough by the time I've decided. And, um, it is pretty tough.
| mean being single, it's easy to live off of that but | don’t want to staglesimy

whole life.

Matt agreed that he too sees a need for better pay for teachers. As he noged, bei

responsible for a family on a teacher’s salary is challenging to ségette

| think the financial aspect of it, being the breadwinner in the family is what
pushes more men away from it. For me, right now, my wife stays home with the
kids and my salary can’t even cover the bills so she has to go and work. We don’t
even see each other except on the weekends or until 9:00 at night. I think that
would push people away from it. Elementary, it seems elementary gets pushed
away from more than high school.

While he echoed the assertion that it is difficult to make ends meet on a teaetteny,
Carl also emphasized that it is possible to supplement one’s income with various
undertakings. Yet, a large attraction to teaching is the fact that educatersummer

vacations. It is fair that a teacher must give up those hard earned vacatitm days

supplement their income?

| think there’s something to be said with the afternoons and summers. | made a lot
of money on the side tutoring and doing all these things. Now during the
summers, my wife can stay home with the kids and | can still work and that’'s an
extra $10,000 or whatever it might be. So that does kind of add in. So | do think
there’s a way to maximize your earnings as a teacher but you have ttirgetai

work a little more... | grew up having summer jobs and working and I think with
females, it's a little easier to take the time off. | feel like if hat busy, I'm not

making money for my family. Sometimes | think it's harder to take cane®f t

kids than work anyway.

Carl then went on to describe potential career paths that he may traverse Whiite
he acknowledged that administration is a sensible route, he is also awarevafstiieal
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school leaders live and recognized that they are not without their own set ohgéslle

and sacrifices.

Those are things that | have thought about. Going down the admin road. But I've
put a lot of thought into that the last few years and the APs that | know stay at
school until 8:00 every night. At this point in my life, | can’t do that. A couple of
years from now, maybe. I'm very much in the state of, I'm very happy with what
I’'m doing right now, the behavior job. That's the only thing that I'm clinging to
right now. If that goes away, | don’t know what I'm going to do. | really don't.

And | don’t want to just settle. If my job gets cut, I'm sure | can go back into the
classroom but that’s going on, in my head, my heart’s not going to be into it and it
won't be good for anybody...I do run into that where I'm seeing one of my
buddies from home and I'm like, he’s a dummy but he’s making $120,000 and
I'm like, how the hell did that happen? And he’s got this big house and his wife
stays home and I'm like, huh, that’'s when | question or I'm like, maybe | made a
wrong turn somewhere. Because | just know there are some people making a lot
more money than me and I'm just like, how did that happen? Um, but I think
that’s where, I'm getting to that point, | don’t want to get to the point where
you're watching every penny. It's just if you're making double what you'r

making now, you don’t have to worry about it and that’s not going to happen for
teachers.

Carl also expressed that he made the most of his career as a teacher. Capseiguent
move into the behavioral specialist position that he is currently in has been pdsticul

engaging.

| think I've kind of maximized what | could do. I like where I'm at. There was a
point in time that | wanted to get my admin degree and | still might but I've
watched admins stay late until like 9:00 every night and that’s not where I'm at
right now...I started to get, it wasn't really burned out. | just knew thatshiva
what | fully wanted to be doing. | just, all the piling on, | couldn’t take it. It was
starting to get to be too much. | have kids at home and it just got to the point
where | was doing things that | didn’t think were all that important to be doing at
midnight and it's just tiring. It just got to that point. And now with this job, if I'm
working at midnight, | at least know that it's going to be presented to a school
team. Someone will actually see it. So I'm good where I’'m at now.
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Steve also reflected an interest in moving his career beyond the classraom in t
While he expressed a financial motive for transitioning into something new, he also
acknowledged that greater recognition would be a reward that may help hireperse

| love what | do but I wish at this point, | could be recognized more for what | do.

Be paid a little more. But, it is what it is. I'm probably gonna stick it out fema f

more years and see what happens. Hopefully something will happen in the next

couple of years...There are private schools that are looking for a program
director. Somebody who knows a lot about autism and applied behavioral analysis
which is kind of what we use in the classroom. Those kinds of opportunities, |
think | could really get into them. So | wouldn’t be working in the classroom but |
would be working with the teachers being the admin or sort of respected role in
the school.
Matt made it clear that he has been satisfied with his career to thisH®expressed, “I
wouldn’t change anything. I'd keep it the same. There’s a lot of advantageshmtg
like having summers off. People make fun of it but it's a great perk.” Yetshe al
acknowledged that he is ready to do something new.
| enjoy what | do but I'm ready to make a change. | mean, I've chargedas

times from general ed to special ed but it's, um, with the special ed aspect, |

would rather team teach. I think it's more powerful as opposed to what | do now

with pull out with students. | would rather do push in. But | enjoy what | do.

These participants reflected the belief that the lives of teachersupelir those
who enter special education, give so much of themselves to their students and school
community. Much more than most would expect. Perhaps Steve put it best when he said,
“being special ed, it's a hardcore job.”

