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Abstract

This thesis considers the relevance of Recognition Theorhtmkeducation
and contributes to the development of a body of empirical resesattuis field.
Recognition has been defined as an essential component ofadiety and a
central concern of this study is the promotion of a humane fosthooling
which embodies the principles and practices of a just and daticosociety.
The empirical data were gathered in a focus group and interwigivghree
new teachers working in a school in special measures. Rpariences and
their stories of recognition and misrecognition are analysed using Honneth’s
Recognition Theory as a framework. The methodology of interpretative
phenomenological analysis allows the reader to gain anstaddmg of what
the experience of being a new teacher is like for the theshers. The
combination of Recognition Theory and interpretative phenomemalogi
analysis offers the opportunity for a critical reflection on thegeeriences. My
findings suggest thalonneth’s Recognition Theory, informed by a Deweyan
understanding of education and its relationship to democracy, and bedaden
incorporate an ethic of care, as well as an understandiRiafii’s critical-
constructive pedagogy, has the potential to inform a normativesiadding

of school as a community in which the values of a just, caring andodatic
society can be put into practice. This includes recognising teaahdrstudents
as valued members of a community in which their voices anel land
respected. In addition, this thesis draws attention to the:foe@ew teachers to

gain a critical understanding of the means and ends of education

Key terms: recognition theory; education and democracy; ethicare;
teacher voice; student voice; Dewey; Honneth; Klafkerpretative

phenomenological analysis.
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I ntroduction

Education is ...a process of living and not a preparation for future living.
(John Dewey1888aMy Pedagogic Creed, Article Two)

The belief that the process of education should be a worthwhile piocess
itself, and not merely a preparation for future life, expressedinctly in the
short extract from Dewey’s Pedagogic Cree(l888a) above, has been a
catalyst in the development of this research project and, asaireiader,

Dewey’s philosophy of education is a cornerstone of my research.

The purpose of this thesis is to investigate the everyday liyeetierces of
three new teachers through the lens of Recognition Thé@yorm of critical
theory developed by Axel Honneth (1992). Currently very little eioadi
research in the social sciences is based on the comddpdsognition Theory.
Honneth (2012c) has therefore suggested that it is time for seskarch
programme to be developed. My aim in this study is to contribute tbakgt
of empirical research by applying the concepts of recognitioretbetlal of
education by investigatingew teachers’ educational values, how the new
teachers themselves feel valued in their professionaldidgheir experiences

of recognition and misrecognition.

Within the theoretical framework of Recognition Theory, | adopttmeept of
‘voice’ as a metaphor for being valued (Couldry, 2009). Drawing on a number
of theories of recognition, Couldry (2010) believes that we xgyereencing a
crisis of voice in the UK occasioned by the dominance of thdibbea!
ideologies which have shaped government policy from the Thatchér the
present day. Features of neo-liberalism include the privatisdtjoubtic
services and a heightened focus on competition and individual/anteat
(Apple, 2011). These principles have arguably weakened detmmocra
engagement by extending market principles beyond the economic spbere
the social sphere, thus eroding not only democratic control of eaohfanbut
also of social life (Ranson, 1993; Couldry, 2010). In brief, taeufes of neo-
liberalism which impact on educationvweébeen described as a “coherent

regime of regulation” (Ranson, 2003, p. 464) in which the focus on measurable



outcomes comes at the expense of a pedagogy able to foster people’s “right to
speak and have their say” (ibid., p.474). In recent decades, neo-liberalism as a
political ideology has therefore been a cause for particularxecoramongst
those with an interest in promoting education for and in a demodRacysén,
1993; Fielding, 2008; Apple, 2011; Fielding & Moss, 2011; Smyth, 2012
Biesta, 2015), a theme returned to in Chapter One. Important forgugmeant
here is not onlYCouldry’s (2010) assertion that a normative theory of voice is
needed to challenge the crisis of voice but also his suggdssibrecognition

theories can provide that normative theory.

My aim in this thesis is to apply Honneth’s 1992 theory of recognition to the
field of education and in particular to the notion of teacher vdifigereas
much of the literature on voice in the field of education focosestudent (or
pupil) voice (Bernstein, 2000; TLRP, 2003; Rudduck & Flutter, 2003diRig|
2004), my thesis is concerned with teacher voice in what Berr{2@00)
refers to as the “acoustic of the school” (p.xxi). Teacher voice has been
described as the “missing voice” in education (Cohn & Kottkamp, 1993) with
some teachers claiming that as a profession they experience “voicelessness”
(Bangs & Frost, 2012, p.23). My research topic draws on thegna and the
findings that teacher voice has often been neglected in discaisdistudent
voice (Rudduck, 2004; Bragg, 2007; Fielding, 2008). This percepstion i
explored further in the section on teacher voice in Chapter One.

The original contribution to knowledge in this thesis is derivethfthe data
gathered in my study of three new teachers working in a schepékial
measures, using Honneth’s Recognition Theory as a theoretical framework.
Whereas in much of the literature the experience of beconteacher is
described as a struggle for survival, my data suggest that new teachers’
experiences can be more profitably understood as a struggle fonitesog
My argument is based on my belief that a normative theory ognémon,
applied to the field of education, can provide a framework within wihieh
voices of teachers and students can be recognised not only asbaitriglso as
a form of esteerand I adopt Couldry’s (2010) definition of voice as a value.
As a normative theory in the critical tradition of the Frank&chool,
Honneth’s theory of recognition has the potential to lead to change by



challenging educational policy and supporting the development of thekind

democratic practices in schools centrabtsvey’s philosophy.

My chosen methodology of interpretative phenomenological analysiv@svo
listening with sympathy and empathy to narratives of lived experience.
Listening to the voices of others is in itself a form of recognigiod an
innovative aspect of my study is the combination of Recogniti@oiifwith

the methodology of interpretative phenomenological analysis.

Axel Honneth and the Frankfurt School

Honneth is the current director of thestitut fir Sozialforschunginstitute for
Social Research) at the University of Frankfurt and his vugodften taken as
representative of the third generation of the critical theoristtseofFrankfurt
School (Anderson, 2011). Recognition Theédsyfounded on the essential role
of reciprocal recognition in human growth, human interaction and human
identity and is therefore an essential component of a jusiemdcratic
society (Honneth 1992). Although it was always my intention to situate my
research within the tradition of Critical Theory, it was ndtlumad completed
the interviews for my research that | ra&mpf um AnerkennungThe
Struggle for Recognitiop Honneth’s (1992) seminal work on recognition.

From that point on, the impact of Honneth’s writings on my ideas has been
considerable and his understanding of recognition as a reciprocal,

intersubjective process underpins my thesis.

Recognition has been defined as a moral act embedded in tiidagvsocial
world, an act which specifically affirms the positive charasties of
individuals or groups (Honneth, & Stahl, 2010). The title of my stityucher
Voice’ and the Struggle for Recognition: Investigating new teachers’
experiences, values and practices in a schoolaniapbmeasureschoes both
Honneth and Hegel sindéonneth’s Struggle for Recognitiotakes its title
from a section in Hegel’s (1807) Phanomenologie des GeistEhenomenology

of Spirit). Honneth translates the three Hegelian categories of Ighe amd

1. Capital letters are often used to differentiate thigc&k Theory of the Frankfurt School
from other critical theories (Held, 1990), a practicetead in thisstudy to Honneth’s
Recognition Theory as opposed to other theories of recognition.



esteem (Hegel, 1807) into the social-philosophical concepts ofs#léience,
self-respect, self-esteem and solidarity which are at tw dfdHonneth’s
(1992) theory of reciprocal recognition. These concepts are telynalated to
human growth and create a link between Recognition Theory and Dewey’s
understanding of education as “fostering the growth of the child while at the
same time ensing the development of social dispositions” (Dessberg, 2010,
p.49Y¥. Recognition in this sense is fundamental to notions of huroarishing
(Carr, 2003) and to an ethics of care (Noddings, 2002). From heteuit a
small step to infer the importance of recognition and caring in acagdoal

setting and this is a central tenet of my thesis.

The experiences of new teachers

The everyday experience of school life is “an important field of ethically

relevant experiences” (Klafki, 2005, p.64)? and teaching is thus concerned with
ethical issues which require teachers to be guided by a mopalseu(Fullan,
1993). Both Klafki and Fullan emphasise the importance of the vidaes
teachers hold, and how thoggues affect teachers’ understanding of their role

in relation to their students and colleagues.

Schools serve many purposes and have many functions in ardeynand, at
different times in any given society, the importance accordeddo &f these
functions can change (Klafki, 2002). However, Klafki suggtsisthe generic
functions of education are relatively immutable in Western 8esjen that
public schooling cannot avoid responsibility for developing in young people th
skills, knowledge, creativity, tolerance and emotional intelligevitieh allow
them to flourish and take part in social life as moral, resp@naitdl self-
determining citizens. Schools must also socialise young peopli@pmlitical
and ethical norms of society and ensure the survival of the@theritage of
thatscciety, as well as providing formal qualifications which act aslacting
and allocating function for different roles in society (sumnearisom Klafki,
2002, p.43).

It is hardly surprising that teachers in general oftentfesk is little space in

schools for them to fulfil their pedagogical responsibility for allabeve

2. The translations into English of original German argh&h texts are my own.
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aspects of education (Shapiro, 2009). New teachers in partgtulggle with
the conflicting demands of their chosen profession (Hobson et @F.),20
demands which are all the more contradictory in the present clohate
accountability (Ambrosio, 2013). The first three years of teaching bagn
described as an apprenticeship period which indelibly shapes teachers’
professional practice (Hobson et al., 2007; Hericks, 2009). In @systhhew
teachers’ therefore refers to teachers in their first three years after qualification

and this was the selection criterion | used when recruitingarticipants.

Arguably, education policies in recent years in England have weighted
towards measures which serve the selecting and allocatingpfusiof
schooling to the detriment of the other functions listed above (Pringl&réol
2011). In relation to the tensions between the different functiosshaiol
education and their implementation, Klafki (2002) believes thah&adhave a
responsibility to be always mindfuaf the importance of creating a “democratic
and humane schdb(p.138). By this | understand Klafki to mean a place where
young people thrive and feel cared for, and have the opportunitzoaeter
democracy in the everyday practices and structures of thels&ut a
democratic and humane school is also a place where teaeblevaltied and
respected. There are however concerns that the authorédahierarchical
structure of schools in the UK and across Europe (Maitles &lxy2007), in
what Shpiro (2009) refers to as ‘troubled times’, make it more difficult to put
into practice Dewey’s conviction that democracy must be experienced and not

merely taught in schools.

School education in an age of measurement and accountability

In the current troubled times of an age of measurement andraebility in
education (Biesta, 2010; Ambrosio, 2013), the need for a flexible woekior

a global economy has led to educational policies which promote the
technologies of the market through the techniques of management and
performativity (Smyth, 1995). Tlsetechniques, when applied to education, are
centred on measurable outcomes and standards and leave topdtdda the
caring aspects of schooling (Ball, 2003). By defining young people’s ‘potential’
narrowly in terms of the world of work and the market economy (Pring &

Pollard, 2011) government policy has valorised formal qualificatiods a



privileged the instrumental, thereby marginalising the ethical foundatid
education (Fullan, 1993; Carr, 2003). There is thus a tension rethee
pressure teachers are under to ensure their studentgeaiti@eacademic
outcomes used as an indicator of school effectiveness and whaftdre
instinctively feel are the caring aspects of teaching (Qa063; Noddings,
2002; Tronto, 2015). New teachers in particular are vulnerable to
disillusionment if in the first phase of their careers theirlgland values are

called into question by the constraints of their workplace (MacB2ail?).

‘Satisfiers’ and ‘dissatisfiers’

Very aware of the many pressures that all teachers face,ddtctBlentifies
several criteria, which he calls “satisfiers” (ibid., p.13), which are essential for
teachers’ well-being. Contrasting with the category of satisfiers, the
‘dissatisfiers’ that MacBeath identifies include “the feeling of not being in
control; isolation from colleagues [angl}licy initiative overload” (ibid.). If the
balance of a teacher’s experience tips towards the dissatisfiers, this can have a
negative impact not only on their professionalism but also on #wesesof self.
There are parallels here between MacBaatitegories and the concept of
recognition. Satisfiers such as “being trusted; being valued; being listened to
[and] collegiality” (ibid.) have much in common with the concepts of self-
confidence, self-respect, self-esteem and solidarity cdatRécognitio
Theory. The dissatisfiers are related to a lack of self-dentie, self-esteem
and solidarity. Satisfiers and dissatisfiers can therefoexjbated with
recognition and misrecognition respectivaelyth MacBeath’s terminology

acting as a bridge between educational theory and Recognitenryl

Despite the concerns raised above about schools in an age afeneas,
MacBeath (2012) argues that in many ways schools are bettes piat only
for children, thanks to policies of inclusion and the recognitian children

have rights, but also for teachers:

Teachers are, in general, not only better qualified but dharca

a wider repertoire of tools and skills. ... They teach in schools

and classrooms that are better resourced, with smaller dass si
ard para-professional support. Teachers enjoy more

opportunities for continued learning and professional
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development. Assessment strategies at their disposal are more
sophisticated and, as “extended professionals”, they exercise a
broader, more complex and professionally demanding remit

than in any generation before them §p.8

Nevertheless, other academics in the field of educational philpsoeh
sociology are concerned at the lack of an informed and demaodeltite on
what is important in the life of schools (W. Carr, 1995a; D. Carr, 2Bi@3ta,
2010, 2015; Fielding & Moss, 2011). Their concerns can be related to
“regime of performativity” (Ball, 2013, p.27) in which the rhetoric surrounding
the importance of measurable outcomes and targets has arguablg led to
narrower public understanding of the purposes of education (Fieldings& M
2011), a view shared by Ball (2013):

We have to reconnect education to democracy. ... Among other

things schools should have a responsibility to develop the
capabilities of parents, students, teachers, and other local
stakeholders; to participate, to discuss, to challenge and eritiqu

It is time to get back to basiego think seriously about what is

the purpose of education and what it means to be educated, what
schools are for, and concomitantly and crucially who should
decide these things (p.4.).

Yet too often the democratic participation of the stakeholders Batbrto is
lacking and too often the professional voice of teachers is igneudidrg,

1994; Hargreaves 1994, 1996; Durrant & Holden, 2006; Frost, 2008; Fielding
& Moss, 2011; Bangs & Frost, 2012). If government policies leaveom for

the development of democratic and ethical practices in educatdinZB803)

then there is arguably a need to refocus attention on praatioes are rooted

in a shared moral understanding and which define a humane sobool a
education as a democratic undertaking. The potential of Recoghitenry to

contribute to that shared moral understanding is a central tenettbésisy.

Before | turn tathe importance of Honneth’s theory for my research, I should
explain how my long-standing interest in student voice, together witmong
recent interest in Critical Theory, led to the developmentyobriginal

research proposal. | explain how the topic of my resedrahged from an
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exploration of the dialogue between teacher voice and studentoroice
teaching and learning intm investigation into new teachers’ voices and their

stories of recognition and misrecognition

There are parallels betweemnmy of Dewey’s ideas on education and those of
Wolfgang Klafki, whose theories have had considerable influence
government policy and on teachers’ understanding and practice in Germany
since the educational reforms of the 1970s (Klafki et al., 1Rlatki, 1985,
1993). Klafki’s pedagogy has influenced my own values, which are oriented
not only towards the holistic development of the learner, a featimeman
science pedagogy, but also towards communicative and democsatices in

the classroom.

Klafki’s critical-constructive pedagogy

The term ‘critical-constructive pedagogy’ is used by Klafki (1998) to define a
form of pedagogy which developed out of a combination of traditioumraian
science pedagogy and the Critical Theory of the Frankfimb&@cOne of the
central concepts of human science pedagogy, namely the impoofahee
individual pedagogical relationship between teacher and studefigdas
redefined by Klafki as a relationship which incorporates the grouandignof
the school classroom and the peer relationships between studemtgpokiant
element of learning within a group is the ability to develop satidasth
others, and as mentioned above, solidarity is one of the keypterufe

Recognition Theory.

Like Dewey, Klafki (1985) draws attention to the importance of educatian as
democratic undertaking in which young people can develop the self-
determination that allows them to participate responsibly in politioeialand
cultural processes. Although the pedagogy promoted by Klafki@lehgues
(1971) is now being challenged as a result of the shockwavesddayis
Germany’s PISA® ratings (Althaus et.al., 2002), Klafki’s ideas have had a
profound influence in Germany, not only in schools but also in itestitof

3. The Programme for International Student Assess(Re8®\) is a worldwide system of
ranking educational efficacy led by the Organisation fomBogic Co-operation and
Development (OECD)



adult education Molkshochschule)) where | had spent my early years as a
teacher in the 1970s and 1980s. The principles and practices of the
Volkshochschulédhave also shaped my personal philosophy of education.

The concept ofeilnehmerorientierung an ‘orientation towards the

participant’ (Dolff, 1978) was central to the pedagogy of Yteekshochschulen

at that time, accompanied by the notion of solidarity with otheasmasans of
promoting social justice. In terms of classroom practice, the poo€e
Teilnehmerorientierunglaced special emphasis on the subjectivity and needs
of the learner (ibid.). Democratic structures were incorporatedhe

constitution of the individual institutes in which | worked and thereavas
strong interest in the social and communicative aspects of teastdng

learning The principles of student and teacher participation and consaltati
and active, collaborative learning are principles which havére@d to

influence my beliefs and practices.

Culture shock- school culture in England

Returning to England in 1996 to teach in a comprehensive school, | had
expected to find a similar openness to student and teacher represeamdtion
participation in the life of the school. Instead, | was taken abgpctke
prescriptiveness of schooling in England, by thesrthat regulate students’
appearance, behaviour and learning, by the lack of regard fonstuaiee and
other democratic practices, and by a line management strémtteachers
indicative of a school hierarchy which affected teachers dsawstudents.
This hierarchical structure and the prescriptive nature afddicly have
inclined me towards the critical standpoint regarding the purposesacites

of state education in England presented in this study.
Personal values

Despite my initial ‘culture shock’, the late 1990s were nevertheless an exciting
time to be working in education in England. There was a sense tHagreac
had an agentic role to play in school improvement. Inspired mh&ise
(1975), action research projects sprang up; political engagement was
encouraged by Fullan & Hargreaves (1995), who asked what was worth

fighting for in our schoolsgnd it felt as if we really were ‘making a difference’



as teachers.hE election victory of ‘New’ Labour in 1997, which had been
prefaced by the mantra of “education, education, education” (Blair, 19964,
n.pag.) was greeted with enthusiasm. However, this enthugias soon
overshadowed by the more powerful litany of targets, standards and “zero
tolerance of failure iBritain’s schools” (ibid.). Labour increased spending on
education but also increased direct government intervention irgspatts of
schooling (Bassey, 2005). A discourse of standards, linked to aabdiim

and measurable outcomes, was introduced in the White Pagatence in
Schools(Department for Education and Employment [DfEE], 1997). What was
optimistically referred to as the right balance between suppograsdure on
schools from central and local government (Barber, 1996) wde atwiual
through externally set benchmarks, inspections, league tablesegmabiic
‘naming and shaming’ in the media of schools which failed to reach the floor
standards set by central government as the minimum expectatiohsiéaitss

attainment and progress.

| was therefore open to the ideas of those who were arguing foreahuimane
form of schooling, such as Cullingford (199P95), who was among the first
at that time to draw attention to the need for teachers to listeratiostudents
have to say about their learning. Contributing to this growing interestice
was the research proje€bnsulting Pupils about Teaching and Learning
(Consulting Pupilsn the following), part of the Teaching and Learning
Research Programme (TLRP) which ran from 2000 to 2003 under the
directorship of Jean Rudduck:

Hearing what pupils have to say about teaching, learning and
schooling enables teachers to look at things from the pupil
perspective- and the world of school can look very different
from this angle ... [it] is the first step towards fundamental
change in classrooms and schools (Rudduck & Flutter, 2003,
p. 141).

As well as justifying the importance of student voice as a forraggfect, the
Consulting Pupilsesearch team also engaged with student voice as anveffecti
way of improving both teaching and learning (Flutter & Rudduck, 2004). The
project highlighted the importance of listening to what children and young

10



people had to say (TLRP, 2003) and the researchers identifessantial link

between voice and listening.

At the same time, researchers in the field of school impremeand

distributed leadership were beginning to suggdestteachers’ voices were
misrepresented in debates on educational policy (HargreavesFt886et al.,
2000; Durrant & Holden, 2006; Frost, 2008; Bangs & Frost, 2012). Even in the
research into the democratic practices of student consultation diocoption
there is a sense that teacher voice is a neglected aegm(R007). Too often
teachers are not listened to (Rudduck, 2004) and Rudduck arguesthdeiit
voice is to be embedded in school practice, then teachers also “need to feel that
they have a voice that they are listened to and that they matter (ibid., p.2).
Agreeing with this, Bragg (2007) concludes that teacher voiagsrieedoe
developed in parallel with student voice if either is to be meaningfukchool
context. Influenced b€onsulting Pupilsmy original ideas for a research topic
centred on the notion of dialogue between teachers and studentshomgea
and learning in the classroom, illustratingy a researcher’s engagement with

a topic is often intimately linked with personal values (Ekins & &t@912).

My original research proposal

| decided to study the experiences of new teachers in retatgtndent voice
sinceConsulting Pupil$had found that beginning teachers were often less
confident in eliciting student voice than those who had been teadhifonpfer
(Rudduck & Mcintyre, 2007). However, because Rudduck had cotifiden
announced in 2004 that “student voice is here to stay” (p.1), my assumption
some ten years later was that even new teachers in 2014 would bewacze
of student voice initiatives and might well include student consultatitreir
teaching practice. This assumption underpinned my original resgaeskions.
However, it seemed that Rudduck’s optimism and my assumptions about new
teachers engaging in dialogue on teaching and learning in #szadan were
both misplaced. The data | gathered in the summer of 2014 weppaiising
in this respect. Although the three teachers who had volunteerea tpasdkn
my study were interested in student voice and were all in agnééinag it was
important, they, like the young teachers interviewed by Rudduck & Melnty

(2007), were too preoccupied with ‘delivering’ the curriculum and managing

11



classroom behaviour, which meant that developing student voiceavas

foundational aspect of their teaching practice.

My original proposal of investigating the dialogue between ‘teacher voice’ and
‘student voice’ on teaching and learning was therefore looking less viable.
However, what struck me forcefully on first reading through my dashow
the three young teachers felt thiair voices were not listened to. It seemed
that the questions Bernstein (2000) asks about the voice of studeat®ols
“Whose voice is heard? Who is speaking? Who is hailed by this voice?” (p.Xxxi)
could equally apply to new teachers.

| therefore became more interested in teacher voice and the egpsradmew
teachers in schools. Listening to the voices of others is a wakmbaledging
that people have something to say about their lives (Couldry, 200#)atnd
their voice is valued. Writing on the politics of voice, Couldefines voice as:
“the implicitly linked practices of speaking and listening, based in a practice of
mutual recognition” (ibid., p.580). As mentioned earlier, Couldry (2010)
suggests that in neo-liberal democracies like the UK voice mgetdras value
since neo-liberalism has been normalised and embedded inlayeqgcial and
political life to such an extent that we are now living with a “crisis of voice”
(ibid., p.2). Taking Bragg’s (2007) aforementioned conclusion that teacher
voice needs to be developed in parallel with student voice on&udtegr, my
argument is that if voice in schools is to be regardedasasure of democracy
and as a force to combat the neo-liberalism that has engdntererisis of
voice Couldry identifies, then ‘voice’ must become a form of reciprocal,

intersubjective recognition.

Choosing Honneth’s Recognition Theory as my theoretical framework meant
that the association of voice with recognition would offer acali@pproach to
the interpretation of the experiences of new teachers. Combinicgttbal
perspective of Recognition Theory with an interpretative phenological
approach to data analysis therefore allowed me to redefine gogiatrof my

research in a unique way.
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Interpretative Phenomenological Analysis

An important strand in the development of my research questionsavas th
choice of interpretative phenomenological analysis as my résearc
methodology. In the field of education, the choice of reseasthod is in
itself a pedagogic commitment in that itleefs one’s philosophy as an
educator (van Manen, 1997). Interpretative phenomenological anelybe
variant proposed by Max van Manen is an approach to the represenfation
lived experience which has similarities with narrative anglysthat stories in
both narrative analysis and interpretative phenomenological anallgsisthe
researcher (and the reader) to gain an insight into the waplelopie they
would not otherwise know (van Manen, 1997; Elbaz-Luwisch, 2005, 2007;
Ashby, 2011). What interpretative phenomenological analysis (IRAg<to
the tradition of narrative analysis is a hermeneutic ajgprt@at aims to
interpret in a sympathetic and non-judgemental way the lived expesief
everyday life (van Manen, 1997). There are several fefrpfienomenological
analysis, and | present those pertinent to my researchapit€tirwo. Common
to all the hermeneutic forms of phenomenological analysise attention
given to what an experience is like from the standpoint of treope
experiencing it (van Manen, 1997; Smith & Osborn, 2008). It isthiait
influenced the wording of my first research question and thel Wwaye

approached the process of data gathering and analysis.

Redefining the research guestions

In qualitative research, the research questions often do nottbegke their
final shape until after the data-gathering process (Ely, 199i9.Was certainly
the case in my research project, and my final questionsapedebut of
engagement with Recognition Theory and interpretative phendoggcel
analysis (IPA).

My first research question is influenced by a phenomenologiesest in the
lived experience of new teachers, using the methods of IPstén lio their

voices and interpret their experiences:

1. What is the experience of becoming a teacherftik the three new teachers

in this study?
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The use of interpretative phenomenological analysis contributes teetin
knowledge presented in this thesis by allowing a sympathetic and enpatheti
interpretation of stories and anecdotes (van Manen, 1989). Theraffinity
between IPA and Recognition Theory which enriches my thieisiening to
the voices of new teachers with empathy is a way of accordimgeaehers the
recognition they need, and indeed strive for, in the procdsscoiming a
teacher. A strength of IPA is that it can offer both a descnigticd an
interpretation of lived experience since the researcher “engage[s]| with a
research quesh at an idiographic (particular) level. The participant’s ‘lived
experience’ is coupled with a subjective and reflective process of

interpretation” (Reid et al., 2005, p.20). As exemplars of what it is like to
become a teacher in England, the experiences of the threersescimy study
provide a promising starting point for revisiting the values not ondyjaét,

caring and democratic school but also of a just, caring and deilnaeiety.

The second research question relates therefore to the interprefation

experience using the concepts of Recognition Theory a®eetioal template:

2. Do the categories of Honneth’s Recognition Theory (love, respect, esteem
and solidarity) enrich our understanding of theazignces of the three
teachers in such a way that their experiences eageberalised beyond the

context of their own school community?
The final question addresses the wider impact of the research §nding

3. To what extent do the empirical findings of thiadyt confirm the assertion
that the normative concepts of Recognition Theoryaagable of promoting a

more humane and democratic form of education ilnsks?

In this thesis my aim is to provide both theoretical and empiniggdat for my
assertion that Honneth’s theory is a productive way of understanding the
practices of school education in the'2entury. Dewey (1916) and Klafki
(2002) both define education as an intersubjective and social prodetsesn
are parallels between their understanding of the importance of timatner
nature of intersubjective relationships in education and Honneth’s (2011a) view
of the intersubjective nature of freedom, social justice and dewyar

society. The strength of Recognition Theory in my study igdtential to
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provide a normative foundation for education which is founded on
intersubjective relationships and reciprocal recognition in aju$idemocratic
society (Honneth & Stahl, 2010).

As indicatd on page 3 above, Honneth (1992) draws on Hegel’s categories of
love, right and esteem to define different spheres of recogimitiwvhich
human beings can develop self-confidence, self-respect, tsdreand
solidarity. The Canadian philosopher Charles Taylor (1994) defeegnition
as a “vital human need” (p.26), and I believe that if teachers were more aware

of the role of recognition in promoting the growth and developmecti@ren
and young people this could transform the experience of studetusn,In
because of the reciprocal nature of recognition, the everydzsydif teachers
would arguably also be transformed. The notion of educatigrnoagh is also
related to the notion of pedagogical caring, a concept closelyiassbwith a
sense of vocation (Carr, 2003) and many teachers enter the mnofesging to

improve the life chances of their students (Marsh, 2002; Boust##8).20

Teaching as a caring profession

A pedagogy of caring highlights the importance of the interpersonal
connections involved in working with students (Marlowe, 2006g desire to
nurture young people is commonly cited by new teachers as a major
motivational factor in their choice of teaching as a caresryR Quaglia,

1997) Like recognition, caring is intersubjective and reciprocal. thiceof

care is relevant to the way in which teachers make sense @l#tionship of
education to human flourishing (Noddings, 2002). Noddings believes the task
of the teacher is to build the kind of caring relationship whiclajsble of
providing the foundation for all other aspects of education. | rébutime bond

between caring and recognition in Chapter Four.

The assumption here is, of course, that the vision ofdieos as a community
which incorporates the values of a just, caring and democratitysiscis the
words of Fullan & Hargreaves (1996) something ‘worth fighting for’, but their

warning must also be heeded:

However noble, sophisticated, or enlightened proposals for

change and improvement might be, they come to nothing if
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teachers don't adopt them in their own classrooms and if they
don't translate them into effective classroom practice (ibid.,
p.13).

It follows therefore that if recognition is to be understood as belortgitige
field of educational ethics, and acted on as a nhormative theeryijt is
essential for teachers to have a grounding in educational philosophthexsd e
This is an area where concerns have been raised aboutklu é&ducational
philosophy in current programmes of initial teacher education (Oréhard
Winch, 2015) and the related concern that new teachers hievawtireness of

the importance of ‘voice’ in education (Kidd, 2012.

Becoming a teacher in an age of measurement

One question with respect to new teachers in this age of ree@et is
whether they are adequately prepared during their initial teaelm@nty
programme to understand the interplay between values, purposesagaps
and needs. This understanding is arguably essential for nefaeteanot only

in order to help them ‘survive’ the impact of the early years of teaching (Flores,
2001;MacBeath, 2012) but to help them understand the educational values

which shape their everyday professional practice.

Much of the literature on new and trainee teachers tends to intdmprfast
few years of teaching as an apprenticeship during which new tedeasr to
adapt to the policies and practices of schodlisigthe job” (Department for
Education [DfE], 2016a). Recent discussions regarding the trainiegcters
seem often to rely on the assumption that all that is needimapily $or new
teachers to become more efficient in developing resilience &3au, 2014) or
mastering behaviour management (DfE, 2014b) or acquiring newrtgach
techniques (Coe et al., 20%id)order to ‘survive’. But becoming a teacher is
about more than survival, it is an unavoidably moral practiceetiactive

teaching is more than just the application of technical skillsr(@803).
The problem as Biesta (2015) defines it is as follows:

We have reached a situation where measurement is tgea lar

degree driving education policy and practice without any longer
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asking whether what is being measured adequately represents a

view of good education (ibid. p.2).

Democratic school communities develop out of “recognition and the mutual
deliberation of purpose, rather than the external imposition otifjabale
targets” (Ranson, 2003, p.476). Ranson thus refocuses the purposes of
education on the life of the school community rather than on méxdesura
outcomes. It is here that the importance of recognition beconaercle
Recognition Theory is concerned not with philosophical discussions of a ‘good
life’ or a ‘good education’, because those definitions will change over time and
place. What is unchanging is the human need for freedom, vshilefined
intersubjectively by Honneth (2011a). If we accept that in a plurasistiety
there can never be universal agreement either on moral argufiacintyre,
1981), or on what is worthwhile in education (Pring & Pollard, 2011), or on
how what is worthwhile is to be achieved (Klafki, 2002), then theaestsong
argument for making educational policy and practice central to amnmng
public debate (Pring & Pollard, 2011).

New teachers therefore need to acquire the tools that will ethetoteto reflect
not only on their own experiences but also on the structurefi@dletgy
(MacBeath, 2012) anch society’s expectations of school education, as well as
the values and accepted modes of professional practice with waichrtn
confronted (Cherubini, 2009). The question of whether new teacleegs/an
the opportunity to discuss the purposes of education raises the followaeg th
issues which are relevant to the context of my research aot hdwe been

highlighted in the literature on teacher training and induction.

Initial teacher education and induction

The first concern is over recent changes to the teacheatsaiulandscape,
including the move from university-based programmes to prograrasesl
largely in schools such as School Direct and Teach Finss@ changes mean
that for many trainee teachers less time is availablefardl study in a
university setting of the philosophical foundations of educafibere are
concerns that new teachers now have fewer opportunitieseotrefl their own
values in relation to policies of education (Bernstein, 2008; kyi2812) and

that, crucially, this equatés the silencing of their voices:
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the excision from [initial teacher education] courses of dll bu
the most instrumentally relevant forms of educational theory
(especially the near elimination of philosophy, history and
sociology of education) can be seen as illustrative of ... a

process of silencing by denying ‘trainees' access to the forms
of knowledge that permit alternative possibilities to be thought
(Beck & Young, 2005, p.193).

This lack of a philosophical grounding can impact on beginning teachers’
awareness and understanding of the means and ends of educati@rd@rc
Winch, 2015). Topics of educational ethics, student voice, and ealudati
democracy have become less prominent, even in the universég-basrses,
with the result that new teachers are largely unaware of thewmrikpractices
relating to student voice (Kidd, 2012).

Secondly, the recent changes in educational policy outlinddrdaave made
the first few years of teaching particularly complex, as néxaiped teachers
are faced with social, cultural, political and technologatelllenges (Shoffner
et al., 2010). There is therefore a perceived need to undehstarnaew
teachers make sense of those challenges in order to decideesta to be
done in order to better prepare new entrants to the teachinggpooféFantilli
& McDougall, 2009; Hobson et al., 2007).

Thirdly, there are concerns over the high attrition rateéw teachers in
schools in England (MacBeath, 2012; Ofsted, 2015) and in other countries
around the world (Fantilli & McDougall, 2009; Hong, 2012; Day & Gu, 2014).
In order to promote teacher recruitment and retention, those workinganols
need to understand and take into account the multiple demands nmase of
teachers in order to sustain their morale (Wilshaw, 2014, 2015; O2&XE6I).
With regards to new tehers’ needs, researchers have identified the importance

of listening to the voices of beginning teachers (Fantilli & McDougall, 2009) i
order to support them more effectively as they come to terms witfe tiities

of school teaching (Hobson et al., 2007). New teachers also nemdtikiation
and energy that come from feeling valued in the schools theyiwork
(MacBeath, 2012). MacBeath emphasises that teachers musebédgth
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recognition and respect for rising to the challenges theyefeery day in

schools.

The struggle to survive new teachers’ experiences

Many of the stories told about and by new teachers are stosesvofal which
highlight the challenges new teachers face during their itéi@adher education
and their first years of teaching (Bullough, 1990; Britzman, 2003; $-lgre

Day, 2006; Cook-Sather, 2006; Hobson et al., 2007; Cherubini, 2009; Cook,
2009; Chong et al., 2011; Boyd et al. 2015). These stories are offselyby
very occasional reports of wholly positive induction experiendebért &
Worthy, 2001). Autobiographical accounts tell sometimes humorous,
sometimes harrowing accounts of becoming a teacher (Braithwaite,1962;
Codell, 1999) and numerous self-help books are intended as a guide to
‘surviving’ the first years of teaching, some of which have become bestsellers
(Cowley, 2009).

Becoming a teacher is often depicted as a baptism of fire andjtiseamd

lows experienced by beginning teachers are well-documented (Caires &
Almeida, 2005). The baptism of fire was perhaps the case forrdeeritbw
teachers in my study, who were all working at Daleswood Sthdwn | met
them in the summer of 2014. Daleswood is a state secondary schooltwahi
years earlier had been made subject to special meafilesing an
inspection by Ofstéd This had a profound influence on staff, students, parents
and the local community. A more detailed description of the schbbaivs in
Chapter Three. The context in which teachers work is a factor whayes
their teaching practice (Nicholson 1998jorking in a ‘failing school’, as
schools in special measures are often called, added areteeof complexity
to the context in which the teachers in my study were inducted into ttrenga

profession.

4. The name of the school has been anonymised, asheamarnes of all people and places
connected with the school.

5. Schools are made subject to special measures undensgtfl) of the Education Act
2005 if Her Majesty’s Chief Inspector of Schools is of the opinion that the school is failing
to give its pupils an acceptable standard of education.

6. The Office for Standards in Education (Ofsted) is genay responsible for the
inspection of schools in England.
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It is not, however, my intention merely to add three more storig®to
considerable body of literature on the experiences of new and tteawders.
Using empirical evidence from the stories of three neshi&s, my aim is also

to evaluate what contribution Recognition Theory can make &tracal theory

of education in England and how it might support the development of a better
understanding of the experience of new teachers as a struggdedgnition.

as well as a better balance between the different Gngtf schooling. These
functions were defined earlier (see p.4) as promoting growttsKifis and
well-being; socialisation; cultural transmission; and the provisidarmal

qualifications.

Summary

In this study, | investigate the everyday lived experienceseé thew teachers
who havestarted out on their careers in a school in special measures in an ‘age

of measurement’. The tension between the values the three new teachers hold
regarding the purposes of school education and the challengdadbey
explored and the importance of intersubjective recognition in thefl§ehools
is exemplified in the way that new teachers feel recodgrasel misrecognised
in their everyday professional lives. The way their voicesoéten overlooked
in the acoustic of the school is a theme which emerged out of taadd
which became central to my thesis in relation to the concepsaugnition

Theory.

Axel Honneth’s (1992) social-philosophical theory of recognition, in which the
categories of love, right and esteem are developed into the contspls
confidence, self-respect, self-esteem and solidarity, é&as instrumental in the
development of my understanding of human growth and of the importance of
recognition as an aspect of social justice. Extended topacateNoddings’

(2005; 2011) ethics of care, Recognition Theory forms the theoretical

framework for my research.