This chapter has presented the results of the research process, which included a

series of interviews. Each participant shared his experiences of teaemantary
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special education openly and honestly during these interviews. The resalts wer
organized according to the four main research question of this study. The fiptarcfa
this study will present the researcher’s analysis and conclusions afftrisation

through thematic interpretation.
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CHAPTER FIVE

Discussion

The purpose of this study was to explore how men experience their identity as
elementary school special education teachers. The investigation examinee&how m
describe: (1) the factors that influenced them to become elementary sgedation
teachers, (2) how they view their role as special education teachers amidfesisional
experiences in elementary schools, (3) what it means to be “male” in thetamntex
elementary education, and (4) the influences that enabled them to persist iolehaesr r
elementary special education teachers.

This study was grounded in theory related to the social forces that shape an
individual’s identity and therefore was framed through the conceptual lehes sbtial
relations perspective which was formed out of the feminist movement. Andrew Tolson
(1977, p. 11-12), a profeminist authority in the social relations perspective, and whose
theory serves as the genesis of this study, describes the roots of this pat of vi

My starting point is perhaps the most basic of all feminist propositions: the

distinction between biology and culture. When we talk about ‘masculinity,” or

when we respond to the masculine ‘social presence’, we draw uponcertain
specific forms of social knowledge. This is to say, although certain asgects
sexual behavior are obviously functions of biological sex (including genetic
aptitude and physical development), by far the major part of sexualityusatult

(encompassing personality, social behavior; and involving symbolic meanings

transmitted in linguistic communication).

Tolson described how the foundation of male identity development begins during

childhood. The family serves as the initial cultural and emotional influence on male
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children. However, other major social structures in a child’s life play a signtfpart in
the formation of male identity. One such social structure is school, where thetimmce
of masculinity takes root.

The researcher was able to uncover the essence of the phenomenon by utilizing
the conceptual lens of the social relations perspective and by employingeCees
(2007) suggestion for conducting a phenomenological analysis. Therefore, this chapte
discusses, analyzes and makes meaning of the descriptions in ChapterdRber a
themes therein, presented in direct and speculative conclusions. For the purpase of thi
analysis, direct conclusions are those which discuss and interpret how the spadyfic
findings either align with or depart from current theory and literaturecufqueve
conclusions are broader in nature and involve wider implications for practice, paliky, a
future research.

Although a number of unique dynamics and distinctions influenced the
participants’ decisions to become elementary level special educatiorr®dohr
themes surfaced as a result of the research process: (1) a desire to thpiwes of
children with special needs, (2) a desire to improve the social milieu of eleynenta
schools for special education, (3) the importance of entering the field withng sense
of self-confidence in one’s maleness to be an effective elementary sgmhotaktion

teacher, and (4) the importance of growth and advancement in one’s career.
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Direct Conclusions

What Influences a Man’s Choice to Become an Elementary Special Education
Teacher?

A strong element that the participants of this study shared was the fundamental
message that their desire to improve the lives of children with special needshaiiove
decisions to become elementary level special education teachers. Thifére fimeling
of this study. Each of the participants possessed an ideal that drove their need to help
others. Teaching special education has been a means of providing such service. It has
allowed them to engage their inclination to work with children, with elemestdryol as
a sensible environment to do this in. However, during the interviews, it became evident
that none of them knew early in their lives that they would eventually becomalspec
education teachers.

Each participant conveyed a sense of tremendous caring for children.
Additionally, each participant ultimately found his way to the career path of tgachi
elementary special education based on a desire to nurture children with spedsa
Yet, this course was not planned. While one participant had an inclination that he would
become a teacher early in his life, the others described that they “félpecial
education without advanced planning. Rather it appeared as a suitable and stablat ca
the time of making such a decision. Because of the participants’ shareckpcefto
work with younger children and belief that they could have the greatest impacton the

during their early years, they each decided to teach at the elemeihiaoylsvel rather
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than the middle school or high school levels. In spite of that preference, none had ever
taught at those upper grade levels. What then drove their partiality? Perhyawsultck

be surprised and find that they enjoyed age and grade ranges that are beyondrglement
school?

The participants spoke extensively about their own schooling. While they each
noted that they encountered a male teacher at some point during their education, none
were credited with having any influence on their desire to teach. Tiiglatwas
consistent with Cooney and Bittner’s (2001) study, which found that few of the
participants had male teachers themselves, and that those who did reportesirthat t
experiences had little to do with their decision to teach. However, the partscgidhis
study noted that their male teachers who were engaging and took time tct widrdahe
students outside of the classroom were at least held in a positive regard. Thosg who di
not make such efforts were viewed more negatively. The participantclearehat
much of their own satisfaction with teaching has involved the opportunity to intethct wi
their students outside of the classroom. Perhaps developing a bond with students is
essential to one’s happiness as a teacher. Perhaps one must have a true degire to w
with children to be driven to engage and interact with them in this manner.