The new knowledge presented in this thesis is an illustratioovef h
Recognition Theory, supported by empirical evidence, can help segse not
only of the experiences of the three new teachers who tookghis istudy,
but also, by extension, of school life in England in general. Théioation of

Recognition Theory with interpretative phenomenological anadygisan
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ethics of care is also innovative and contributes to the develtphthe new
knowledge in my study. However, Recognition Theory is not onlgans of
understanding the everyday experiences of life in schools. Aswaative
theory in the tradition of the Frankfurt School, it has the piatietat provide a
new framework for the development of humane and democratic practices

within a school context and is thus also concerned with change

In Chapter One, | combine an explanation of my theoreticakfnaork witha
review of relevant literature. Using Recognition Theory asaficdd provides a
way of understanding the tension between the historical, social atidgboli
context in which teachers work in the English education system; their
professional values; and how they feel able to put those \iatogsractice.
Relevant to the relationship between Recognition Theory and edusation
Dewey’s (1916) philosophy of education, which has influenced Honneth’s
(2012a; 2012b) understanding of the purposes of school education. Chapter
One starts with a model showing the various strands which make sfudyy
followed by an overview of relevant aspects of Dewey’s theories of democracy
and education and Honneth’s theory of recognition. Chapter One also provides

a definition of voice as a normative concept. Examples cérgorent reforms
illustrate how national educational policy has impacted on school life in
England A brief literature review addresses the relevance of existsgareh

into recognition in the field of education in relation to the topimgfthesis

Chapter Two concentrates on methodology and research design.ih expla
choice of research paradigm and what led to my choice of methgdblog
summarise different phenomenological approaches to qualitasigarch, and
explain how these translated into my methods of data gathering and
interpretation. | also discuss the ethical implications for myshefghe dual
role I took on as consultant and ‘researcherin-residence’ in a school where the
headteacher is a former colleague and also a friend. Fihd#gcribe the

different elements of the research design and address questiatislioy.

In Chapter Three | introduce the three teachers who took past study and
provide background information on Daleswood School, where they were
working when I interviewed them. I discuss the concept of ‘this-ness’

(Thomson, 2002), which sheds some light on what it means to the three
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teachers to be working in a school in special measures iramfrelative

deprivation.

In Chapter Four | use a form of interpretative phenomenological @&dys
present and interpret the data gathered. Stories of experikaaeetdre stage
and my aim is to present a sympathetic and empathetic portraitrobite
three new teachers. Template analysis provides a conceptuabfilientify
aspects of the data relevant to the categories of love, nghteésteem which
constitute my theoretical framework. The final section in thipthaliscusses

the importance of listening to the voices of new teachers.

In Chapter Five, | offer a critical review of my findings ane:#ection on the
outcomes of my research. This final chapter revisits ardateoést with
regard to Recognition Theory and an ethics of care, including lgonship
between recognition and the other major themes covered inutis s

including the importance of democracy in education.

These themes are outlined in Chapter One, which starts with euriesvef the
theoretical framework and continues with an interpretation of the cortbepts

contribute to that framework.
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Chapter One

Theor etical Framework and Liter ature Review

Key theories and concepts

This study of the experiences of three new teachers showR&owgnition
Theory can add to our understanding of life in schools. As explainde
Introduction, one of my aims is to evaluate the potential of Honneth’s Theory

of Recognition as a means of understanding the purposes and prafctices
school education in the 2Tentury as they are experienced by those who teach
and learn in schools. This aim is driven by a vision obaenhumane and
democratic school which incorporates the values of a just, canithg
democratic society. Two of the key concepts which underpin nearels are
recognition and democratic eduoat represented by Honneth’s Recognition
Theory (1992) and Dewey’s philosophy of education (1888b, 1916, 1937). The
former provides the theoretical framework for my thesis, whileatterlhas
influenced Honneth’s understanding of democracy (1999) arttie relationship

between democracy and education (2012a; 2012b)

In this chapter | presebbth Dewey’s and Honneth’s theories in more detail.
Klafki’s critical-constructive pedagogy (1998) was introduced in the
Introduction as an example of how Critical Theory can be eghpdi education,
and the notion of a humane and democratic school in my thésikienced by
Klafki’s pedagogyMuch of Klafki’s work predates Honneth, so he makes no
reference to Recognition Theory. Instead, he owes muchlier eaeorists of
the Frankfurt School, Habermas in particular. However, theegirof
solidarity and the importance of democracy are two key themes in Klafki’s

work which provide a connection between his ideas and those of Hamet
Dewey. In relation to Recognition Theory, solidarity can be se¢only as
solidarity between peers but as a form of inter-generatioridasity between
teachers and students (Prengel, 2013).
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Model of the different elements making up this study

Figure 1 below shows schematically how | have linked together tlwisar
strands that make up my thesis, namely the context of my inststigthe
empirical data, the methodology of interpretative phenomenologicalsis)aly

the concepts of Recognition Theory and my research questions.

Educational Personal
policies, biographies,
philosophies values and
and practices motivation
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Education

The different elements that comprise the body of my reseagdboadered on
the left by ‘social context’, which stands for the broader socio-political
expectations regarding the purposes and functions of school educatiam an
the right by ‘school context’, which refers to the structures and ethos unique to
the school. Within these contexts, teachers’ lived experience is influenced by
personal biographies, as well as by current educational polimikes a

philosophies, shown at the top of the figure as feeding into the emplaizal
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gathered as part of my research. The choice of the two impatshe first
research question (RQMhat is the experience of becoming a teacher tike f
the three new teachers in this stddy based on an understandiig teachers’
professional identities afenediated by their own experience in schools and
outside of schools as well as their own beliefs and values abatitwheans

to be a teacher and the type of teacher they aspire to bes(360M, p.154).

The empirical data which relate to the first research quett@yafore cover

not only biographical detail but also aspects of the personal edwadation
philosophies and the motivation, professional understandings and teaching
practices of the three young teachers who volunteered to take parsiuady.
The data are interpreted against the backdrop of current educatiocylapal
the characteristics of the school in special measuresianwiey were new

teachers.

The relationship between the first question and the method of interpeetativ
phenomenological analysis (IPA) is that the purpose of IRA ismderstand
what an experience is like from the standpoint of the person erpen it.

The interpretation of lived experience by the researcher (armedkder)
includes a willingness to make space for and to listen to the voiceen$ odis

indicated on the left of Figure 1.

The second research question (RQ2) asks whether this interprefdieu

experience can be generalised:

Do the categories of bkineth’s Recognition Theory (love,
respect, esteem and solidarity) enrich our undadstey of the
experiences of the three teachers in such a wayhba
experiences can be generalised beyond the corftéheio own

school community?

For the purposes of this study | have adapted the phenomenologicaEappr
of IPA by incorporating a form of template analysis (Langdridge, 2008, K
2012) which allows me to use the concepts of love, right and esssepr@ri
themes, as shown in Figure 1. | anticipate that the stories ofréeertéw
teachers will resonate with others who are or have been in sgitilations in

schools. The use of universal concepts such as love anthestigeitself a
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form of generalisation, even if the experiences portrayeliographic
Another form of generalisation is an emotional or critrealponse on the part
of the reader. Figure 1 shows the interaction between IPA and Rémogn
Theory in the two-way arrows mediated by the three concepts. Taeé tie
analysis links IPA with Recognition Theory in a unigue ways Tombination
adds to my interpretation and understanding of the three teacher’s stories by

adding a theoretical and critical framework to the hermenepimach of IPA.
The third and final research question (RQ3) asks:

To what extent do the empirical findings of thiadst confirm the
assertion that the normative concepts of Recognitiweory are
capable of promoting a more humane and democrertio bf

education in schools?

Critical social theory, including that of Honneth and other adhecénte
Frankfurt School, is dependent on empirical data which bridgesaditional
divide between the empirical and the normative (Zurn, 2015)emiperical
data gathered in interviews and a focus group is an essemtiaf pay study.
Based on my interpretation of the everyday lives of three tegalng both
Recognition Theory and IPA, | evaluate how existing norms ardipea
pertaining to education in England stand up against the values of aéhantn
democratic school. This is a form of the immanent critiqneldmental to the

Frankfurt Schogqldiscussed in the section on Critical Theory below.

Underpinning the third question is Dewey’s philosophy concerning the
relationship between democracy and education, a philosophy whits ifeo
Recognition Theory. The arrow on the left in Figure 1, whielkseback from
the notion of a democratic and humane school into the field oa&doal
policy and practiceselates to Klafki’s (2002) vision of schooling and is both

hypothetical and aspirational.

The different variants of phenomenological analysis and templatgsés
which form the basis of my methodology are covered in more de@hapter
Two and the school context is explained in Chapter Three. The ragaini
themes shown in Figure 1 are dealt with in the following sectb@hapter

One, in which | explain the connection between the aims cftody, the
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empirical data and the theoretical and conceptual frameworksiekh@art of
this chapter explore3ewey’s theories of democracy and education, followed
by an introduction to Recognition Theory and a review of releNtgrature
relating to recognition and education. The final part is concemtbdhe

notion of voice as a form of recognition and discusseh&a/oice and student

voice in the context of educational policy and practice in England.

Dewey, democracy and education

Dewey’s legacy with regard to the relationship between democracy and
education is a powerful one with respect to the concept of reagritonneth
and Dewey share an understanding of democracy as a form stibjestive
association and, as mentioned previously, Dewey’s philosophy has had
considerable influence on Honneth’s views on democracy and his
understanding of the relationship between democracy, school edwadion
recognition (2010, 2012a).

Although Dewey is still regarded as one of the most important figures in
Anglo-American educational philosophy, his critics accuse Dewd\ttze
progressive educators who follow in his footsteps of prolonging the unrealistic
hope that educational reform based on the notion of the schoai@dehof
democratic community life can result in social justice and é@gy&chutz,
2011). Schutz argues that Dewey relies overmuch on middle-dtzss of
community which ignore working-class solidarity and that, becaugesof
Dewey’s vision is limited to an academic sphere that has “little or nothing to do
with actual social change” (ibid., p.508). This criticism is one to be taken
seriously and even Dewey’s proponents acknowledge that there is much in his
work which needs updating (Bernstein, 2008). Howeuétowh Dewey’s
(1899 suggestions regarding the content of the curriculum relate téeeedif
time, his definition of democracy is still relevant. While Dewaegepts that he
has been accused of utopianism, he remains true to the griotgmocracy
as an ethical, intersubjective way of life (1939) throughout his writings.
Experience and Educatidd938) andrhe Challenge of Democracy to
Education(1937), Dewey confirms his belief in democracy as an unfinished
project which must change in different historical contexts: “the very idea of

democracy, the meaning of democracy, must be continually ex@tmesdh; it
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has to be constantly discovered and rediscovered, remade and reorganized”

(1937, p.182).

Dewey believes that education has failegthiool is only conceived of “as a
place where certain information is to be given, where cdeasons are to be
learned, or whereeetain habits are to be formed” (1988, Article 2). It is on this
understanding that Bernstein (2008) can argue in favour of Dewey’s philosophy
of education which requires teachers:

to cultivate the virtues required for a thriving democracy: to
cultivate critical habits of thinking; to foster creative
imagination; to encourage children to cooperate with, listen to,
and learn from others, and to treat their classmates with tespec
andsensitivity” (Bernstein, 2008, p.28).

The debate that Dewey initiated on the relationship between educalion an
democracy and the role of schools in preparing children to takepthe& in a
democratic society still continues among educationists today, odesldun
years since the publication in 19160mocracy and Educatiqarr, 1995b;
Oelkers & Rhyn, 2000; Hansen, 2006; Jenlink, 2009; Schutz, 2010; Biesta,
2015). The belief that children need to experience democracg ihan
Honneth (2012a) shares, and he too regards schooling as a fdcasg and

aform of community life.

Recognition as an essential component of democratic education

Honneth has only recently entered into a public discussion on #temship
between education and Recognition Theory (2012a). He does notcsiigcif
relate Recognition Theory to dég-day school practice in the classroom, being
more concerned with the theoretical and political relationséipveen

education and democracy (ibid.). Honneth is sceptical of the<laiade by
governments in a number of Western democracies regardingeteor
increased selection, competition, standardisation, and performamgtoring

in schools in order to meet the needs of society and the ecolmstead, he
returns to a Deweyan understanding of school education, pointinigadsome

of the highest ranking school systems in Europe in recent PliSAysuare

those sch as in Finland in which “the democratic ideals of [Durkheim and
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Dewey] are most likely to have been put into practice” (ibid., p.438). Honneth

also adopts Dewey’s definition of democracy in education as the practical
development of good habits which will allow young people to gain thelmora
confidence needed to take part as citizens in the democratesprotcdecision-
making. (Honneth, 2012a012b). Agreeing with Dewey’s (1939) view that
democratic ends require democratic means, he argues that deyncannot be
taught, it must be learned through experience (Honneth, 2012b, Z0&8.

are links here to the philosophy which underpinned early versiahe

citizenship curriculum in schools in England (Hart, 1992; QCA, 1998).

In a newspaper article with the headline ‘The abandoned school of democracy’
(Die verlassene Schule der Demokratitonneth (2012b) notes with regret that
the once close ties between democratic theory and pedagogydwve
loosened in recent years. He argues that there is a lacklefstanding in
political philosophy of the requirement for a living democracy to cotigtan
renew “its own cultural and moral substance through the processes of
education” (ibid., n.pag.). Like Dewey, Honneth believes that young people ca
only grasp the meaning of democratic cooperation which will allow them as
adults to take part confidently in the political public spheregy tthevelop a
understanding that they are engaged with their fellow studentconamon
enterprise of learning in which all partners have equal rights” (ibid., n.pag.)
Implicit in this process is the concept of solidarity, which in Raitimm

Theory is associated with the third category of Hegelian recognitianpf

social esteem. Honneth criticises the fact that schoolsritavdeen allocated
the task of providing only a minimum of democratic education. Heriserned
that in our neo-liberal, capitalist society, a narrow focus divithual

autonomy has replaced the Deweyan principle of communityteddearning:

School education and its methods and contents can either have a
desirable influence on the substance of a democracy by
furthering cooperation and individual self-respect or a negative
impact by promoting moral conformity and an unquestioning
obedience to authority which contribute to the insidious
undermining of democracy (Honneth 2012a, pp.431-432).
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As mentioned earlier, Recognition Theory is a critical thedye Frankfurt
School, and Honneth has been director of the Frankfurt Institugofoal
Research since 20040, before looking in more detail at Recognition Theory,
the following brief overview situates Honneth’s work in the intellectual

tradition of Critical Theory.

Critical Theory

The term “Critical Theory’ was first used by Horkheimer to differentiate

between traditional (positivist) social theory and critical thebigrkheimer,
1972). From 1930 to 1959, Horkheimer was director of the Institute for Social
Researchlfstitut fiir Sozialforschungat Frankfurt University (and in exile),

and this branch of critical theory is thus often referred tplsi@s the

Frankfurt School (Held, 1980). For Horkheimer and colleaguesc&mheory
was a promise that a better, more equitable world was possible aimd #&s

to understand the social world in order to bring about change:

Critical theory’s commitment to emancipation — understood as
the development of possibilities for a better life already
immanent within the present ... provides its point of critique of

the prevailing order (Wyn Jones, 1999, p.28).

However, towards the end of his career, Horkheimer, together @idma,
who succeeded him as director, became increasingly pessimisticttadou
project in the face of what Adorno called a new kind of barbarismasomeed
by the increasing marketisation of lived experience (Adorno, 19@6)e lack
of a target audience who could put the critical project into pradtietel (
1980). Critical Theory today is stitexplicitly prescriptive and normative,
entailing a view of what behaviour in social democrsioyuldentail” (Cohen

et al., 2007, p.26, emphasis in original) and still committed t@kjoisitice, but
perhaps more realistic with regards to the utopian views of edital
theorists (Honneth, 2011b)

Habermas took over Horkheimer’s professorial chair in Frankfurt in 1964, but
declined to take on the directorship of the Institute. Although in somes of hi
earlier writings Habermas (197#)in broad agreement with Horkheimer’s

definition of Critical Theory, Habermas’ (1981) theory of communicative
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action broke new ground in Critical Theory and attracted widegpmézrest,
including from academics in the field of education (Klafki, 198atr &
Kemmis, 2004).

Like earlier critical theorists, Habermas (1981) makeseata to the
colonisation of the lifeworld by the system of instrumental reason aricetma
forces, which encroach upon the personal, social and cuitavebdrld. There
are clear parallels between the Frankfurt School’s image of the colonised
lifeworld and Couldry’s (2010) definition of neo-liberalism with regards to the
extension of market principles to the social sphere (seeldf)processs
often referred tas the “marketisation” of school education (Ranson, 2003;
Biesta, 2015) in which the demands of the global economy and iyt
need for schools to provide the ‘world class education’ deemed necessary for
economic success in the2dentury (Blair, 1996bBarber (1998) defined the
characteristics of a world-class education in terms of theoexgrclaiming
that:

any education service which wishes to call itself world clalis
ultimately have to demonstrate that it produces world class

standards of performance throughout the school population

(n.pag)

Critical pedagogy, on the other hand, asks the question of whattieduc
should look like in terms of democracy and social justice. The camoéthe
critical theorists of the Frankfurt School regarding the norieédis of neo-
liberal forces are thus shared by educationists who arguestatian
marketisation of public education (Ranson, 2003; Aronowitz, 2004; Beane &
Apple, 2007; Apple, 2011; Fielding & Moss, 2011; GirpRR12; Biesta,
2015) Nectliberalism, it is claimed, has engendered a standardsunigss;
variously labelled as ‘performativity’ (Ball, 2003); ‘accountability’ (Whitty,
2006; Ambrosio, 200)&nd ‘deliverology’ (Pring, 2013), which reduces
educational reform to @&chnical challenge of delivery regarding ‘what works’
(Biesta, 2007). This has led to a devaluing of democratic citizemsthe
everyday life of schools (Fielding, 2001).

This is not to say that government policies are devoid of notiossoil

justice and democracy, or an understanding that schools shoulacbs plhere
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children: “learn the value of life: what it is to be responsible citizens who give
something back to their community” (Blair, 2001, n.pag.) arfttlevelop their
self-knowledge, self-esteem and self-confid€n@8E, 2014a, p.5)But such
policies need to be interrogated against their effectivenesgually bringing
about social justice. Thérankfurt School’s practice of immanent critique is

arguably an effective way of evaluating policy against its acu@lomes

While Habermas and Honneth have both revived the project of Criitiealry
as defined by Horkheimer and Adorno and taken it in new directisimsy
respectively communicative action and recognition as the neédmgging
about a more equitable society, like Horkheimer and Adorno theyilare s
committed to the notion of immanent critique as a driver of socaigd
(Honneth, 2009)Referring to Honneth’s Recognition TheoryZurn defines

immanent critique as:

a normative reconstruction of actually existing practices and
institutions, attuned to the ways in which they facilitate or
frustrate the values of mutual recognition and social freedom
(Zurn, 2015, p.20).

Immanent critique does not rely on external normative stand@mbat is
good or right (Stahl, 2013), but derives its standards of criticism the
society or social group itself which is under investigations Thhelpful in

understanding Honneth’s explanation that:

only those principles or ideals which have already taken some
form in the present social order can serve as a valid loasis f
social critique (Honneth, 2001, cited in Stahl, 2013, p.2).

Applied to education, immanent critique is a means of examimow the
explicit values and principles of school education stand up torsginti

practice, using recognition and misrecognition as a measure

Honneth’s contribution to Critical Theory is his definition of recognition and
misrecognition as the central forces in the struggle foabkpustice (Zurn,
2015).Like that of other critical theorists, Honneth’s concept of social justice IS
centred on addressing inequalities and injustices in sotletyngeth & Stahl,

2010) but he is sceptical of notions of social justice which rely sotetye
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distribution of goods (Fraser, 1997), claiming that redistribus@subsidiary to
recognition in achieving social justice (Fraser & Honneth, 2B@3neth &
Stahl, 2010).

Instead, Honneth draws substantially on Hagethical norms of love, right
and esteem for achievemelitertschatzungwhich Hegel introduced in
Philosophy of Spiri{1807) and developed iPhilosophy of Righ{1820). Hegel
equates recognition with the core human desire to be treated withayeand
respect (Williams, 1997) and he believes that freedom andl fustice are
only possible in a civil society or state which is governed by dghaw
(Smith, 1989). What is important is that what Hegel means atagbverned
by right is one: “that extends the right of recognition (Anerkennung or respect

to every one of its members” (ibid., p.5).

Honneth has undertaken a close reading of Hegel’s philosophy in order to
shape it into a normative theory relevant to all aspects of @intizalitional
society. Inkampf um Anerkennung Zur moralischen Grammatik sozialer
Konflikte (1992), Honneth’s aim is to develop for our society a formal concept
of what Hegeldrms ‘Sittlichkeit’, usually translated as ‘ethical life’, thoughl
would argue that the meaning of the German term is perhaps tloseility’
in its more archaic meaning of good citizenship. Following Hegel, Hobnne
(1992) regards love, right and esteem as the inter-subjective preamébtia
person’s capacity to achieve individual freedom, which he defines in Das Recht
der Freiheit(2011af as a form of intersubjective recognition. However, in this
study I cannot dustice to Honneth’s extensive and authoritative writings at
the macro level of recognition in relation to freedom, s$gasice and
democracy, so in the following | concentrate for the most partase taspects
of recognition which | believe are important at the micro levéhefindividual
and of the school. The following explanation is thus very reletiea@ducation

due to its emphasis on the role of recognition in the developméleruity:

Our identity is partly shaped by recognition or its absenten of

by themisrecognition of others, and so a person or group of

7. Published in English in 1995 @ke Struggle for Recognition The Moral Grammar of
Social Conflicts
8 Published in English in 2014 &seedom’s Right.
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people can suffer real damage, real distortion, if the people or
society around them mirror back to them a confining or
demeaning or contemptible picture of themselves (Taylor, 1994,

p.25, emphasis in original).

The association of recognition with notions of human dignityeandlity
means recognition is an essential aspect of democratiiceculike Hegel and
Taylor, Honneth (1992) sees recognition and its obverse, misreéooga
fundamental to human development. With respect to childhood dewatbpm
Honneth also acknowledges the importance of Winnicott’s” studies of
childhood in providing empirical justification for the importance obggation
in personal growthWinnicott’s ideas substantiate Hegel’s theory and provide
support for Honneth’s premise that our unique identities are created through a

reciprocal process of recognition (ibid.).

Honneth argues, like Taylor (1994), that recognition is a univeesal and
thus an essential component of a just society:

As persons, we want to experience affection and love, we want
to be recognised for our capabilities, and we want others to
respect our rights. If these forms of love, esteem andaespe
cannot be experienced by all members of a society, then that
society is not a just one (Honneth & Stahl, 2010, p.17).

The absence of recognition “can inflict harm, can be a form of oppression,
imprisoning someone in a false, distorted, and reduced mode of lf&agdor,
1994, p.25). Honneth agrees and argues thatrttieal role of Recognition
Theory is to identify those practices of humiliation and disretsphich
withhold a justified act of social recognition from an individolma group
(Honneth & Stahl, 2010).

In my thesis, recognition is relevant not only to the way thisdreim and young

people are valued in the education system but also to how studenéeaeners

9. Donald Winnicott (1896-1971), an English paediatrician andhmsnalyst
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develop solidarity with each other, how teachers are valusatiety, and how
new teachers are valued in the context of an individual schatbile lmext
section | summarisHonneth’s definitions of the three spheres of recognition,
namely: love and affection, respect for individual rights, amuleagation of
personal achievements and solidarity, as first introducg&tersStruggle for
Recognition(1992).

The three spheres of recognition

For Hegel (1807), the first sphere of love and affection isreequeed in the
primary relationship between mother and child, and is essentiiefor
development of selfenfidence. Whereas Hegel’s model of love is situated
within thestructure of an intact nuclear family, Honneth’s interpretation of this
type of recognition encompasses the love and affection giereaaived by
other family members, partners and friends. The second spltbet of legal
rights, where each member of society has the right to regardehess as
possessing rights in law equal to those of all other members sbitiaty.
This promotes selfespect. The third sphere is that of the recognition of one’s
social worth, in other words, the appreciation of individual achiemgme
through which self-esteem can develop. For Hegel, esteem wasotaniein
the world of work whichdefined a man’s position in society in the 19" century
In view of the vastly different conditions in the current labmarket, Honneth
incorporates the concept of solidarity into this sphere of esteers, sin

reciprocal esteem builds a community of solidarity (Honneth, 1992).

This sphere of social esteeligrtschatzunpis the most complex of the three,
since what is valued in a given society, and is thus granteenesis subject to
change over time. Moreover, structural changes in socidtietichto change in
what is regarded as worthy of recognition do not necessarilytdegreater
inclusion and individual freedom and can therefore repredentreof

injustice. As an example, the recognition of labour was bgdHegel as a

major source of esteem, but Honneth (2009) and Honneth & Stahl (201€) argu
that certain types of low-paid and low-status employment which have
proliferated in the last few decades have made it more diffmuthany

workers to achieve social esteem through their work. It isthatehe critical

potential of recognition theory in contemporary society is to be fanritdat
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Recognition Theory is a normative theory relevant to the wayesgond to
and value the characteristics of an individual or a grouprfetbng. Stahl,
2010).‘Normative’ implies that in each of the three spheres there are accepted
norms or standards which ensure that individual members ofetysoan be
assured that they have a justified expectation of recognitionlfdlirig their
allocated role in that particular sphere. Each sphere has adanblion,
firstly, that of upholding the values that sustain that sphatesecondly
ensuring that a justified expectation of recognition will be men(téth,
2011b).

As a significant element in the formation of the personal ao@lsdentity of
children and young people, the concepts of self-confidence, splat self-
esteem and solidarity are already part of the vocabulahedgaching
profession, as the Department for Education docufeminoting fundamental
British values as part of SMSC in scho@®14a) demonstrates:

Schools should ... enable students to develop their self-
knowledge, self-esteem and s&dfifidence; ... encourage

respect for other people; and ... encourage respect for

democracy and support for participation in the democratic
processes, including respect for the basis on which the law is
made and applied in England (DfE, 2014a, p.5).

There is a considerable degree of correspondence betweemtirtogy used
in the Department for Education statement and the concepts in Honneth’s
Recognition Theory. The notion of respect, a well-establishediteEnglish
educational philosophy (Peters, 1966, 1973), will also be familiar to many
teachers as one of the core values promoted in schools and ttes er&ather
link between Recognition Theory and education in England (Stoj204.0).

But if concepts like respect, democratic participation and lSoskice are
indeed already regarded as core values of education, as®agg the
Department for Education (2014a), then this raises the question bf wha
Recognition Theory can add to the field of educational ethicsaméwer is
twofold. Firstly, the value of Recognition Theory stems fromvihg it
identifies recognition and misrecognition in everyday lifer &ample, when

the allocating and selecting functions of schooling take priorigy other
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functions, then some groups of students are accorded esteem epsiianth
seen as failures (RSA, 2016) and this denial of esteeffoisaof
misrecognition. As Honneth & Stahl (2010) point out, a societyjissuif the
practices of its institutions exclude some of their membvers being accorded
recognition. Secondly, as mentioned above, the value of Réiooghheory
lies in its power to assess through the process of immanequeritow policy
intentions are put into practice. A reasonable question in this tegpeld be
the extent to which schools whose mission statements include tefdmassuc
‘respect for all’, ‘collaboration’ ‘equality of opportunity’ and the like have the
capacity to implement those policies without a normative framewock, &

recognition, as their benchmark.

If we accept that a society can only be just if it promotes retograf

different forms of achievement which include and motivate allesisz then the
task for society in general, and one which is arguably gaktam schools, is to
ensure that all members of the community or society are ablgparience

recognition:

To this end, these forms of reciprocal esteem must be irstitut
alised in such a way that they become norms of reciprocaill soci
recognition which are in principle available to all menshef
society and which become embedded in stable and enduringly
motivating institutions (Honneth & Stahl, 2010, p.20).

As potenially ‘enduringly motivating institutions’, schools therefore have a

vital role to play in promoting ethical life through recognition:

Theories of justice must ... consider social relations: real social
justice can only prevail if there are institutions which offer

the chance to experience social recognition (Honneth & Stahl,
2010, p.16).

Schools must therefore not only contribute to the critical reflectiowhat is
considered to be of worth in schools and society but also on how tmpat th
values into practice. Teachers need to be engaged in tlssrasse of whether
current practice in schools is sufficient to the task of actpadiynoting coe

educational values. It is important to remember herer¢hagnition isa
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reciprocal process and not a unilateral one in which teacrmysdaecognition
to or withhold recognition from their students. Rather recogngmeaks to
Dewey’s notion of democratic community life in which recognition is an
intersubjective cross-generational process. Whhkigfore needed is a way to
understand what structures and what attitudes hinder the implemenftation
better, more humane and more democratic forms of schooling amsl this
something to which Recognition Theory is well-suited. In the nexioselc
review a number of publications in English and German which alesady

applied the concept of recognition to education.

Review of relevant literature

In Germanspeaking countries, Honneth’s work has started to influence

research and practice in education (Helsper et al., 2005 kile?id09; Prengel,
2012, 2013) but although Honneth’s work is now having an impact in the field

of political studies outside Germany (Thompson, 2006; Couldry, 2009, 2010;
Martineau et al., 2012; Zurn, 2010, 2015), it is not yet widely knowtingn

field of education (Murphy, 2010). What publications there are tehd tif a
theoretical rather than an empirical nature (Huttunen & Heikki2@d4;

Murphy, 2010)

Murphy (2010) does however draw attention to the importance of recognition
in schoolsHe provides an overview of Honneth’s theory of recognition

drawing mainly orThe Struggle for Recognitiofl995) anisrespect

(2007)° and on secondary literature. Murphy believes that adopting the
principles of Recognition Theory in schools might lead tehéft to an
intersubjective frame of reference” (Murphy, 2010, p.8), which could replace
existing forms of teacher-student relationships whioay not be up to the task
of developing sufficient levels of self-respect and sglfem” (ibid.). He refers

to teaching and learning techniques as a means of putting Remoditigory

into practice:

A shift to a recognition approach would allow for a new set of
ideas and ‘techniques’ that could offer a way forward to a more

effective approach to learning (ibid.).

10. English translation ddas Andere der Gerechtigk€2000).
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While Murphy does point out that pedagogieatters “should not be divorced
from concerns over the role of education in fostering or alleviategl and
economic inequalities(ibid.), there is perhaps a danger inherent in his
suggestion that recognition could be translated into teaching geesniTo
concentrate on making learning more effective through recogmitigint divert
attention away from the role of regation in underpinning “the democratic
discourse of a learning environment” (Fleming, 2016, p.21) which incorporates

the reciprocal nature of recognition in teaching and learning.

German-language publications on the role of recognition in édogaflecta
broad understanding of the potential of recognition in schools (Hedspér
2005; Hericks, 2007, 2009; Prengel, 2012, 2013) and cover the themes of
inclusion, initial teacher education and the pedagogicalsakdtip between
teachers and students. In her discussion of recognition iatziucPrengel
draws substantially on Habermas and HonnethsHautlso adopts Dewey’s
notion of unfinished democracy. Although she exhibits a rather more
ambivalent attitude towards democracy than Dewey with regardstinex
forms of democratic government in the Western world, Prengel (20¢3s,
like Dewey, that democracy is the most effective form of goventibbecause
of its potential to support the equal participation of all citizens ififdhef the
public sphere, despite its partial and unfinished nature. Demasrasgential
in the field of education because it links freedom, equalitysatidarity
(Prengel, 2013) and this offers both pedagogical and political hope

Recognition features in a longitudinal empirical case studyarmany in
which three young teachers were interviewed at intervals dumngfitst two
years of teaching (Hericks, 2007; Hericks & Keller-Schneig@t?2).
Recognition is one of four categories identified in the studyleganet in the
process of professionalisation of new teachers. Also in Gerraargmpirical
study into the political views of students in schools reflects opriiidem of
reciprocal recognition in the asymmetrical teacher-student redaip(Helsper
et al., 2005).

One of the few empirical English-language studies relating tdrehiland
young people is an investigation into the participation of young people in

public life in Wales, using Recognition Theory as the thezaktiamework
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(Thomas, 2012). Rather than accepting the asymmetricabrednip as given,
Thomas suggests rather that it is one that needs to bengeala relation to
theories which regard children “only as adults in waiting” (ibid., p.458).
Starting from an understanding that children should be regarded dlymora
responsible persons, Thomas investigates the relationship betwasisiogy
adults and participating young people in the Young People’s Assembly set up
by the Welsh Assembly, using the categories of love, rightsalidhrity as a
conceptual framework. He argues that children are entitlezspect as rights-
bearers and that they are worthy of esteem for their contnitzuto public life
and therefore have a valid claim to recognition in the public spfi&omas
conclucks that Honneth’s theory of recognition offers an ethical foundation for
analysing how recognition is actualised both in the private sphdrm @he
socialpolitical field, but suggests that Honneth’s theory does not go far enough

in theorising adultchild relations in general.

An Australian research project, on which Thomas was also achsealraws
on the categories of recognition in relation to children mrge-scale mixed
methods survey of children’s well-being in Australian schools (Graham et al.,
2014; Anderson & Graham, 2016). Like the Welsh study, this staslyah
number of points of contact with my research in that the researgethe
concepts of being cared for, being respected and being vatisgrted from
Honneth’s concepts of love, respect and solidarity, as the basis for their surveys
and interviews with children and teachers. They are also itgdrasthe link

betweerchildren’s well-being and student voice. The research objectives were:

(1) to develop a detailed understanding of how “wellbeing” in
schools is currently understood by students, teachers, and

educational policy makers;

(2) to investigate the potential of recognition theory for
advancing understanding and improvements in relation to

student wellbeing;

(3) to generate new knowledge about how educational policy,
programmes, and practices in schools could more positively
impact on student wellbeing. (Anderson & Graham, 2016,
p.351)
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Children’s experience is also central to a large-scale mixed methods research
project in the Republic of Ireland which adopts Fraser’s version of recognition
theory as a way of investigating equality in Irish schools ¢by& Lodge,
2002). The researchers use recognitcoexamine equality with respetct
gender, class and inclusiahemes central to Fraser’s (2003) understanding of
social justice, redistribution and recognitiddthough the main focus in the
Irish study ison children’s experience of recognition, teachers’ experiences of
recognition and misrecognition are addressed in one chaptérichteachers’
lives are analysed within a framework of power relations in wigiabhers are
both“powerful and powerless” (Lynch & Lodge, 2002, p.166). Following
Fraser’s analysis of power in society (1997, 2003), Lynch & Lodge note that
power is distributed unevenly within schools, and that formal power is
acorded to those who belong to a higher status groups in the school. They
suggest that teachers are engaged in power struggles whinbtlaen effect
and a cause of “unequal recognition and representation in relationships with
subordinates and peé&r@bid., p.167) Again following Fraser, Lynch & Lodge
interpret the equality issues regarding resources, informatidrprivileges,
(issues raised by teachers in their study) in terms of rightseaiistribution,

rather tharin terms of Honneth’s categories of respect and esteem.

In the field of university educatioryeé implications of recognition theory for
understanding the experience of students from non-traditional baokigrou
institutes of higher education are addressethiempirical longitudinal
European study (Fleming & Finnegan, 2009; Fleming, 2014; West 2048).
The published papers address the concepts of recognition arehoesili
drawing together Bourdieu’s theories of social reproduction, Winnicott’s
psychoanalytical theory and Honneth’s critical theory of recognition as a basis
for understanding how the experience of higher education can trarte®rm
identities of non-traditional students (West et al., 2013).r€kearchers make
a strong case for considering recognition and resilience as impeltaments
in the self-esteem of non-traditional learners enrolled on coofdagher

education.

A number of theoretical papers have been published in English bglfhe
styled ‘Jyvaskyl&School’ of Finnish academics who promote the value of
recognition in the field of education (Heikkinen, 2003; Laitir@®1.0; Laitinen
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et al., 2015). Doctoral dissertations on recognition have alsosdenitted to
Finnish universities (Huttunen, 2009; Hanhela, 2014). Writing endpic of
teaching and the dialectic of recognition, Huttunen & Heikkinen (20@4yde
short autobiographical passages dealing with their own experiebeangf
misrecognised in the context of university education and initiah&zac
education. These passages are however only brief and thetefoot illustrate
in depth with the different spheres of the experience of love, egteem and

solidarity.

The research projects and articles reviewed here demonstitzatreéhdy there
is more than one way in which Recognition Theory can be applied
educational research and indicate that the concepts associateglc@ghition
are valid concepts for understanding the experiences of people in a
educational setting. Most of the research reviewed above inestithe role
of recognition in relation to the experience of learngrgontrast, my study
focuses on teachers, based on an understanding that Honneth’s theory is

concerned with relationships of reciprocal recognition in argoommunity.
Teacher voice

For most teachers there is little doubt that their practical knowksige
expertise ought to be recognised in the debate on the curriculum &teyen
2014), but many teachers are disappointed that their voicesittényweéight in
the public sphere. As one teacher quoted in Bangs & Frost (201 2expor

We experience ‘voicelessness’ as a profession. There is a sense
of despair about the gap between policy and what we know and

experience as practitioners” (p.23).

While there are various organisations whose remit encompasdess in the
past encompassettie representation of teachers’ voices on issues of policy and
practice, such as the teacher unions and the Generalifge@duncil England
(GTCE), their voices have often been silenced or marginalisedd@nigration
of the teaching unions by the Secretary of State for Education from 2010 to
2015 (Gove, 2013 as an example) has arguably shaped a npgatizemage
of the unionised voice. Professional teachers’ associations have lost much of

their influence (Council for Subject Associations, 2015) and desjiitd in
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optimism that the GTCE could provide a powerful voice for teachehstt{yV
2006), by the time it was abolished by the coalition government in 20&1,
teachers still felt the GTCE represented their voice or had imptheed
professional standing of teachers (Page, 2012). The professiiralod
teachers has arguably failed to gain the recognition it des@Ruglduck, 2004;
Durrant & Holden, 2006; Frost, 2008) and teachers nowadays are still “the
missing voice in education” (Cohn & Kottkamp. 1993). However, it would be
reasonable to assume that if teaching is regarded as a praféissiothe voice
of teaching professionals, thanks to their knowledge, expertise @ad m
commitment, is an authoritative one that deserves to be trustedjqaatis
founded in a theoretical understanding of the purposes of education€Marki
20009).