The participants were able to identify that an effective teacher should have a
propensity for engaging with their students. Each must have seen thatthisthimself
before deciding to teach. Paul, Lavely, Cranston-Gingras, and Tagledthat “Images
of self are critical to the process of becoming a teacher because thetyttise

personal context within which new information will be interpreted, and are the stuff of
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which teaching persona is created (McLean, 1999)” (2002, p. 179). The participants of
this study demonstrated a sense of self-confidence when describing thesais

teachers, as well as an understanding of who they are as individuals. Yetrnbsdd

that images of self are not enough to become a teacher. One must have a geneine desir
to work with children.

Carter’s (2008) interviews with male elementary school teachers fountie¢lyat t
shared an authentic inclination to improve the lives of children. Each maintaindddhe
that teaching would allow them to help children through devoted teaching, which Carte
attributed to their inner desire to play a role in the greater good. When ticgopats of
this study discussed their desire to be a positive force in the lives of childienpted
the importance of reaching them while they are young. Thus, the end resultheseat t
men care so much for the wellbeing of children, that they were willing to bezome
gender minority to see their abilities come to fruition as elementarjaspéacation
teachers.

Feminist theorists regard the ethic of care to be more characterigtmmman than
of men (Green, 1998). Green asserts that studies of elementary schools inamgrnati
settings have indicated that female teachers typically view casirag the teacher’s core.
This is characterized by prominent maternal imagery. Green (p. 2) @#cker (1995),
who describes both early childhood and elementary school teachers as a “kind of
reflective practitioner mother” whose teaching pedagogy centers emecdrempathy.

Yet, the men in this study centered their purpose of working with children on a strong

sense of caring for their students. Is it fair to view elementary sclamblees with
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maternal imagery? Should men who teach at the elementary level then be vidwed w
paternal imagery rather than through feminine associations? Green sdgpastimited
evidence is available that establishes men as inappropriate people to provide #relca
nurturing that is necessary to teach early childhood and elementary educatievekow
the experiences of the participants in this study provided evidence that men do have the
propensity to be excellent sources of care and nurturing to young children.

The participants of this study clearly care for their students. This porrds with
O’Connor’s (2006) study, which found that a sense of identity provided a rationalization
for teachers’ caring behavior. She also found that the individual and inherent sigafica
of caring gives value to teachers’ work and validates their remainihg iprofession.

She noted, however, that the magnitude of teachers’ emotions is underemphasized in
educational policies, which was reiterated by the participants of this whmgtressed

that the workload, testing requirements, and teaching conditions are driving them out of
the field. Therefore, it seems that no matter how confident a teacher is, or howheych t

care for their students, it is possible for each to have a breaking point.

How do Men Describe Their Role as Special Education Teachers and Their
Professional Experiences within the Elementary School Setting?

When describing their roles as special education teachers, the patsicipa
resounding message was that their role was grounded in the purpose of changing
perspectives and school climate for special education. This desire to impreeeitie

milieu of elementary schools for special education is the second theme tddyis s
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The selfless nature of these men has enabled them to persevere in the
predominantly female profession of elementary teaching. Despite wankdey such
circumstances, these men have not wavered in their desire to provide the& ®ervic
improve the social milieu for special education. This is consistent witheSaizb
Aelterman, who described how such discourses have overcome the working conditions
and career mobility of female teachers since they are depictedlassseitlividuals who
teach for the sake of their students rather than for any personal or monetary ga
(Duncan, 1996; Munro, 1998; Tamboukou, 2003). Such an altruistic description of
female teachers is in line with the determination driving these men to balspeci
educators.

Each of the participants described how they have experienced working with
general education teachers at some point during their careers. The men notéstentons
undertone of division between regular and special education when working with older
and seasoned teachers. This divide was best portrayed as the regular echaztern t
who ran the classroom, and the special education teacher who was there tothmnage
special education students. These men also described that the regular educheos tea
often identified them as an assistant rather than a fellow educator. Whdenteafound
that such attitudes were those they hoped to change, they also noted that is has been
extraordinarily difficult to do so given that such teachers are generally thetir ways.
However, when presented with a co-teaching opportunity with a younger and less
experienced teacher, these men noted a much more positive experience. In every

instance, both the regular and special education teachers were able to shegeoé se
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equality and reciprocity with one another. By so doing, they created learning
environments that were receptive in the inclusion and fair treatment of allechildr

regardless of if they were in special education.

How do Men Represent what it Means to be “Male” in the Context of Elementary
Education?

The participants of this study shared extensive stories of their livesnasrehry
special education teachers. They have also had the opportunity to make a wealth of
positive contributions to the elementary school setting. Such opportunities have
undoubtedly led them to encounter a range of both advantageous and disadvantageous
experiences in their careers as male elementary special educatioarse Additionally,
the men in this study each demonstrated a core belief that they possedistteelski
capable and effective teachers. Yet, their conversations also reflectecestiaat
indicated that while they are confident in their abilities in their roledagators, they are
less so about their place as men in a female dominated milieu. Thereforercthe thi
finding is the importance of entering the field with a strong sense of seliean# in
one’s maleness to be an effective elementary special education teacher.

Nearly 80 years ago Western culture stereotypically labeled meggasssive,
competitive, and instrumentally oriented. Conversely, women have been labeled as
passive, helpful, and expressive (Connell, 1995; Sabbe and Aelterman, 2007; Terman and
Miles, 1936). Little has changed since then and such stereotypes have becosieeperva

in the present American society. Connell (1995) described almost 60 yeathkiafter

156



initial assertion, the cultural expectation for men and masculinity. Heiegglthat,
“Hegemonic masculinity can be defined as the configuration of gendeicprattich
embodies the currently accepted answer to the problem of the legitimacyiaichat
which guarantees (or is taken to guarantee) the dominant position of men and the
subordination of women” (Connell, 1995, p. 77). Connell (2000) later described:
“Masculinities and femininities are actively constructed, not simplyivedeSociety,
school and peer milieu make boys an offer of a place in the gender order; but boys
determine how they take it up” (p. 162). Furthermore, Sargent (2001) elaborated that
institutions create and reproduce differences between men and women which ¢an resul
one group receiving unwarranted advantage over others. He added that jobs are often
designed based on sex stereotypes which lead to a division of labor that reinforces
orthodox thinking of which jobs are suitable for women and men.

The participants of this study have been able to engage in a profession that is
typically reserved for women while maintaining their masculinity. Hewvegach of the
men noted that it was necessary for them to engage in “male” activitiesyiaaly in
the area of play by engaging in rough-and-tumble activities such asingesttl playing
football, so that they establish and preserve their masculinity within theioks. Despite
this nuance, these men are clearly masculine, yet none of them showeghanfy s
aggression or competition. Nor did they show signs of passivity. Rather, they have been
able to identify themselves through merging these polarizing traits tonkeaoasculine

men who have the tenacity to care for the well-being of children.
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Each of the participants recognized that by teaching special education in an
elementary school, they would be viewed with amazement by their communitkifgy ta
on an atypical role and, in fact, becoming a gendered minority within their school
However, each participant expressed their view of the need for more ndilerieim the
elementary milieu. Additionally, they all noted that both their preference alhdetki
were best matched with children of this age range.

Nonetheless, the gender stratification of public schools is likely degarren
from this field. This is consistent with Connell’s (2008) argument that elanyent
schools serve as institutions that influence gender in organizational lifeiohedlit,
Sargent (2001) elaborated that institutions create and reproduce differencs=nhaien
and women which can result in one group receiving an unwarranted advantage over
others. He added that jobs are often designed based on sex stereotypes which lead to a
division of labor that reinforces orthodox thinking regarding which jobs are suftabl
women and men. The men of this study acknowledged that they have received
preferential treatment at some point during their teaching careers. 8eme@wed it as
tokenism. Yet, none seemed to take issue with such preferential treatment, iRat®
viewed as an entitlement that they deserved for stretching so far outsimeutigaries of
typical gender roles and functioning in an environment that challenged their asalene

Gosse, Parr, and Allison (2008) also found that the participants felt that they were
constantly being policed when having physical contact with children, such asdnoggin
holding hands, while it was a near non-issue for their female colleagues. Again, t

participants expressed that although they did not feel a sense of discriminabemtpr
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male, each realized that it was imperative that they limit their pdlyisieraction and
maintain strict physical boundaries with their students to avoid any potergmti®n of
wrong doing.

Based on the participants’ descriptions of their experiences in elemepeargls
education, it is clear that they are all committed to their work andoégeaarecognize
both the pros and cons of their chosen career path. By reflecting on their role as male
special education teachers, these men have been able to develop a strong siénse of se
confidence as teachers, which has enabled them to realize their innermestodesip
children grow, both academically and socially, so that they too can become positive
contributors to society. However, despite their confidence as teachers, wwbalagang
feminization of elementary schools has continually challenged theic@didence as
males in this female dominated milieu. Therefore, it is not enough to be confident i
one’s skillset as a teacher. It is imperative that one also be confidemlimggaeir
maleness in elementary schools. If society were to demonstratder gedae and
respect for the field of education, then perhaps more men would opt to teach at the
elementary level and perhaps they would be able to do so without fear of society’s

judgment of their masculinity.

What Influences Enable Men to Persist in Their Roles as Special Education Teachers
within the Elementary School Setting?
The participants equally espoused that most men would not find elementary

special education an alluring career path. However, for those who do, it is of the utmost
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importance that they have the conviction, support, and ability to persevere to overcome
the social norms and minority status that they will surely face. Yet, even itiers who
demonstrate such inner strength may decide that in time, they need to move on to a new
career, which is consistent with the future prospects of this study’s partipans, the
fourth finding of this study is the importance of growth and advancement in one’s career

The participants all spoke extensively about the role that positive relationships
have had on their persistence and career success. The encouragement and dupport tha
friends and family have provided gave them the foundation to establish and maintain
themselves as elementary special education teachers. This ideal isnitHine
O’Connor’s (2006) study which found that teachers’ experiences of caring aredéante
their need to maintain positive professional relationships with students and in their
individual ideals towards their role as a teacher. She also states thatpesfiection
and social contact with others is essential to the growth of teachers’'siwotds
identities.