Traditionally, professions have been defined as careergwheprofessional
was required to exercise personal initiative, judgement and @bpityr (Carr,
2003), together with the ability to apply theoretical knowledge to practice
(Whitty, 2006). This is relevant for my purposes as both GetVehitty agree
that serious, principled professional reflection is a formmoffal practice that
entails engagement with both philosophy and ethics. Professionalibe in
traditional sense includes “a code of professional conduct oriented towards the
‘public good’” (Whitty, 2006, p.2). However, as noted previously (p.17) the
nature of what is understood as ‘good’, or worthy of esteem is disputed and

needs to be continually re-established in an informed debate.

Educational policy in England and teachers as professionals

This traditional view of professionalism was replaced under the Labour
government (1992010) by a “new professionalism” (DfEE, 1998, p.9) which
continued and developed the centralisation of control over edudqiticy

and practice that had begun under the previous Conservativengere
(Mortimore, 1999; Kennedy et al., 2012). Prior to this, inrtie-twentieth
century, governments determined school finance and the structheesuhool
system, but tended to leave questions of content and pedagogy to lieesteac
(Bassey, 2005). This changed with Callaghan’s 1976 lecture at Ruskin College,

which initiated the ‘Great Debate’ on education. This great debate was
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the phenomena that brought into the public domain the notion of
educational standards, and, perforce, the beginning of the
discourse of ‘quality’, school improvement, attainment and

performance (Bryan, 2012, p.219).

Twenty years after Callaghan and shortly before he became LBhe
Minister, Blair also gave a lecture at Ruskin Collegei(BiE296a) setting out
‘New’ Labour’s education agenda. Whereas the debate between all stakeholders
had been a central feature of Callaghan’s Ruskin talk, Blair put much less
emphasis on public debate, and was concerned instead with tdslityrand
standards (Barber, 1996).

When Labour came into power in 1997, a redefined understanding of &acher
as professionals was written into the first ‘New’ Labour White Paper on

education policy in EnglandExcellence in SchooldDfEE, 1997). According to
the Green Papdrachers: meeting the challenge of chafigfEE, 1998) the
time was past whefunaccountable professionals made curriculum and
pedagogical decisions alone, without reference to the outside world” (p.14).

A new professionalism was called for in which the successfulgsioigal was
defined as one who is accountable for maintaining standards (Sachs,|2001)
exchange, teachers were promised ‘“‘higher status, better prospects, a rewarding
career structure, less bureaucracy, more freedom to focus on teaching” (DfEE,
1998, p.9). What is missing in this list is recognition of the itgyare of

teachers’ voices in the educational debate.

Tighter control over what was taught had already been introduced by the
previous Conservative government with the National Curriculutmolsa
extended that control by giving the teaching profession a mandate to deliver
government targets, which were becoming increasingly driven by eamnom
rather than social policy (Furlong, 2008). Government policy thiefireed the
nature of the autonomy that is often seen as the hallmark ofdfesgional
(Carr, 2003). The process of central determination was pubsyedd the
period of Labour government by the coalition government from 2@15
(Gove, 2009, 2013, 2014). Belying the rhetoric of greater autonomy and
freedom from bureaucracy in schools, the ConservativerdlildEemocrat

coalition continued the demand for higher accountability and higaedards,
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including standards of professional behaviour both inside and outsidiecaf s
(DfE, 2013a). Ironically, the strengthening of central government comésl
accompanied bthe government’s promotion of greater diversity in school
structures with the introduction of academies and so-calleddiemls
intended to increase both parental choice, social mobility and gstiae
(DfE, 2016b).

The crisis of voice

As suggested above, this form of politics, shaped by newlilakzology,
neglects the importance of voice (Ranson, 2@2003; Couldry, 2009, 2010)
and runs counter to a democratic understanding of the interdependency of
social beings and of the intersubjective nature of democracy whitgrpins
both Dewey’s theories of democracy and education and Recognition Theory.

Even in government circles, concerns have been raisbd aiay successive
governments have implementeducational policyin 2009, for example, the
Children, Schools and Families Committee reported to the House of @mmm

on school accountability in no uncertain terms:

8265 It is time for the Government to allow schools to refocus their
efforts on what matters: children. For too long, schools have
struggled to cope with changing priorities, constant waves of new
initiatives from central government, and the stresses andtaiator
caused by performance tables and targets.

8266 The Government should place more faith in the
professionalism of teachers and should support them with a
simplified accountability and improvement system which
challenges and encourages good practice rather than stiggatisin
and undermining those who are struggling (House of Commons
Children, Schools and Families Committee, 2010, p.106).

Despite these strong recommendations from the Children, Schodfsuanilces
Committee, which amount to altfor recognition of teachers’ voices, neither
the outgoing Labour government, nor the coalition government of 2@0Q5,
nor the Conservative government which came to power in 2015 have

interrupted the flow of reforms affecting the structures of schootdhtent of

the curriculum, the training of teachers and the pressure to firgl afay
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improving learning outcomes. While some teachers thrive in tlwegbtions,
others lose sight of their self-worth, which can have a negaffect on how

teachers feel able to value and care for others (Ball, 2003).

In terms of Recognition Theory, being cared for, being acdeptd being
valued in a community all lead to the development of self-confelesadf-
respect, self-esteem and solidarity. These normative corafagisognition are
thus central to an understanding of the impact of government policy on
teachersprofessionalism. While reverting to a traditional view of
professionalism from a previous age is no longer feasiblet{y2006), there
are alternatives to the new managerial form of professionaisioding

proposals for ‘collaborative’ and ‘democratic’ professionalism.

Alternative forms of professionalism

Democratic professionalism is diametrically opposed to the maaageri
professionalism exemplified by a market economy approach to estucati
(Sachs, 2001). Sachs believes that democratic discoursesasfgiwahlism are
a necessary condition for the development of collaborative comesuriter
views are similar to Beane &pple’s (2007) advocacy of democratic schools

where:

professional educators as well as parents, community activists,
and other citizens have a right to fully informed and critical
participation in creating school policies and programs for

themselves and young people (p.8).

A link canthus be made between Recognition Theory, democratic aims and a
new professionalism which is built on collaboration to counter thosesforce
which produce and reproduce inequality (Quicke, 2000). The suggtstian

a democratic society all stakeholders should be concerned witbritent and
purposes of education is in line with the view that democratiessteave an
interest in providing their citizens with an education that make®decy
possible (Dewey, 1916; Honneth, 2012b). If the challenges of promotiray soc
justice in a socially unequal society are to be met, a conenitto a form of

shared leadershighich encompasses teachers’ voice is essential (Frost, 2008).
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Defining ‘voice’ for the purposes of this study

As outlined in the Introduction, ‘voice’ has played an important part in the
development of my research. Voice is an umbrella term whiclincarporate
a number of different meanings (Thomson, 2011; Rector-Aranda, 20d.4) a
the following | turn to stories of experience and the literatureeacher and
student voiceElbaz (1991) defines voice athe right of every human being to
be heard and to experience life from his or her own perspective” (p.10). In her
view, stories may contain a moral, or be an acceptable way afigaiocial
criticism and have the power to affect the listener or reddes means that

‘voice’ is political as well as epistemological (ibid.).

In the epistemological sense, voice is a means of gainirghtristo the world
of other people (van Manen, 2014; Elbaz-Luwisch, 2005; Ashby, 20ith). W
regards to teachers, listening to the voices of teachers talkingrabbu
experiences not only creates awareness but can also peesanal make real
the issues, both positive and negative, that arise in thef lifee classroom and
the school (Phillion 2005). Listening to the stories of ordinary teacheseiul
in developing an understanding of the way teachers are motivated tgities
and beliefs they hold (Elbaz-Luwisch, 2005), an important featurgy study
of teachers’ stories of experience as shown in Figure 1 (p.24 above). But stories
are not only a means of understanding people’s lives: through critical reflection
they can become a catalyst for change through their impact oedtierand

the researcher.

In the political sense, voice can be defined as “the expression of a distinctive
perspective on the world that needs to be acknowledged” (Couldry, 2010, p.1).
The right to speak and the right to be heard are political righithwh
correspond in the terminology of Recognition Theory to respect and self-
respect. Taking the opinions and concerns of others seriouslgommunity
promotes the self-respect that comes from being accorded riglakte those

of others in the community (Honneth, 1992). However, voice carbalso
defined as a value (Couldry, 2010). Value corresponds to the praidesing
listened to as a worthy member of a community, which promotes feelings of
self-esteem. Couldry argues that listening is more important thakisgeas it

is the process of listening that accords recognition to the speaker.
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There are parallels between Couldry and Fielding (2001), wksorext only

who has the right to speak in a school community but who is listening:
- Whois listening?
- Why are they listening?
- How are they listening? (ibid. p.102, emphasis in original).

It is clear that Fielding is addressing the nature of powerhiodds and

promoting the value of listening from a standpoint of advocacy of voice:

Listening is important because it is central both to a wider and
deeper commitment to the development of agency in a
democratic society and to our sense of human solidarity, to our
emergent humanity as an achievement which certain kinds of
relationships and circumstances can either enable or frustrate
(ibid. p.104).

The stories that teachers tell about their own lives are a dorgpeay to
make public their professional values and concerns. In nereducational
research, voice has often been seen as a way of empoweringy seiayg
enabling them to “give voice to their teaching struggles in order to become
conscious agents in their pedagogy” (Britzman, 2003, p.160). This is not,
however, the aim of my study. Rather, the vicarious experipravided by
listening to the voices of others is intended to initiate a form ofalritic
reflection on the part the reader (Elbaz, 1991) and a deeper tandérg of the
experience itself and the factors that shapehtrs’ lives in schools. As
Fielding (above) points out, this is a form of solidarity, sialb@wving voices to
speak and to be heard reinforces a sense of community, adstteke message
that peoples’ values and opinions matter. This “generates energy and
enthusiasm, develops self-confidence and self-efficacy andwepr
relationships” (Durrant & Holden, 2006, p.90).

The importance of voice in building a community is central to nafiche
thinking on democratic and collaborative forms of professionalisetdiRg &
Moss (2011) believe that the way forward is to create a denocoatimunity

in which schools can remake public spaces in which teachestatents
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engage in genuine dialogue as a means of creating a more dgoriocm of

schooling.

Voice is significant both as an indicator of recognition and emral
commitment to promoting self-confidence, self-respect, self-esi@em
solidarity in teachingraxis,definedas a “commitment to educational and
social values” which requires the teacher to make: “a wise and prudent practical
judgement” about how to act in a given situation (Carr & Kemmis, 1994,
p.190) Because education “has norms built into it, which generate the aims
which educators strive to develop or attain” (Peters, 1973, p.17), understanding
teacher voice as part of a critical narrative on educatiorestgthat there is
some justification for regarding teacher voice as a normativeepomath
respect to teachers’ role in building communities of teaching and learning
modelled on the principles of a humane and democratic schooki(kl@b2;
Fielding & Moss, 2011)

Teacher voice has the potential to build alliances which crebdeausty
between teachers and a range of stakeholders (Whitty, 20@6)mportance
of solidarity between students and teachers as a form of recogsition
exemplified when teachers and learners actively engagelagde(Prengel,
2013 McLaren, 2015). This is consistent betith Sachs’ (2001) definition of
democratic professionalism as “collaborative, cooperative action between
teachers and other edgtional stakeholders” (p.153) and with the new
democratic professionalism envisaged by Stevenson (2014), whizpanates

the fundamental values of social justice.

Running counter to this admittedly idealised view of teachers and students
actively engaging in dialogue with one another is the persistenhbe of
traditional school hierarchy in which teacher voice can alsippeessive and
silence the voice of students (MacLaren, 2015), a theme tgkagain in the

section on student voice below.

Couldry’s (2010) definition of political voice as not only the right but also the
responsibilityto enter into dialogue with others in the various communities in
which we live and work is therefore an important one. The question of
responsibility as well as right is a question cerntty&ecognition Theory in

respect of mutual recognition and the intersubjective nature ofifepand
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teaching in schoold/oice in schools is therefore a complex notion which
concerns both teacher voice and student voice. Both are essemilrents
in the creation of a humane and democratic school, and for dsatrréeacher
voice and student voice are important in understanding the contribution
Recognition Theory can make to life in schools and both are antanpor
element in my thesis. The following section provides an overvietveof

development of student voice in schools in England.

Facets of student voice

Student voice has been defined in many different ways. Ibeagen as a
means of school improvement (Rudduck & Flutter, 2003; Lodge,;2008
Morgan, 2009); as a way of engaging teachers and students mueialbout
teaching and learning (Arnot et al., 2004); as compliance with edugiation
policy expectations and Ofsted guidelines (Whitty & Wisby, 2007anas
embodiment of children’s rights and Every Child Matter§Cheminais, 2008
Ofsted, 2005); as a form of radical change (Fielding, 2008); asample of
citizenship in action (Breslin, 2011); and as a commitment to gJastale and
democracy (Czerniawski & Kidd, 2011a). The definitions range student
voice as a radical and critical concept concerned with theenahal purposes
of education as a democratic enterprise to student voice asta topirove
school performance in the context of the marketisation of educati@newh

students are classified as consumers (Thomson, 2011).

With regards to engaging children and young people in dialogueybicth

and recognition are related to the principles of the 1989 United Nation
Convention on the Rights of the Child (UNESCO, 1997; UNICEF, undated)
The Convention led to gowing appreciation of young people’s rights in the

last decade of the #@entury and to a considerable increase in interest in

student voice in England (Bragg, 2012).

In relation to the key concepts of Recognition Theory, consuyltogg people
is a way of treating them with respect (MacBeath et al., 2808)granting
them recognition. One of the most persuasive arguments for staiesin
schools is that it is part of the democratic process through whitthren come
to realise that others have the right to their own voice (FieliBgagg,

2003). This is closely linked with the National Curriculum citizepsyllabus
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as originally introduced in the Crick Report@®, 1998) whose terms of
reference included th&ature and practices of participation in democracy; the
duties, responsibilities and rights of individuals as citizend;the value to

individuals aw society of community activity” (p.6).

The citizenship curriculum was intended to support student centred gsactic
which develop positive interpersonal relationships (Deakin Ctiek,e2005)
but one concern in schools, raised by Figdd2001) above, is the question of
whose voices are heard and who is listening. There is aksogedthat voice

in schools can be used as a managerial tool, thus denyirgitggemocratic
promise (Arnot & Reay, 2007; Fielding & Rudduck, 2002; Whitty & Wisby,
2007b; Thompson, 200€zerniawski & Kidd, 2011a There are also many
students whose voices, whether intentionally or unintentionallyarestened
to, or who for whatever reason remain silent (Cullingford, 1995; Fieltling

Bragg, 2003). The above are all forms of misrecognition of studece.

There are also problems relating to the difficulty of maintainingodeatic
practices in schoolsug the asymmetric nature of the studessteher

relationship, referred to on page, 38d teachers’ role as figures of authority

The ‘hidden curriculum’ of authority in schools needs to be
transformed into a curriculum of justice in which the rights of
students as well as teachers are taken seriously. Treeofalu
justice should predominate over that of adult authority, and all
issues of justice and authority should be dealt with through
discussion. Without such a direct focus on issues of authirity

is likely that children will experience simulated democracy in the
classroom while the traditional structure of teacher authority and
autocratic governance in schools remains intact (Hart, 1992,
p.37).

Recognition Theory is in a strong position with regards to itstyakdicritically
interrogate phenomena such the ‘hidden curriculum of authority’ or the
experience of the silent child (Cullingford, 1995), since recognisi@anmutual
processooted in “the real world of everyday experiences” (Honneth, 2010,
p.110).
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Justification of my research focus

Much of the debate on democratic practices in schools has centted
student experience with regards to voice and its role in schpobwement, as
exemplified by theConsulting Pupilgproject. The debate concerning teacher
voice on the other hand has tended to concentrate on teachanubieg@ublic
sphere (Bangs & Frost, 2012). However, rather than regaetictyer voice
and student voice as two parallel concepts, as Bragg (2007) seenpdy
(see. p.11) or teacher voice as a prerequisite for studest, &si Fielding
(200]) suggestsl believe that the relationship between teacher voice and
student voice in schools should be a reciprocal one, which wowtdtpba way

for a more democratic form of schooling.

Since 2010, when the Conservative and Liberal Democrat coalitieernment
came into power, much of the initial enthusiasm surrounding studeet voic
consultation, participation and citizenship has dissipated (@Gxeski & Kidd,
2011b). Notions of emancipation and democracy, which were centnadshia
the citizenship curriculum, now feature less promineiitery Child Matters
(2003)was quietly shelved and changes to the curriculum for citizemshi
September 2013 movegvay from Dewey’s notion of learning through
democracy towards acquiring knowledgeoutgovernment (DfE, 2013b). The
previously citedepartment for Education’s guidelines for promoting: “pupils’
spiritual, moral, social and cultural (SMSC) development” (DfE, 2014a, p.3) as
an aspect of the promotion of British values makes no refeterttow those
values might be linked to the existing citizenship curriculum Z&itship
Foundationundated). Concerns have also been raised at the way the cohcept
British values has been embeddethingovernment’s Prevent Strategy rather

than in a discourse of social justice and democracy (Bryan, 2012).

To some extent, though, bdivery Child Mattersand the Citizenship
curriculum have had a lasting impact on teachers’ values and practices
(Glazzard, 2012; MacBeath, 2012). However, the increased docasarrow
set of attainment targets by which schools are judged has meanbibe has
become a becomecantested field for teachers in England (Czerniawski &
Kidd, 20119).
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Summary

In this chapter | have looked at elements of educational polictes a
philosophies which exemplify different understandings of the purposes of
education, purposes which are often in tension with each other, the are
different images of the professional teacher. As indicated ind-ig(p24)
these philosophies and policies, even if encountered only indjraopggact on
the experiences of the three new teachers in this studg, thieg encompass
the specific expectations of parents, school governors and studenvell as
the generalised expectations of society, and thus contribute godiad context
in which they work. This relates in particular to Research Qaret{RQ1)
and to an understanding of democracy, and education in and for deynocra
This includes the notion of voice and the question of whose vaiedistened
to in an educational setting. Following Couldry (2010), | have suggeétdd a
between voice and recognition, in that listening is a form of retog in

action.