The influence that family, friends, and colleagues have had upon the participants’
success as special educators at the elementary level may not bedive d&ctor in their
decision to teach or in persisting as special education teachers, but there is ribadoubt
the challenges that these men have faced have been made easier due tovhe gtoséi
of these relationships. Carter (2008) found that men who received encouragement and
support from their family and friends were more likely to teach. The support and
approval they received played a considerable role with their desire to téehs T

consistent with the experiences of the participants of this study. Each ndttéetha
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backing that they have received from others has supported their enteringdioé fiel
elementary special education and success therein.

While speaking of their various experiences in elementary education, the
participants each focused on how valuable they found positive relationships, both
personal and professional, to be regarding their ability to perseverecad sdacation
teachers. While establishing and maintaining positive relationships have bertat$o
their success, none of the men were able to identify a single individual whgawasta
their choice to teach. Regardless, the men of this study made it clear thanihe
backing comes from their parents, siblings, spouse, friends, or colleagues, having a
person whom they value to support their decision to teach special education at the
elementary school level was crucial to their success.

Consistent with the participant’s experiences, Sargent (2001) assertgd3hat
culture continues to maintain gender order through the sexual division of labdr,isvhic
evident in the way a hierarchy of gendered jobs has been established and reproduced.
Furthermore, Coleman and Hong (2008) observed that women have faced discrimination
for centuries. Moreover, women have faced lower social status and experienced
restrictions in the roles that are offered to them due to the stereotypeasgofdmeale.
Coleman and Hong further suggested that an individual’s self-perception may be
influenced by their awareness of their own identity. While each of the partipathis
study have demonstrated an awareness of their own identity and have overcome the
gender stereotypes associated with teaching at the elementary selbtd kexcel in

their careers, they are not immune to the gender stratification withireedarn schools.
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Each of the men noted that in time, they will leave the classroom, likely to pursue
administrative positions within a school system. Such positions would be more in line
with the expected roles men should take within the school environment. Furthermore, it
was conveyed that much of the reasoning for such future prospects was grounded in
finances, with the intent to improve their ability to serve as the primary breagiwor
their family. However, it was also noted that this is also about maintainiing the
masculine positions within the elementary school milieu. It was shared wWaild not
be acceptable to spend the entirety of their careers as special educatenste
Teachers often enter their profession with ideals that they hope to shareheait)) ot
namely their students. Consistent with Ghorbani’s (2008) study, which found that men
placed a strong emphasis on the importance of money in determining their job
satisfaction, the men of this study advised that administrator’'s sadagiésmpting them
from the classroom and into managerial positions. They also noted that the only other
plausible option is to leave education altogether.

The participants also espoused that the need to be their family’s breadwinner has
been particularly challenging. There has been a clear concern about dgiqayoaiding
for their family. Therefore, if any man is to contemplate a possible caseser
elementary school special education teacher, it is imperative that theyynbawealthe
self-confidence and capability to endure and negotiate the minority positrdmch he

will be placed in their profession, but must also have the financial means totmakk. i
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Speculative Conclusions

The participants of this study all based their decisions to become teachers upon
their desire to work with children, particularly those with special needs. Givien the
shared career path, it is evident that there are men who aspire to teadhsYeiclear
as to what percentage of the male population actually fit into this smalficktgmn.
Additionally, little is known regarding the benefits of what men bring to the eltame
school milieu.

Each of the participants agreed that as a male, they were afforded ammipport
to interact with their students in a manner which they felt was not typicaliofehele
counterparts. Much of this interaction occurred in the form of play, particularkygduri
recess. Finding time for such interactions has permitted the men to develop firm
relationships with all students of those particular grades, not simply theirTénn
simple act of engaging all students has promoted and supported the positive inclusion of
students with disabilities among their peers. Furthermore, it has providg¢ddbats,
particularly the males, with a role model. While research does indicatedcaer
gender does not necessarily impact student achievement, it may impabttaiioral
and social-emotional development. If that becomes the case, it would make sense that
men provide a particularly strong role model for young children receiving $pecia
education services, as they often require additional support in the development of these
areas. Thus, if the experiences of these men are consistent with thegppatation of

male educators, then perhaps schools, particularly elementary schools, and special
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education therein, benefit from their presence. This, however, cannot be achieved in the
current educational climate.

There is a pervasive public attitude that people chose to become teachers becaus
they have no skills to offer other professions. That those who cannot do, teach. While the
participants of this study encountered much more positive attitudes, they did
acknowledge that they have observed brash views when withessing some people discuss
public education. Like other teachers, the participants of this study held pro&tss
degrees. In fact, they held graduate degrees. Why is it then, that in a fieiditsher
professionals possess such impressive credentials, they are at risk ofigibolie?