Moving to the third research question (RQ3), | have given arvieve of those
aspects of Critical Theory, Recognition Theory and Dewey’s philosophy of
education and democracy which are relevant for my reseanthalCTheory is
rooted in the everyday lifeworld and in the very simplest of tetsnsurpose is
to assess what is against what should be. The normativeptafceciprocal
recognition in Honneth’s theory is therefore applicable to teachers’ lived
experience. What ‘should be’ rests of course on a concept of morality, that is,
the agreed norms at a given time in a given society. f@ngng point for a
critical evaluation of the emancipatory potential of those claims is often “a
phenomenological analysis of moral injuries” (Honneth, 2000, p.179), which
suggests tha phenomenological methodology can complement a critical

research approach.

| have explogd the similarities between Dewey’s (1916)and Honneth’s (2012a;
2012b) views on the relationship between education and democraagy. In th
Introduction, this relationship was exemplified in Klafki’s (1998) critical-
constructivist pedagogy. As shown in Figure 1 (p.&% relationship between
recognition, democracy and education provides the foundation fcstticig.
The concepts of love, right, esteem and solidarity were discassedns of

53



recognition which are essential to human growth and well-behmeser
concepts feature in the data analysis in Chapter Faupaisrithemes which
provide a means of understanding the experiences of the threeacberse In
Figure 1, all the above themes feed into the notion of a hunmaingeanocratic

school which has informed my thesis.

In the next chapter, Chapter Two, | turn to questions of raseagthodology
which are of relevance for the second research question (R@2Iso for
RQ1, and the ways in which lived experience can be interpaeckgresented
Interpretative, phenomenological approaches to research interpeet liv
experience in a particular way ahdxplain how | identify a synergy between
Recognition Theory and phenomenology. | also compare diffapgrbaches
to phenomenological research in Chapter Two. | then discusssesgrch
design and the process of data gathering and analysis a cgflthe ethical

requirements of my research.

54



Chapter Two

M ethodology and Resear ch Design

Chapter Two comprises four sections, which cover my choice thioahelogy,
the way the research process was structured, the etlsigasithat my research

raised and finally, questions of validity and trustworthiness.
M ethodology

In the first part of this chapter | explain how my interest in wtdading the
lived experience of new teachers influenced my choice of quaditegsearch
strategy. | compare narrative inquiry and phenomenology, two tnaslitif
qualitative inquiry which were potentially suitable as the methodological
framework for my research and look at different variants of phenotogical
analysis. | explain the reasons which led me to choose interpeetati
phenomenological analysis (IPA). | then discuss the impdinatof that choice

and the challenges it has presented.

In the second part of this chapter on methodology | turn to the pitietcaf
my research design, including finding a school as the site fdietdyork and
recruiting teachers willing to be interviewed. | also explore atltiche ethical
complexities that arose in part out of my dual role in the sclso@searcher
and consultant. The chapter concludes with a description ofdbegses of

data gathering and analysis and a consideration of questioakdatfyv

Qualitative Research and Stories of Experience

While there are studies which have effectively adopted a tatarei approach
to research into topics such as student and teacher voice griddbsses of
becoming a teacher (Hascher & Hanauer; 2010; Gilljam et al., 2018rd=%r
Huat See, 2011; Gyurko 2012; Metlife, 2010), a qualitative, interpretative
paradigm is consistent with my aim of allowing the experiencestipes,

views and values of the three new teachers in my study tgenfqualitative
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research design was therefore my methodology of choice. Whgself was a
new teachel learned much from stories of personal experience (Beyer, 1996;
Bell, 1995 Thomas, 1995) and from teacher narratives in reports on action
research (Stenhouse, 19.7/Beflective practice and professional collaboration
of the type found in many action research studies (Frost 208D) are forms

of solidarity and thus have a connection to recognition, but@alan
understanding that teaching incorporates an ethic of €heekind of care
needed in schools is often associated with the work of Nel Noddings,
(Hargreaves, 1998), whose ethic of care was described @éargation to

Recognition Theory (seelh).

Another aspect of the importance of stories, already mentior@oaipter One,
is that of allowing voices to be heard and of making public theydag lives
of teachers (Elbaz, 1991). The stories of those who have struggledkéoa
difference not only in their own classroom, but within their schodlia the
lives of the young people they work with, can also be inspirat{@sgler,
1996; Frost et al., 2000; Durrant, 2001) but it is not the caseltisbries are

stories of success and empowerment.

There are other stories, the stories of disillusionment which paeetrehers’
loss of self-confidence and self-esteem, and their lack ofses# agency
(Keating, 2009). Stories can thus be a powerful way for beginningetesaith
understand the complexity of teaching (Chan, 2012) and to reflect on the
challenges they and others face. In order to expdachers’ stories, narrative

inquiry seemed a suitable starting point.

Narrative inquiry

One of the main claims for the use of narrative inquiry ieaesh is that
humans are storytelling beings who, individually and socially, lead “storied
lives” (Connelly & Clandinin, 1990, p.2). Stories disclose the ways humans
experience the world and narrative research into teacherisaioelerpinned
by “a desire to ... make evident what is alive and interesting about teaching”
(Elbaz, 1991, p.7). In the ethnographic tradition, narrativead tsunderstand
a community and its cultural and social context from the standpomewibers
of that community (Denscombe, 2010). Despite the considerable vaiation

what is accepted as narrative (Riessman, 2005), thegeiseaally accepted
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consensus that what distinguishes the kind of text included in marnadjuiry
from other qualitative approaches is that events are seledenganised with
a particular purpose in mind for a particular audience (ibiod)that stories

tend to follow a sequence of events (Riessman, 2008).

Yet for my research | was not looking to creatdronological account of
peoples’ lives with a beginning, a middle and an end (Bruner, 1987, 1991,
Elliott, 2005). The title of one book on methodology seemed to capture the
essence of whatwaslooking for: Max van Manen’s (1997) Researching Lived
Experiencean introduction to the interpretative research tradition of
phenomenology in the field of education. Both the title and thetleutiman
Science for an Action Sensitive Pedagaggorded with the aims of my
research, which meant that my initial response to this form of

phenomenological method was positive.

Max van Manen and Interpretative Phenomenological Analysis

The roots ovan Manen’s human science methodology are to be found in the
Utrecht tradition of human science and phenomenology. This tradliemes
the same sources as German human science pedagogy wlitleady
mentioned, was familiar to me from my time in Germany. Followinpis
tradition, van Manen has developed a research method aihishto cultivate
a way of seeing, listening to and responding to the child in an echeati
setting. He understands pedagogy as more than a collectidoaational

theories which merely offer:

models for teaching, approaches to discipline, techniques for
teacher effectiveness, methods for curriculum, management

procedures ... and so on (van Manen, 1997, p.147).

Pedagogy also involves a caring commitment to the child and thispimgler

van Manen’s research philosophy. In his persuasive words:

When we raise questions, gather data, describe a phenomenon
and construct textual interpretations, we do so as researchers

who stand in the world in a pedagogic way (ibid., p.1).
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What | take van Manen to mean by this is linked to the moral pespafs
teaching and théevelopment of pedagogical tact, since van Manen’s use of the
human science term ‘pedagogical tact’ and the phrase ‘action-sensitive human
science’ suggests that educational researchers interpret lived experience in

order to understand the implications of that experience fordahairpedagogic
practice and that of others. The relationship identified above betwee
Noddings’ ethics of care and the concept of love and affection in Recognition
Theory is also compatible with the central importanca cring commitment

to the child in van Manen’s human science philosophy (1997)

The lived world is a central concept in both Recognition Theoon(idth
1992) and phenomenology (Wertz, 2005). Another common feature is th
intersubjective nature of IPA, in thatveryday life is not a private world but
rather an intersubjective one because the social world is expedi¢hrough
shared meanings with others” (Hultgren, 1990a, p.15). My interest in everyday
life in this study and the use of IPA to gain an insight into thexllexperiences
of three new teachers thus paves the way for a critical undgirggaof the
values, structures and experiences which shaapkets’ professional lives. An
underlying premise of Recognition Theory is that when the injusfice
misrecognition is experienced, then this may serve asia for action. In line
with the aims of Critical Theory, misrecognition can provideitmgetus for
change which develops from an examination of how things are cedmpéth

how they are expected to be.

A further aspect of van Manen’s method which proved useful for my research
is his belief in the importance of anecdotes in understanding th@ngsa
people give to their everyday experience. These are the kstdras that
teachers share with each other when talking about their daily pramtisen
drawing attention to a concern, or illustrating a point (van Mah@g9).
Anecdotes are similar to the kind of “small stories” which Bamberg (2004)
defines as “the ones we tell in passing, in our everyday encounters with each
other” referring to them as “the ‘reafl stories of our ‘lived’ lives” (p.356,
emphasis in original). New teachers develop their professiooalledge
through the sharing of anecdotes (Doecke et al., 2000) and andedtdesd
as an important part of the dynamic of the focus group session intiated

the process of data-gathering for my study.
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Prior to readindResearching Lived Experienceny knowledge of
phenomenology had been negligible and | had not given it seriou
consideration. | had assumed it would not be compatible with eatriti
approach to educational research, although this turned out talse a f
assumption (Cohen et al., 2007). The highly structured method of
phenomenological analysis recommended for novice reseaiclibesfield of
phenomenology (Creswell, 2007; Smith & Osborn, 2008) was also
disconcerting. However, as | explain in the next section, furdasing
revealed that ‘phenomenology’ is a very fluid term and that there are many

different ways of approaching phenomenological analysis (FiBGG9).

Different approaches to phenomenology

Some of the early philosophical, psychological and sociological wsitimg
phenomenology (Husserl, 1935; Schitz, 1932; Merleau-Ponty, 1945)erovi
an understanding of the foundations of the different approachessianprday
phenomenology. Although the term phenomenology had been useaugsigvi

in German philosophy, notably by Hegel (1807), it was Edmund Husserl, a
mathematician and philosopher, who developed phenomenology intm affor
“scientific philosophy” (Heidegger, 1954, 81). It was not Husserl’s intention to
create a research methodology for the social sciences, butabithe way
phenomenology developed in the United States, introduced by Schitz, whose
first book, published in German in 1932, was translated into English in 1967
under the titleThe Phenomenology of the Social WarThe German title is

more telling:Der sinnhafte Aufbau der sozialen Weithich translates more
literally as ‘the meaningful construction of the social world’ which suggests a

link to Bruner’s (1991) constructivism in narrative research. Schitz is credited
with introducing Husserl’s phenomenology into the field of American

sociology (Holstein & Gubrium, 1998; Barber, 2014).

The Dugquesne School

It was Giorgi (1997), a founding member of the Duquesne school of
psychology, who recast phenomenology as a form of qualitative
methodological practice in the field of human science psychology. Giorgi’s
descriptive form of phenomenological analysis adheres cltséhe principles

set out by Husserl in that Giorgi (2006) is concerned with determinéng
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essence of a phenomenon of human experience and not witkdithduals

who are experiencing the phenomenon. Giorgi also adopts Husserl’s concept of
epocheg(also known aseductioor phenomenologicateduction). The purpose
of the reduction for Husserl (1935) is to all®&sinnung which has
connotations of both contemplation and consciousness. The reductituevo
the reflective process of putting brackets round common-sesgmpisons and
preconceived ideas and prejudices about the way things are, inmfihel the
essence of things as they really are (Giorgi, 1997; 2@pocheandreductio
are therefore often referred tolamcketing Giorgi (2006) acknowledges that
the strong descriptive element of phenomenological research suigipest that
phenomenology lacks analytic depth. However, the descrigéweeets are

essential in presenting a vivid account of the experience undstigaten.

Heuristic Phenomenology

In his textbookPhenomenological Research Methalle psychologist
Moustakas (1994) alases Husserl’s terminology. However, in contrast to
Giorgi’s purely descriptive phenomenology, Moustakas (1995) defines his own
method as heuristic rather than descriptive. For Moustakagn#dans that the
researcher should be driven by a strong personal interestphehemenon
under investigation. This personal element engages the flesearevitably in

a process of self-reflection and self-understanding which aimsd¢owir what
a particular human experience is like. Moustakas (1994) intendhetristic

form of phenomenology to “remain close to the individual stories” (p.18).

The method of analysis that Moustakas (1994) proposes consasts of
systematic review of each sentence of the text or transcriphylitiee,
annotating statements relevant to the phenomenon in order to identigsthem
The themes, tdlin the participants’ own words, are then organised
chronologically. These systematic steps in the data analygesgained
widespread acceptance as useful guidelines for novice ressaiCheswell,
2007).

Interpretative Phenomenological Analysis (IPA)

The impact on the reader is an important aspect of van Manen’s variant of [PA

(2006). He argues for phenomenology as a way of imaginativedingla
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oneself in someone else's shoes in order to understand the nafamingd
experience from their point of view. The researcher themgiis to write an
empathetic and sympathetic report that is evocative, perhappestcal -a
form of writing that enhances perceptiveness and our understasidingian
relations. The writing of a phenomenological study is so cetatkah Manen’s
purpose that he statésvriting is our method” (1997, p.124). He is, however,
under no illusion that it is easy to produce the kind of writingithsensitive to
the lifeworld and that enriches our understanding of the meanings of our

everyday engagement with the world.

Although van Manen (1997) accepts the kind of close textuatsisal
advocated by other phenomenologists as a valid procedure, twetoife
alternatives to the line-by-line analysis Moustakas (1994) reconsndhe
first is a holistic approach which requires the researcherittuigvely open
to the meaning of the whole text. The second is a selective apprbath
looks for revealing statements which stand out in a text. An exarhfies in
my data was the startling statement that one interviéadkehated’ school, an
illustration of what Smith (2011) calis‘gem’, referring to “the pivotal role
played by single utterances and small passages to the amdlgsiesearch
corpus” (p.6). Although I was initially drawn to the more intuitive holistic
method, | realised that the selective approach was well-suited natilre of
my research in that it is compatible with a thematic analysigguhe concepts

of Recognition Theory.

A second form of interpretative phenomenological analysis, alsoedfto by
its founder Jonathan Smith (1996) as IPA, has gained a corelfiowing
in the UK. Most research using this variant has to date bedsrtaken in the
field of experiential qualitative psychology, nursing and health fanday,
2009), but more recently it has been applied to educational regedne field
of educational psychology (Hefferon & Gil-Rodriguez, 2011).

IPA in England

Smith and colleagues make only scant reference to Hussedolieons of
epocheor reductio(Smith, 1996; Smith et al., 1999). Rather than situating IPA
within a single tradition, an eclectic approach is adopted arehtpbasis is on

doingrather thantheorisingphenomenological research (Smith, et al., 1999).
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The researcher’s own conceptions are seen as essential to the interpretative
approach and there is no attempt to bracket these conceptionghesing

phenomenological reduction (ibid.). However, in common with dth@nches
of phenomenology, the researcher is trying to understand whapanesice is
like from the point of view of the participant, using emergent themeentify

the essence of an experience (Smith & Osborn, 2008).

In order to support less experienced researchers, but withoutdresayiptive
about the choice of methods of data collection and analysis, &naith
colleagues have produced extensive guidance on how to catBAo($mith,
2003; Smith & Osborn, 2008; Smith et al., 2009). This includes igegif
subordinate and overarching themes relating to a particular pheanraeross
different cases. The close attention paid to the languagewisiett, Smith &

Osborn (2008) see as the critical aspect of IPA, is interesting:

What is the person trying to achieve here? Is something leaking
out here that wasn’t intended? Do | have a sense of something
going on here that maybe the participants themselves are less

aware of? (p.53).

Here, however, this version of IPA is closer to Ricoeur’s hermeneutics of
suspicion (Langdridge, 2008) than to van Manen’s (1997) action-sensitive

human science.

What makes phenomenoloqy different?

Feeling comfortable with a methodology is not in itself a cogent en@agon
for choosing it (van Manen, 1997) and van Manen believesdbaarchers

who are also educators should choose a research method impavithotheir
educational values. | had bediawn to van Manen’s version of IPA because

the underlying philosophy was familiar to me, but before making a fhwate,

| neeckdto find out more about phenomenological research to ensure it was

appropriate for my research.

Comparing different phenomenological approaches

In order to get a sense of what the different approaches woald imeractice,

| compared two phenomenological research reports. Both makenefeio
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‘voice’ in schools and both address concepts found in Recognition ThHéery.
first is a study of boys’ alienation from school in the USA by Schulz & Rubel
(2011). The researchers offer five 16-19 year old male stuthents
“opportunity to have their voices heard and their experiences understood”
(p.287), using the step-by-step method proposed by Moustakas. Térehess
first make explicit their assumptions and biases regarding theitopider to
bracket these. In the report, direct quotations from the boys’ interviews are
interspersed with summative comments on the themes and categonigedje
namelyfeelings of “disempowerment, disregard, and dissatisfaction” (ibid.
p.286), categories which can also be understood through Recodigory.
Overall, the report is clear and purposeful and the researchers’ intention is to
make practical recommendations for future practice, rathetoheneate the
kind of reflective, empathetic response found in the Canadian sitldyhich

| compared it (McPike, 2001)

Focusing on the phenomenological question of what an experielilas is
McPike provides an authentic account of the experience of azatigiure by
five Grade 12 students (the same age group as in Schulz & &hded).
McPike interprets their experience phenomenologically as adorajection.
McPike’s report creates a compelling reflection on the lived experiendés of
young students which elicits the empathetic and sympathetic respdhse
reader van Manen (1997) advocates. She employs the vocativeffariting
which Nicol (2008) refers tas: “thoughtful and suggestive, rather than
declarative and final, [which] aims to show experientiallyeathan tell
rationally” (p.319). Rather than providing remedies or making suggestions for
changes to practice, McPike (2001) encourages pedagogic oaflbgtasking

the reader and herself questions:

In a world that allows such segregation, what are the children
really learning and what is the school really teaching and
reinforcing? The question may be one of "Who is really
failing?" Is school a place to teach some children that they may
have no identity and that there is no time for them, or do we as
pedagogues wish to help each and every student actualize his
"self" worth? (n.pag.).
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Although both articles deal with themes of rejection and disregardotie and
style of the two reports are very differeltcPike’s description of lived
experienceéopen[s] up the question of the meaning of pedagogy” (Hultgren,
1990b, p.364). This has the effect of sensitising the reader tawhat
experience is like from the standpoint of another person. Wdthatarticles
have in common is that the concepts of identity and self-woelth are related
to the concepts of recognition, further indication of the synbegween IPA

and Recognition Theory.

The Challenge of IPA

It became clear to me that using IPA would present a number lraies,
amongst them the phenomenological reduction. However, like M@asstesn

Manen redefines the Husserlieeductioas the requirement to reflect on:

one’s own preunderstandings, frameworks, and biases regarding
[one’s psychological, political, and ideological] motivation and

the nature of the question (van Manen, 2011, n.pag.).

In other words, both van Manen and Moustakas regard the redastaform
of self-reflection on the part of the researcher. The subityctind

positionality of the researcher are, of course, themes thatagivaliresearchers
need to address and apply equally to phenomenological resedmhbreative
research

As qualitative researchers, we must educate and re-educate
ourselves to practice detailed observation without reading in our
own answers, our own biases. That process entails becoming
increasingly more aware of our own ‘eyeglasses’, our own

blinders, so that these do not color unfairly both what we
observe and what we detail in writing (Ely, 19p54).

As a counterbalance to my own biasésve tried to put the voices of the three
teachers centre stage, allowing the reader to extract theintevpretation of
the stories, while at the same time presenting my own interpretatordang

to the themes | identified. Interpretative researchers oftentcefisis aspect of

the hermeneutic tradition as a double hermeneutic, that isterpretation of
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an interpretation. This implies that the researcher is interpretingking
sense of stories that have already been constructed rticalpa fashion by the
research participants themselves as they try to present @cbaecount of
their experiences. Yet the idea of a triple hermeneuperisaps more
appropriate (Smith & Osborn, 2008), given that the reader of therchsis
also engaged in interpreting the research report from theifrawe of
reference and extracting their own meaning from the texghwhiay or may

not be similar to that of the researcher.

The attraction of van Manen’s approach is that it offers considerable freedom
for the researdT becausg- there is no compelling reason for structuring a
phenomenological study in any one particular way” (1997, p.168). Moustakas
and Smith and colleagues, on the other hand, do offer the mesiearcher
very detailed guidance on the process of analysis, while yet gnakilear that
these are only guidelines and that in principle the researchee it define

their own method.

Whichever method of phenomenological analysis | choseuldastill be
working within the human science tradition which demonstrates a caring
commitment for others, an important aspect of both IPA and humartscie
pedagogy. It is also evident from the two articles analysedealthat both
approaches are compatible with the concepts of Recognition THewy.

critical element of IPA is that IPA encourages us

to become more thoughtfully or attentively aware of aspects of
human life which heretofore were merely glossed over or taken-
for-granted [and this] will more likely bring us to the edge of
speaking up, speaking out, or decisively acting in social

situations that ask for such action (van Manen, 1997, p.154).

The critical aspect of phenomenology develops when descriptimused
with theory and this can have a powerful impact (Vandenberg, 198ig).
aspect of phenomenology is in accord with the aims of my thEssmain
challenge | faced in adopting van Mafevariant of IPA was the need to
create an evocative and even poetical report. Initialadl leen beguiled by the
evocative nature d¥icPike’s (2001) study because it opened up for me new

ways of understanding both the research process and its purpose. My
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enthusiasm was to some extent dampened by the challenge of caeatitign
account capable of resonating with the reader and creatiagpticgpated
empathetic and sympathetic response. As van Manen (2006) tésns,a
significant challenge and one that | might have to accept as lbeyogd my
capability. | take comfort, however, from the fact that evemtbst prosaic of
phenomenological writings may still aspire to make a differémaaigh the

application of critical theory.

There is thus a responsibility inherent in the phenomenologiitialde as its
purpose is to generate a critical and reflective understandlivg df
experience. Another responsibility for any research projeateeto the
participants in the study, who have agreed to share their péesuh
professional experiences. This responsibility is exploredeiméxt section on
research ethics. In my study the ethical issues relatmnfaentiality, to the
need to protect participants from stress or harm, and to potortiticts of
interest which might arise from my dual role as researaigecansultant in a

school where the headteacher was a personal friend.
Research ethics

The new headteacher of Daleswood School, Diana, was a fooilesrgue and
friend who took over the school shortly after the failed inspectign. M
relationship with hegranted me “some of the status and privileges of being an
insider to the school” (Smyth et al., 2000, p.111). This position of privilege
might have weighted the balance of power between researchesaacched
unfairly in my favour. It would, after all, have been difficult &iaff and
students to decline an invitation to work with me when it was Dianahatio
issued the invitationConversely, being introduced by the headteacher to
members of the teaching and administrative staff as an ‘expert’ on student
voice set up expectations of what | could achieve in the schodIviaat
unsure of living up to. The comments of two researchers who hagdvor a
similar situation suggest that I was not “anyoutsider” (Thomson & Gunter,
2011, p.17, emphasis in original) but one who had been chosen by the

headteacher.

Before starting my research, | had planned to keep the twoabt®nsultant
and researcher distinct and parallel, but this proved to beahallenging than
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envisaged. A useful methodological framework for identifying diffeaspects
of the dual nature of the role of researcher/consultant is thegiooicoverlap
Grimes (2011xnd I adapted Grimes’ table showing the “shifting continuum
between two roles” (ibid., p.57) to help define my own situation (Appendix A).

As it turned out, most of my work as a consultant was with the studetiis on
school council and | had very little contact with members of trehieg staff
apart from Eleanor, the assistant head with responsibilityddest voice, and
the headteacher, Diana. Nor did | meet again with the participfietshe
summer of 2014. My meetings with Diana, which took place at tews a
term over a period of two years, did however present an ethaléicge. | had
made a promise to the headteacher in my introductory letter (App@nto
the effect that | would keep her up to date with my progress vtitlhveaching
confidentiality. An incident in the interview with Chloe reminded méhef
‘vulnerability’ of the researcher (Behar, 1997). Chloe was telling a story of an
injustice and | realised with a feeling of physical shockifHaiana knew of it,
she would have been able to put it right. While it was cleatypassible for
me to relate this story to Diana, | did however try to maintairareber
integrity without neglecting my duty of care to Chloe by encouralgargo tell
Diana herself.

Maintaining confidentiality was perhaps the main ethical isswlIto deal

with. The three volunteers had told their colleagues about theitipation,
which suggests that the need for confidentiality was not alwgysrmost in
their minds, so the participants and | needed to be reminded thaivahaaid

in the focus group was said in confidence and should be tnedtecespect.
This was illustrated by Chloe who at one point stopped abruptly in theeniddl
of an anecdote about aiéént to confirm: “This is confidential, isn 't it?”,
demonstrating that when group discussions are involved, coridilitgntan be

a concern for the participant further problem regarding confidentiality
related not onlyo being circumspect in my meetings with Diana, but also

outside the school, when talking to our mutual friends.

The example above regarding my response to the story of aejustd by
Chloe rightly suggests that | was m@otimpartial outsideras| was clearly not

indifferent to the well-being of the three teachergo the school’s
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development, either as researcher or consultant. My feeliege similar to
those of Thomson & Gunter (2011), who report that they felt not only
responsible but also loyal to the school where they were rbsesuand friends

of the headteacher.
Research Design

For many researchers in the field of education, finding addatilling to
accommodate them can prove difficult (Ely, 1991) but | was fortunateat
Diana had been recently appointed headteacher of Daleswood Sdheol a
same time that | was drawing up my research proposal. Shested a
reciprocal arrangement whereby | would support the school in théogenent
of student voice and the school would support me in recruiting tesafcineny
research. This made the decision to base my research amgusthool an easy
one. Interviewing teachers from just one school is not a problem wgieg
IPA as methodology. In fact it allowed me to define the context ofesgarch

more precisely.

With the headteacher as gatekeeper, arranging meetings with sttestisys,
the senior leadership team, governors and administrative workersedoim
be very straightforward, and access to data about the schoolbodadalitated
(Ely, 1991; Cohen et al., 2007). There was an element ofaidRi&na and she
was right to be concerned that a research report (albeit anonyoras wider
readership) might portray the school in a negative light. Introduin
researcher into the school at this very sensitive stage in the school’s
development, when it was just coming out of special measuresoivas
something to be undertaken without proper reflection. However, the risk of
bringing in an outsider whose presence might seem an unnecessary
complication to some members of staff was offset at least in paeviyg a
consultant/researcher whom she could trust, and who was interested
supporting her agenda for change with respect to increasingnstude

engagement in all aspects of school life.

| gave a brief presentation to the leadership team which explaiped
understanding of student engagement but it took some time to get my actual
research underway, due partly to the busy nature of life oote(Ely, 1991;
Durrant, 2013), but partly to my lack of confidence in my role asodaict
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researcher. In taking on a small consultancy role on aspestisdeint voice at
Daleswood School, | had engaged in the kind of relationship between the
researcher and the researched which combines both reciprdcal an
asymmetrical features (England, 1994). In many cases, #ercesr takes on
therole of “a supplicant” (ibid., p.243) who is dependent on the researched for
access to data. While the term ‘supplicant’ seems a little unusual, it
encapsulates very succinctly how I felt during my first feanths at the
school, given that | often felt like an imposter, unsure how to paogitiyself
properly in this role (Ekins & Stone, 2012). When | did finally addtessheed
to recruit participants, the senior leadership team suggestedtimild lead
an after-school continuing professional development (CPD) sessioa toptb
of student engagement. (See Appendix C for an overview of $s@sg The
invitation was aimed at new and trainee teachers in the sabdheir line

managers, as | wished to recruit teachers in the earlyssbagieeir careers.

The session took place just after the summer half term breakaacls the
end | gave a brief outline of my research aims. | wi#gdeadisconcerted when
assistant headteacher Eleanor reminded all those presentvisahot only an
expert but also a close friend of Diana and that Diana wgseen to see
increased engagement with student voice in the school. Shersaequested
further information about taking part and | sent out informationtshee
(Appendix D) and consent forms (Appendiixthe next day. Despite Eleanor’s
well-meant endorsement of my statubave no reason to believe that those
who volunteered felt pressurised into taking paathBr, they had expressed a
real interest in the topic of my research and because Iskad &r help they
were glad to be of assistance and they were looking forward to talking about
their experiences of becoming a teaicl\t an explanatory meeting the
following week, the volunteers had the opportunity to ask questions\and gi
informed consent to their participation. Two of them had been teafdting
more than three years, the cut-off point for my definition ef reachers, and
the only male volunteer was unable to take part as his supply aaattra
Daleswood was about to end, but the remaining three signed thlentons
forms™. | gave each of them a copy of the fogusup guidelines (Appendix F)

and arranged a date for the meeting.

11. The headteacher Diana also signed a consent form.
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It was useful that the three volunteers who took part in my studyiresaa
had the opportunity to gain an impression of my interest in democratiicpsa
in schools as this helped them understand the purposes of mghesedeed,
in a phenomenological study, it is essential to have participaifitexperience
of the topic of the research (Smith & Osborn, 2008). Although volunieigis
skew the sample in a quantitative survey or an ethnographic case study, “no
selection strategy guarantees that you agliuallyselect the settings and
participants that best allow you to answer your questions or achieve your goals”
(Maxwell, 2012, p.95, emphasis in original). The idiographic apgrof IPA
means that smaller sample sizes are recommended and that “less is more” in

IPA (Hefferon & Gil-Rodriguez 2011, p.757). A small number of pgréiois
in a phenomenological study is not the problem it would be, for deampa
study using grounded theory in order to generalise from a cale Atu
systematic literature review of fifty-two IPA studies identified thenber of
participants as ranging from one to thirty (Brocki & Wearden, 200@3re is

also reference to three being a very useful number of partisipa

For students doing IPA for the first time, three is an extremely
useful number for the sample. This allows sufficient in-depth
engagement with each individual case but also allows a detailed
examination of similarity and difference, convergence and
divergence (Smith & Osborn, 2008, p.57).

By a fortunate chance, | had achieved that useful number of infegman

Gathering the data

Despite the wide range of theories and methodologies which inform qualitative
research, the type of data collection is often remarkably sirbiEmzin &

Lincoln, 1998a). Most frequent are observations, interviews, gisgoissions

and analyses of written and spoken texts (Denzin & Lincoln, 1998b;
Denscombe, 2010; Willis, 2007). In interpretative phenomenology, what is
important is not so much the type of data, but the need for théodzitee a

rich account of everyday experience in order to provide an atobthe

meanings we give to our everyday lifeworld (van Manen, 1997, 2007a).
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Ratherthan ‘collecting data’, a concept van Manen uses only reluctantly due to
its positivist overtones, the researcher’s aim is to gather stories and anecdotes
which provide material to reflect on. As a methodological devicecdotes
prepare the ground for hermeneutic reflection and understaniding o

phenomenon (van Manen, 1989).
Focus Group

| chose two standard formats for gathering data. | started viaitua group,
which was followed a week later by individual semi-structured irdersi The
two formats were used to investigate different aspects of theahdepics. In
IPA, focus groups tend to be used less often than individual inter{iRadrser
et.al, 2010). However, there were good reasons for incorporadiisgssion
session into my research design. Focus groups can adddeptimeof IPA by
asking what kind of experience is being shared, why those erpes are
being shared and where there is agreement and disagreeménir @tigl.,
2012).

Other advantages of the group format are that it can help createasphere
of openness and trust, and the discussion that takes placdpartieipants
clarify their own thoughts (Knipe et al., 2007). The format alsls fiaeniliar to
teachers, who are generally used to discussing ideas amyghensonal
responses in small groups as part of a school’s CPD programme. In order to
encourage the participants to talk frekelysed the type of elicitation techniques
whichin my career as a language teacher had proven useful imgraati
relaxed atmosphere. If participants feel safe enough to trusoézer (and the
researcher), then this allows them to express thoughts and $ewlingh might
be kept private in a more formal setting (Catterall & Ibbotson, 20GMgltue
cards and game-like activities also devolves some of the pgowes

participants, giving them more ownership of the discussion.

There can still be a risk, however, that interviewees mayifeker pressure to
depict themselves in the best possible light in what they s&y,offer what

they think will be perceived as the acceptable or desirable respmas

guestion (Spector, 2004) and this was something | had to take intonadtou
was important to ensure that the teachers’ self-esteem was protected at all times

and that they did not feel challenged if their views or valuee wet shared by
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the researcher or the other participants. | therefore madéhstitbe volunteers
were aware in advance that topics would include their values ang¢ingonal
experiences of becoming a teacher. Reminders were given stathand
during the focus group and interviews that participants had thetaight
withdraw, or to choose not to discuss topics or answer questiontelihey
uncomfortable with. | also reminded the participants of the need for

confidentiality and for us all to respect the views of others.

Another potential threat to openness was that the three teacherpenagive
me as “a kind of extension of the headteacher’s eyes and ears” (Thomson &
Gunter, 2011, p.19). Nor could | take for granted that they would negssar
trust each other merely by virtue of being teachers in the samelsAs it
turned out, the three teachers did know each other, but they eackebtilar
contact as they worked in three different departments in thresetitf
buildings and were therefore almost as much of an unknown factartto ea
other as | was to them. In order to counteract this potential probiechded
an ‘ice-breaker’ in the group session, which I believe proved effective in

establishing an atmosphere of trust (Appendix G).

The themes | selected were intended to encourage discussiagsirthe three
teachers about their educational values and their individualierpes of
being a new teacher in a school in special measures, taskd understanding
that these experiences influence the kind of teacher they béCamle, 2009).
The discussion guidelines together with the topics and activitrebecéound in
Appendices H and I. In the individual interviews, which took place #feer
focus groupthe topics were the participants’ own experiences as
schoolchildren, the influence of former teachers and the imp#uotiofnitial
teacher education. There were also questions relating to wdfedrigeferred
to as the ‘reality shock’ of the first years of teaching (Flores & Day, 2006
Stokking et al., 2003). Both the focus group and the semi-structuesdiew
offered the flexibility to explore unexpected ideas and also gickogial and
non-verbal cues, such as tone of voice and hesitations widbeca useful
source of additional information (Opdenakker, 2006). The themeahwhi
developed in the discussion were also useful as points ofredeirethe semi-

structured individual interviews.
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Semi-structured individual interviews

For the interviews, | followed the standard procedure of using an exervi
schedule which gave enough flexibility to explore the unexpecidd
covering the four broad themes of my research questions: expesi at
school; experiences during teacher education; experiences ofbeavg
teacher and views on student voice and teacher voice (Appengixch).
interview lasted about an hour and, with the permission of the pantisjpaas
recorded on a small audio device, as was the focus growssiisc, and |

transcribed the content myself.

In the next section on data analysiexplain how my approach combined
elements of the different variants of phenomenological anaysisiow the
critical reflection in my study has been enhanced by apptiimgoncepts of
love, right, esteem and solidarity to my data gsiorithemes, following the
method of template analysis (King, 2012).

Data Analysis

Stories of experience are not simply had, they are made(El392) and in
the interpretative or hermeneutic tradition, the researcher iatergnd presents
a story already constructed by the participant, trying to expresseteimg
originally intended. While interpretative methods do not claim to provide
empirically validated truths or objective accounts of participants’ experiences,
they can offer exemplars that are universally generaliggliles, 2007).
Bridges (1999) suggests that research that bears no relgtibmshith is
unlikely to be of any real worth, so my aim in analysing the @Watato create
stories that are ‘truth-like’ and a research report that is not only trustworthy but

also useful and interesting (Ely et al., 1997).

As | started to evaluate my data, | found that different approaclzemlysis
were important at different stages and ultimately my approach wasiedie
the first stage I remained close to van Manen’s (1997) holistic approach. This
entailed familiarising myself with material from the focus grang the
individual interviews by reading and re-reading the full transcmatsy times
over. While reading, | could often still hear the voices of theetbeachers in

my head, but | also listened to the recordings repeatedly to heanéhef
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voice, the hesitations and false starts, as well as the laagtitehe sighs,

which all add to the meaning of the experience.

In the second stage of analysis, | used a form of templalessngKing, 2012)
to create a link between the data and Recognition Theory. Thatade of
template analysis in IPA is that it uses themes which caakiea from
previous research or from theoretical knowledge (Langdridge, 280®) than
relying solely on emergent themes. The research isfthe “driven by
theoretical concerns rather than simply the data” (ibid. p.127). In King’s
method of template analysis, the researcher ch@opesrithemes which are
of interest in the research and then identifies the parts tfhecript relevant
to the research questions and labels them accordingly. Thisane#s useful
for me as it allowed me to use the concepts of recognition dsrariil
identifying those sections of the data relevant to my second adaebkearch
guestions. An example showing how | used template analysisatioreto the
concept of love can be found in Appendixiing’s (2012) template analysis
follows a systematic format, but is nevertheless compatiblevasitiManen’s
selective method of data analysis (see p.61), which entailhswafor

evidence of selected themes.

In the final stage | wanted to make sure that my analysis etamty credible
but also grounded in examples from the data. | therefore too#ea closer
analysis of the texts based loosely on the methods recommended bgSahith
(2009). An example can be found in Appendix L.

In summary, | started the process of analysis with vameMs (1997) holistic
approach. This was followed by a selective approach, using botiaaen
(1997) and King (2012) as guides. The more detailed approach proposed by
Smith, Flowers & Larkin (2009) has also enriched my understaimditiRA,
especially with regards to the use of language. When writingeugeports of

the individual experiences in Chapter Four, I tried to follow Moustakas’ (1994)
approach of staying close to the participant in order to paimtar@iof a real
person. This approach accords witlh Manen’s requirement of presenting an
empathetic and sympathetic account, while nevertheless foll@uitgan

account with a critical reflection on the meaning of the egpes.
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What makes research trustworthy?

Hermeneutic phenomenological analysis thus has a threafaldt @ffers a
descriptive summary of the participants’ views, asking what a phenomenon is
like (van Manen 1997; Smith & Osborn, 2008) but also aims to crdeit a
which is both sympathetic and empathetic towards the particigamianen,
1997; Moustakas, 1994). Finally, the text is interrogated at an interpeetati
conceptual level through engagement with theory (Larkin 2G06).

So far in this chapter | have explained how | justify not only tharste uses
of Recognition Theory and IPA, but also the way | have corddime two in
my research design. As a reminder, in this study, the géagerelement of IPA

is related to my first research question:

What is the experience of becoming a teacher tkdlfe three

new teachers in this study?