Perhaps such attitudes have emerged from a deterioration in American sa@kig’ for
public education. Perhaps the minority status of male teachers and the perbeption t
teaching is of a lower social status than other careers has generatettisudes. Or
perhaps the insufficient pay that teachers receive is the underijprg.cThese are both
guestions that warrant more investigation.

If the participants of this study do leave their careers as elemepéaigls
education teachers for something more financially rewarding, as waatetliepeatedly
throughout the interview process, then their schools and students therein are in store for a
substantial loss. Even if these men continue to work within the walls of elementary
schools, but as school administrators, they will undoubtedly have far fewer oppatunitie
to interact with and touch students on such a personal level. Until teaching becomes a
financially reasonable career path, far too many individuals will contineate lthe

classroom or avoid entering it all together.
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Recommendations for Further Research

It is quite possible that more men desire to teach than what we currently see in our
schools. However there are subtle systems in place that are discouragirigpthetaing
so. Thus, the limited amount of literature on the topic of men who enter the field of
elementary education points to the need for further research on the topic. Whii¢ curre
literature notes that there is a significant shortage of malesgrbalks and subjects at
the elementary school level, the paucity of individuals who enter the career path of
elementary special education is even more extreme. Therefore, furthaaérpl of the
personality traits of male elementary special education teachgins Ineilp in
determining what drives men to enter and persevere in this very speddfic fie

Although current literature espouses that teacher gender has little tthdo wi
student achievement, there is no research available to confirm that such fareitigs
same within the context of special education. Furthermore, teaching invaleésmore
than academics, particularly within the milieu of elementary schools. Thikag time in
the lives of children, when they are developing socially and emotionally ant/@osit
adult influences are essential to that development. It may be the caseléhat ma
elementary school special education teachers are afforded a dynarntheithiztmale
counterparts do not have when interacting with their students, particularly Fatdser

research into the social-emotional and behavioral impact of male elemsearsl
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education teachers would shed a great deal of light on this question and may help
determine if more men are truly needed in the field.

The notion of masculinity may play a key role in a man’s decision to become an
elementary level teacher. Therefore, further research on the topisafilmay and
teaching ought to be conducted. In this light, such an exploration should include the
progression of the definition of “masculinity” over the past century. By idengifyin
trends from the past, we may uncover those for the future and provide a bettertosig
the type of man who decides to teach children of young ages.

As teacher recruitment and retention become issues of increasing impprtan
further research needs to be conducted to determine precisely whas attteeduals to
the field of elementary special education and what keeps them there for tiendofra
their careers. Additionally, a great deal of emphasis is placed on teatdmges, yet it
seems unlikely that this is a singular force in shaping the declining teactidonge.

While the financial implications of teaching need to be further researched, so teo do t
working conditions, social strata, and gender dynamics of the field. Only then can we
have a better understanding and ability to attract and maintain the best etgheseta

special educators, an, in fact, teachers of all subjects and grade levels.

Practice
Due to the role that college and university programs have in teacher paparati
programs, it is imperative that they take into account the various obstacles antyminor

status of males when preparing future educators to enter the field. Addytidndaher
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emphasis and attention should be placed on those who may be interested in pursuing
areas in education where males are particularly scarce, sucimaste/ school and
special education, and the rarest of all, elementary school special eduzatioers.
Recognizing the motivations of such individuals may help inform their purpose in
pursuing their career path and their successful recruitment.

In an effort to recruit males into the field, support programs should be instituted to
provide young men with exposure to the experiences that are necessary tindaterm
elementary special education is a suitable career for them. In thid,regeh programs
should begin in high school, where mentoring could take place between students and
currently practicing elementary special education teachers. Whenevialggaasch
mentoring should be done by practicing male elementary special educatioersea

Similar practices should be extended into the college and university realm. All
students regardless of gender should be encouraged to consider elementdry specia
education as a viable career choice. If students of teacher preparation grivgba
regular and special education were required to be exposed to the actuad aatyiin
their schooling by expanding student teaching requirements to the freshman and
sophomore years, perhaps more individuals would be brought into the field. In addition,
perhaps other individuals could learn before entering a career in elementaa spec
education that it is in fact not a desirable path for them. They could avoid making a major
commitment by being afforded an opportunity to explore the field before entering the
teaching workforce. In that light, only the highest quality teachers whtydy invested

in the field would be left as practitioners of elementary special eduacati
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For those men who do choose the path of becoming an elementary school special
education teacher, school districts ought to develop an outreach program that connects
this small population from across schools. By doing so, these men will have a core group
of teachers with whom they can identify, share experiences, and encouragaitoine

the profession.

Policy

The President’s Commission on Excellence in Special Education (PCESE, 2002)
stated that there is a shortage of adequately qualified personnel to provide special
education services to children with disabilities. PCESE noted that the U.S. Dapasfm
Education-funded Study of Personnel Needs in Special Education (SPeNSE) found that
the nation’s excess of 12,000 openings for special education teachers weed anfill
filled by substitute teachers in 1999-2000. The PCESE also commented that despite the
growing diversity of children, they project that teachers will continue to be
predominantly white, middle class, female, and monolingual. If American scheols a
growing increasingly more diverse, then it is imperative that as exdacaé know how
to best reach those changing populations. Therefore, additional studies must be conducted
to determine not only if a teacher’s gender has an influence on their work withtsfude
but also if their race impacts their ability to reach students of varyingrautr
socioeconomic communities.

If there is a pervasive attitude in American culture that those who cannot do,

teach, then perhaps it is time to begin to shift such attitudes towards those @ndhlue
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respect for all educators. In that regard, teacher preparation progoatasb&nefit from
increasing the stringency of their admission processes. By admittinghosky students
who have met a set of rigorous standards, the attractiveness of the profession to high
performing students would have the potential to increase greatly. This woule st
in a reduced teacher workforce; however, that workforce would consist of not only the
best and brightest, but also those who are the most committed to the practice nfjiteachi
With an emphasis on increasing the quality of the teaching workforce iragjene
more must still be done to improve the conditions for both prospective and practicing
educators. If it is found that teacher pay is in fact a major contributiny thett is
inhibiting the recruitment and retention of highly qualified educators, then the isstie m
be addressed. Although the argument to increase teacher salaries natoowdibe a
sensible argument at face value, it is not practical, particularly in sdiculdifinancial
times. Therefore, alternative methods should be employed to increase teainang’ e
potential. This could begin by significantly reducing or eliminating fedstatle, and
local taxes for all teachers, regardless of the subject or grade they thteeseh.
Additionally, loan forgiveness programs would encourage students to earn dedghees
field of education. However, areas of high need, such as elementary speciabeducati
should offer generous signing bonuses. All of this should come in exchange for a

contractual agreement to teach for an established number of years.
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Methodological Process and Recommendations

This study explored how men experience their identity as elementary school
special education teachers. By employing the qualitative methodology of
phenomenology, the study took the form of case studies, which included a combination
of two individual interviews for each participant and one focus group interview. In an
effort to collect the richest possible data, the in-depth phenomenologicalritereeiw
series of Dolbeare and Schuman was selected as the primary researchtheostiody
(Seidman, 2006).

A case study design was deemed most appropriate for this study because it
allowed for a holistic portrayal of the participants’ experiences. Funtrer, case studies
supported the organization of an array of information about the participants and then
allowed an in-depth analysis of the cases by seeking patterns and themefata.the

Participants were selected based on their ability to contribute a better
understanding the phenomenon under study. Thus, a total of three elementary-level male
special education teachers, working across a large urban school distriatdrAtlantic
state were identified as potential participants. These men were deatep@ticipate in
the study based on how well they met the selection criteria listed in Chidpéer.

What Worked Well

As a former elementary school special education teacher, the reséaucite
himself particularly invested in the topic of this study. Noticing the samédévgerest
from the participants, both they and the researcher agreed to participate in adefich m

and-greet prior to the inception of the interview process. This activity was fouoed t
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particularly beneficial as it gave the participants and researcher aruwpiyoto engage

with each other in an informal setting where they could not only get to know each oth
but also attain an improved understanding of the purpose of the research. Therefore, by
creating a forum in which everyone could be put at ease prior to the interthews

research environment was established in an atmosphere of comfort and trust.

By employing a research process that utilized both individual and focus group
interviews, the participants were given a multi-faceted opportunity te sheir
experiences. Each of the men was fully engaged during the individual interviews and
went into them ready to participate both openly and honestly. Given their previous
introductions, the men then went into the focus group interview with a level of fatyiliari
with each other. They quickly reestablished the connection that was genatréte
lunch meeting several weeks earlier. Furthermore, they engaged eachititlemergy
as they swapped stories and compared their experiences as teachers.

Each interview was audio recorded and transcribed. Originally, the researc
anticipated that he would hire an outside party to transcribe the hours of audiongordi
However, he ultimately decided to undertake the task himself. While this task took hours
to complete, it was found to be extremely beneficial. By doing so, the reseasshable
to immerse himself in the various conversations and truly analyze the infammat
contained in each recording; non-verbal information was key. Each pause, laugh, and
sigh provided a deeper message and the researcher may have migsedrthesbal
aspects had he opted to leave the job of transcribing to an outside party. Additionally,

each participant was provided with a copy of each transcript so that they cofyldhee
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information contained therein. Through employing such validity checksesftér
interview, the researcher was able to progress with confidence that hisatitornvas as

accurate and representative for each participant as possible.

Limitations and Recommendations

This study provided a small window into how three men experience their identity
as elementary school special education teachers. While this study wasginggimn the
subject matter of the research, the nature of phenomenological caseistadasthat
the findings of this research cannot be applied to any population outside of the three
participants. While it may not be fair to consider this a limitation, it isssg to
acknowledge that there would be great benefit to expanding the scope of thig\study.
larger, national study on the topic of how men experience their identity asdeyne
school special education teachers would provide a greater insight to this quiasdiday.
so doing, a number of comparisons could be made among states and regions, providing a
wider and more synoptic perspective on this very unique population.

Given that the researcher was fairly new to the research process of conducting
semi-structured interviews, he found that three interviews were restrigaeé of the
interviews was concluded in the planned timeframe. However, the final focus group
interview entailed a long and broad series of discussions which felt overnnugeisthe
meeting progressed and more and more time had passed. This time issuearmeha
alleviated had the researcher been more adept at transitioning the gonygEssations.

However, the researcher opted to permit the flow of conversation as he did because he
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felt it was imperative not to alter the direction of the conversations in anyltweaould
seem then, that for neophyte interviewers, it would be beneficial to split thegimuys
into two sessions to allow adequate time for the natural flow of conversation wiehout
of time running out. Otherwise, experienced interviewers may have theisgperkeep
the flow of discussion to one session without risking the quality of conversation.
While the research generated thick, rich descriptions of the participants’
experiences as elementary special education teachers, the informaat®mly from
interviews. Perhaps a study that included a multilayered approach to itelttaan
would result in more well-rounded findings. To add additional layers to the research
process, a brief survey could be sent to the participants in advance of thewservie
which collects demographic information as well as information rgjatiriheir
educational background, experiences as a student, and satisfaction with tkeair cur
career as an elementary special education teacher. Additionalligsadfehree full-day,
school-based observations of each participant would allow the researchev tbhesimen

in their environment and draw potential additional conclusions.

Conclusion
Given the female majority of elementary school teachers, a man who ckmoses
teach within that milieu must have a strong sense of self. Additionally, hebmus
confident in his abilities as a teacher. Only by being honest about one’s inmtéy idan
one move beyond society’s stereotypical views of gender roles and rigid views of

appropriate behaviors and personality traits. The participants of thiststudy
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demonstrated a clear understanding of who they are. Because they havehestabli

clear inner identity, these men have been able to succeed in a path where few have had
the courage to do so. This study has demonstrated that these men were able to
successfully enter and persevere in their careers due the three “Cysfattiepossessed

the care, confidence, and capability to beat the odds and become elementaly spec
education teachers.

What can be done to attract more men to the field of elementary level special
education? Since no two people are the same, the answer will undoubtedly betdiffere
for each potential teacher. However, four themes emerged from the experiethees of
three participants of this study. Each recognized a desire to improve the lohelsicn
with special needs. Each described a desire to improve the social miliemehghry
schools for special education. The importance of entering the field with a strosey o
self-confidence in one’s maleness to be an effective elementarylsgzhaation teacher
was of great importance. Finally, they recognized the importance oftgema
advancement in one’s career.

The genuine issue of the lack of male teachers in elementary schools is one of
values. If more males are to consider becoming teachers, particusmgrebry special
education teachers, then American culture must make a significant shiftisowa
becoming a society of value and respect for men who choose to work with children. In a
democratic society where egalitarian values of equality and fairregsamnoted for all,
our schools have nonetheless become institutions in which gender stratificatidtehas ta

root and perpetuated the stereotypes and gender roles that so many have sought to
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eliminate. All teachers should be shown the respect and status they desseveifgy
their communities. If we, as a nation, do not return to a culture of respect for chersea
we will continue to see a decline in the number of those who teach, and areas of high

need, such as elementary special education will be left to flounder.
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APPENDIX A

Logic Model
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APPENDIX B

Sample Interview Protocol Forms

Interviewee Name Date

Interview One: Focused Life History

1. Why did you decide to become an elementary level special education teacher?
2. When did you know that you wanted to be a special education teacher? When did
you decide to teach at the elementary level?

3. What life experiences influenced you to enter this career?

4. Is teaching special education your first career, or were you in acatieer before
teaching? If so, what influenced you to change careers?

5. How did your family and friends react to your decision to teach elementaiglspe
education? Did they support you? Was anyone not supportive?

6. Describe the male who has had the greatest impact in your life.

7. Did you have any male teachers when you were in school?

8. Did you enjoy school? Describe your experience.

9. Is there anything that you would like to share that we have not already edscuss

today?
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Interviewee Name Date

Interview Two: The Details of Experience

1. What do you actually do on the job?

2. What is it like for you?

3. What are the best qualities that a special education teacher should possess? Do y
possess these?

4. Is there anything that you anticipated about the job that you found not to be true?
5. What did you not anticipate?

6. Describe your relationships with: students, parents, teachers, and adtarsistra

7. Is there anything that you would like to share that we have not already edscuss

today?
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Interviewee Name Date

Interview Three (Focus Group): Reflection on Meaning

1. Given what you have said about your life, both before teaching and as a special
education teacher, how do you understand special education in your life?

2. Given what you have reconstructed in these interviews, where do you see yourself i
the future?

3. Do you think that the status of teaching is an issue for male teachers?

4. What do you think could attract more men to the profession?

5. Is there anything that you would like to share that we have not already edscuss

today?
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APPENDIX C

Template for Coding a Phenomenological Study

Essence of the
Phenomenon
(Cresswell,

2007)

Subjectivity Significant Meaning Units Textural Structural
Statement Statements Descriptions Descriptions
(Epoche or

Personal
Bracketing)
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