The second research questions links the phenomenologicaptesarith the

theoretical template of Recognition Theory, asking:

Do the categories of Honneth’s Recognition Theory (love,
respect, esteem and solidarity) enrich our undadstey of the
experiences of the three teachers in such a wayhka
experiences can be generalised beyond the corftéheio own

school community?

The final research question addresses the much broader quéstien
relationship between Recognition Theory and the purposes andgsaufti
education:

To what extent do the empirical findings of thisdt confirm
the assertion that the normative concepts of RatogrTheory
are capable of promoting a more humane and deniodoam

of education in schools?

In the following I assess my research according to Maxwell’s (1992) realist
approach to questions of validity. A realist approach is buitherpremise

that “any attempts at describing and explaining the world are bound to be
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fallible” (Scott, 2010, p.12). Maxwell (1992) therefore argues that
“understandings a more fundamental concept for qualitative research then
validity” (p.281, emphasis in original) and he identifies five categories of
understanding that are relevanitg research: “descriptive validity,
interpretative validity, theoretical validity, generalizabilitpdeevaluative

validity” (p.284-285). In the following | consider each of these in turn.
Validity

Descriptive validity is concerned with the factual relationshigvben what the
researcher saw and heard and whether the researchéorisndjghe data or
omitting aspects of the data with the intent of presenting a biasewibe
findings. Given that my research has the purpose of examinirgticepts of
Recognition Theory, my analysis is of necessity seledbutl make no

attempt to suppress data which might run counter to my argument.

Interpretative validity according to Maxwell (1992) refers to the meawiitige
data from the point of view of the informant and relies heavilyeybatim
reports. This relates to my first research question and trepaallels here
between interpretative validity and IPA. In order to present a poofrtie
participants which remains faithful to their person and their vieius|ude
some quite lengthy verbatim extracts from the focus group and eesun
Chapter Four. For these | have usgsdtidged’ transcription (Corden &
Sainsbury, 2006), which involves editing the text to create aewritrm of the
spoken word, since natural speech does not always read \selréten text
and may even cause readers to form a negative judgeméstsgeaker (ibid.).
I have therefore also corrected the occasional malapropignammatically
deviant form but have not made changes which would affect thangetome

or intent of the research participants.

The extensive use of verbatim extracts from the data gatimeneg study
contributes to the creation of a trustworthy account of the expesientee
three new teachers by allowing the reader to form their ownoféhe data.

I have not however used respondent validation, sometimes known as “member
checking” (Creswell & Miller, 2000, p.127) as a way of establishing cretibili
Although at the outset | had offered the three teachers theectmread my
report, all three had left Daleswood by the time the first draftoeagplete and

76



I had no means of contacting them. This was unfortunate, asgtititomas not
my intention to use member checking, it would have been courtesbar®

my findings with them, as a way of thanking them for their co-omarati

Generalisability is dependent on whether the findings may be useful a
relevant for others in similar roles and contexts in makingeseha
phenomenon. This relates to my second research questioleveltéht even
though the experience of each teacher in my study is uniguete¢hgretation
of their experiences through IPA and the concepts of Recogiitieary will

seem familiar and feel plausible to others working in the téleducation.

Theoretical validity depends on consensus within the reseanaimgnity on
the legitimacy of the application of the theoretical concepts taselaracterise
the phenomena under investigation. This relates to my thirdroksgquestion
which goes beyond the experience of the three new teachaisd@uestions
about the purposes and practices of education and how they can Isetheori
a way that is both comprehensible and fruitful. This criteisomet initially
through the explanations of the basic concepts of RecognitionyfasdriPA

provided earlier, and is exemplified in the final two chapters.

Finally, Maxwell’s category of evaluative or critical validity is relevant for
research in the Critical Theory tradition as it is coneémwvith the legitimacy
of the conceptual base for the findings. This also relates tbimdyresearch
guestion regarding the applicability of Recognition Theory. yir@search |
use the theoretical concepts of recognition and misrecogngiarframework
to identify anecdotes and statements that give an insight into the tbbgadfs
confidence, self-respect, self-esteem and solidarity xp&med in Chapter
One, these social-psychological constructs are the embodimenttbfebe
Hegelian concepts of love, right and esteem, which trangkategcognition in
the form of love and affectigmespect for individual rights, appreciation of
personal achievements and solidarity. As these are théraadyawell-
documented in educational research (see p.36) | believe tbeptsmf

Recognition Theory offer a legitimate critical framework for rasearch.

In this chapter on methodology | have presented an overview okediffflarms
of phenomenological analysis. To conclude, | summarise tiegy between

my theoretical approach, which drawsrsHonneth’s theory of recognition, and
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aphenomenological approach, which interprets lived experienceaiirhef
empirical research using Recognition Theory is to identtg af recognition
and social pathologies of misrecognition. The aim of IPA gdduce a
sympathetic text which recreates an experience and allows thex teayrasp
what an experience is like. One cogent reason for refleatintbe lifeworld
experiences of new teachers from a phenomenological stathee ikis offers
a new and different way of understanding their concerns, whichnmtay
promote a discussion of the implications of the issues raisea nAsmative
theory of social interaction, Recognition Theory is also comeckwith
everyday lives (Honneth & Stahl, 2010) and ttars provide a new and
different foundation for examining and interpreting the experienctseé

who teach and learn in schools.

The next chapter sets the scene for my research and intsathecactors.

| describe Dalestown and Daleswood School and provide some biogtaphica
details about the three participants in my study, who were nehetsaat the
school while it was still in special measures. Working in aa$led ‘failing

school’ is an interesting context for research as it offers the three teachers both
opportunities and challenges which they would not perhaps have exgeria

a school that was not going through a period of such rapid chahgpter

Four then presents a phenomenological account of the lived enqeedéthe

three new teachers, Amber, Bryony and Chloe.
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Chapter Three

Setting the scene

This chapter opens with background information about the school context, one
of the categories framing the model in Figure 1 on page 24sddwnd section
relates to the category ‘personal biographies, values and motivation’ shown in

Figure 1 and gives an insight into the schooldays of the three aehets,

Amber, Bryony and Chloe.

| also give a brief indication of their personal philosophestlagid values with
regards to school education. As suggested earlier, prior expeeaed personal
values are ofteaninfluential factor in determining not only why teachers
choose teaching as a career, but also how they interpret tiee(Beahs, 2001,
Marsh, 2002; Britzman, 2003; Flores & Day, 2006).

Teachers’ values and practices are of course shaped not only by their initial
teacher training but also their induction period (Marsh, 2002; Cook-$Sather
2006). The final section of this chapter therefore looks at the contextich
Amber, Bryony and Chloe were becoming teachers and introducesribept
of ‘this-ness’(Thomson 2002), which offers an insight into the way the three
teachers make sense of their school context, and provides a liklRAth

inspired texts in Chapter Four.

All three teachers were in their first three years of sctezmhing at
Daleswood School, the state secondary comprehensive where | workad on
ad hocbasis as an (unpaid) consultant over a period of two years. The
information about the school has come from data provided by the sctibol a
from Ofsted reports, as well as from conversations with thétéaeher. The
information about the town is drawn from local and national government

website$?

12. In order to maintain anonymity, no reference is gieenhese websites or the census
data on the following page
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Dalestown and Daleswood School

Despite pressure from central government to become an acadelegywdad
School is still under local authority control in the mid-sized tofvBalestown,
which is within commuting distance of a large city. Dalestown grew
considerably in the 1920s and 1930s as a dormitory town and expaoded m
rapidly in the 1950s. The area where the school is located cansaisily of
council housing estates and the school occupies the original buitifings
former grammar school and a former secondary modern schalgaamnated

in the 1970s to form Daleswood Comprehensive School. The buildings date

from the 1950s and are a five minute walk apart.

In addition to a well-established Polish community, there hasdeen
expansion in the number of residents from other ethnic groups iawine
Census figures from 2011 identify 44.4% of the population of Daleséswn
having been born outside the UK. In the area surrounding the sch@aél, 6.
speak Polish as their first language, followed by smaller nunatbesggeakers of
Somali, Arabic and languages from the Indian sub-continerg.efhnic mix is
reflected in the school itself, and the enrolment data show tlangsucome
from a wide range of ethnic, religious and cultural backgroumits,59% of
the students speaking English as an additional language at thaf timge

research.

The average unemployment rate in the town has risen at a hagée¢han the
surrounding areas, and was higher than the national avera@é&Znthe year
the school went into special measures. Among those in workuthbker of
residents in low pay employment is also higher than the natweahge. At
12%, the town has more than twice the average number of households

England displaying three and four dimensions of poverty.

Daleswood School was inspected early in 2012 by the Office fod&@sin
Education (Ofsted). In line with the statutory framework for school irigpec
(Ofsted, 2011), the school was graded at Level 4 in all four inspection
categories: achievement of pupils, quality of teaching, betasiad safety of
pupils, and leadership and management. Level 4 is the lowest foluth
inspection grades and as a result the school was placed ial speasures (see

p.19). Immediate action was needed to address the issues highlighted by th
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inspection report in order to avoid closure or compulsory convetsio
academy statuglnsurprisingly, being labelled a ‘failing” school resulted in a
rapid loss of local trust in the school and a drop in studentitreemnt. A few
years earlier Ofsted had described the school as a populee éwoparents in
the town and in 2011 Daleswood was a larger than average secscliaoy,
with 1445 students on roll in Years-7.3, and a Year 7 intake of 19%ter the
introduction of special measures, the enrolment figures for ¥ despped to
129 in 2012 and were lower still in September 2013 at 94. The Bxth, too,
saw a large fall in student numbers, with only 98 students in Y@aasd 13 in

2014, compared with more than 300 three years earlier in 2011

This decline in numbers has affected the comprehensive wtine intake of
Daleswood Comprehensive, with a higher proportion of children now coming
from poorer households. According to the headteacher, this i® due exodus
of children from better-off homes, whose parents were alglettthem a place

at other schools in the area, schools graded ‘good’ or ‘outstanding’.

The 2013 Ofsted report described student attainment on entry to Year 7 a
significantly lower than the national average, a factor oftetae@lto poverty
(Braun et al., 20112011b; Francis, 2011). The number of students with
special educational needs in the school rose from 16% in 2011 to 204
Around a third of the students in the school are eligible for the prgyium-
additional funding given to schools in England to raise the attainvhent
disadvantaged pupils. However, to put these figures into context, wdile th
levels of disadvantage at Daleswood School are above the natienage,

they are nevertheless lower than those in many inner-cibpich

A falling roll in a school means that the budget is tight (Stoll & My&998;
Conlon, 1999; Calveley, 2005; National Union of Teachers, 2010). This was
indeed the case at Daleswood and the number of staff had wusedeThe
number of teachers fell from 105 in September 2011 to 72 in September 2014,
Several teachers were made redundant, but others left voluntaingekey
positions vacant. Recruitment and retention of teachers is a prtblerany
disadvantaged schools which serve a catchment area displaytifgenul

indicators of poverty (Dolton & Newson, 2003; Allen et al., 2012) and
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Daleswood School is still struggling at the time of writing to recruithterscas

well as students.

A month after the Ofsted inspection, a change of leadership follangthe
collaboration between the new leadership team and the local authaiiied
the school to make rapid progress. The school was given ateai@employ
newly qualified teachers (NQTSs) in 2013 when an interim Ofsted regied r
three of the four inspection categories as ‘good’. Pupil attainment still required
improvement as it was noted that too many students were not fully engaged
their learning. The most recent inspection, in July 2015, oneafeamy
interviews took place, rated all categories of the school as goodriyways,
Daleswood was the ideal school in which to explore my questiorsas,v
recognition and social justice. Using Stoll & Fink’s (1996) categories, the
headteachema senior team members rightly regard the school as a ‘moving
school’ and I am grateful for the opportunity I was given to work alongside

them on part of their journey.

The next section introduces Amber, Bryony and Chloe using mdremalthe
individual interviews and the focus group, touching on elements of thei
personal educational philosophies and outlining their own prior expeénce

education, their values and their motivation.

Introductions: Amber, Bryony and Chloe

Amber

Amber was the youngest of the three teachers. She joined Daleasaod
science teacher with Teach First, an educational chalnibge stated aim is to
put an end to inequality in education by placing graduates with &Eaper
potential in schools located in areas of low income (Teach Ei§8).

Arriving at Daleswood in 2012, Amber felt that she was well placed
understand what being in a school in special measures meshé hsrself had
been a student in a failing school for much of her secondacaton. The
strength & Amber’s feelings about her school is still palpable: “I hated school,

| really, really hated it. | could not have beerppeer when | left. The
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dominant theme in the story of her schooldays is one of being méskd she
did not matter and of being denied the academic success thai ingsostant
to her. At the end of Year 11, she enrolled at an FE colledj¢hen studied
Sport Science at university. Teaching was not Amber’s first career choice but
duringa gap year placement in a school, one of the teachers thefiecmuh
Amberthat she was “madefor teaching and persuaded her to qualify through
Teach First. She is fully committed now to teaching as a ¢areeris bent on
ensuring that the students she teaches never experiencektbédapport she

herself had faced:

| would like to be able do everything for my kids that | can to
make sure they can at least access learning in one way or
another. If | can help themif | can provide just a little bit of a
resource or a little bit of my time t@lp them, then that’s a job

well done for me.

Amber is ambitious and determined. She is meticulous liectefg on what she
does in order to do it better and models her teaching on the gotidgpsihe
has learnt from others. Amber shares ideas on teaching anishdpaith a
small group of colleagues, and they often pass on suggestions taite se

leadership team.

Amber appreciates strong leadership and aspires to a headtedeh8he has
a running joke with Diana, the headteacher at Daleswood, for whosedkiad

style she has the greatest respect:

On my first day here Diana asked me into her office justye ha
a chat and she said: “So what’s the ambition here, Amber” and |
just looked at her chair and I went: “I want that”. So in every
meetingl’ve had with her now we’ve got this running joke of:
“Where do you see yourself in five years, Amber?” and she’ll

look at her chair and say: “You’re not having it yet!”

On the day of our interview | learned that Amber had just been dffeespost
of Key Stage 3 Science coordinator at Daleswood. Less than twlgts,

she has moved away from Daleswood, following further promotion.
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Bryony

Having originally completed a PGCE for post-16 education, Bryony had
already had experience of teaching Art and Design in furtltehigier
education before she decided in her mid-30s to join the Gradeathdr
Programme, a school-based teacher training programme thaivihdiean
replaced by School Direct. Her own experience of school hadrbeed.
Bryony attended a Froebel primary school, and her positiveierpes there
have stayed with her for life. The Froebel model allowed herdenable
freedom of choice and she was given the autonomy to deciterkelf what
she wanted to do and how to do it. Bryony is convinced that thischbgre
become self-motivating and well-organised. However, when helyfarmoved
to Wales she was sent to a Welsh-speaking school whereashaulied as an
outsider. It was not until she moved to a bilingual secondary stteiahe

began to enjoy school life again.

Of the three teachers, Bryony is the one who talks most about theamgeof
developing the whole child, describing the purpose of teaching as helping
children become mature young adults who are able “to empathise more, able to
listen to each other maoteShe tries hard to motivate her students to overcome

their low self-esteem and apathy towards learning:

The more | teach the more | think it all boils down to a few
things like selfesteem. Because if they don’t have self-esteem
they’re apathetic, if they don’t have self-esteem they can’t

focus, they have no self-motivation and no yearning to learn

something new and be interested in different things.

Referring to her own schooldays she talks about how she apprec@ated th
chance to share ideas in discussions, despite the rathat &ordhtraditional
structure of the classroom where students sat in rows, the rt¢alkleel and the
students took notes. When she was clearing out some of hehota sc
notebooks she began to compare the amount of work expected of hardhen a

what students at Daleswood achieve now:

| wasamazechow much writing | had done in those little

notebooks and how neat all my writing was and just how much
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we seem to have covered. There was one needlework notebook
where I’d done somuch work, our Year 10s nowadays seem to
struggle with that amount of work and I’'m wondering is that

just because we were all better behaved or was there just a

different technique that they used to teach and why was that?

Another dilemma for Bryony, as she herself admits, isgha struggles to find
the right balance between maintaining good behaviour in the aassnaod
allowing the students the space to develop their creativitpatawhomy. A
further problem, one that affects Bryorywhole department, is the national
decline in the take-up of Design and Technology subjects at GGBE&-an
Level (Warwick Report, 2003), combined with the drop in student eerdlat

Daleswood referred to above:

In my department we had eight teachers and we were a design
and technology special school and now we’re down to four

teachers and | just see my department falling to pieces and it
was such a strong department, they did such amazing things,
they had such amazing teachers and it’s really depressing at the
moment, but I understand that that’s not the school’s fault

really.

Bryony is an advocate of the value of creative subjects moésland her
response to current policies which promote “the hard academic subjects
universities and employers value” (Gove, 2009, p.8; Russell Group. 2015) is
coloured by her own experience of being persuaded to take ‘academic’ subjects

at A-Level, when all she really wanted to do was to study Art:

Our country is admired all over the world for our creative ability
but right now creativity has been put at the bottom of the pile in
favour of academic subjects, but I think they’re making a huge
mistake- it is those kind of creative, individual things that we

should develop with our children.

Bryony has since made a sideways move to teach Art inexr lschool.
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Chloe

Chloe’s experience of schooling is worlds apart from both Amber’s and
Bryony’s. She spent the first two years of secondary schooling in England,
before moving to a selective, independent girls’ school abroad. After taking her
A-Levels, Chloe returned to England to complete a law deagréehen joined
a firm of solicitors. Some four years later she decidedcareer change

because of the stressful work, endless paperwork and unsociatde hou

It just got incredibly hard and | felt tired and really unhappy and
tearful and | wanted a bit of a change. My family would go:
“You’re coming home at three o’clock in the morning, you can’t

be doing this’ but I had to because I’m stuck at a police station

and it all got on top of me | think, so in the end | looked a

career changes.

As she herself had loved being at school, she went backversity to
complete a university-based PGCE (Postgraduate Certificatbucaion).
Chloe is passionate about working with young people and is a grogp iead
the Guides. When she was told in her PGCE interview that th®nslaip she
would have with her students would be very different to that whiclesjoyed
with her guides she was taken aback, as she understood therddmmean
that the relationship would be less collaborative and that she woudd,liesd
to be “more dictatoridl with her students — a kind of relationship that feels

alien to her.

Chloe had spent her induction year at Oak School, an ‘outstanding’ school, and
one of her colleagues there, who had worked previously at Daleswaoted
her:“Don’t go to Daleswood — it’s horrible there, you would absolutely hate
Daleswood. Chloe did however move, motivated by the higher pay that
Daleswood was offerindyecause she was buying a house: “Otherwise |
wouldrn 't have left Oak School because it’s been consistently outstanding three

times[laughing]and | kick myself sometim&s

She argues in favour of selective education and has sonpathy with the
governmentwhich she sees as being under pressure not only from itbeada

league tables but also from employers who demand formal quadifisatihich

86



enable them to discriminate between students of different ability. Howev
although she recognises the importance of parents’ wishes, Chloe is becoming
increasingly troubled by the unfair advantage that some parentsihdise

lack of a “level playing field, which she sees affecting those children who live
in the poorer areas surrounding Daleswood School. She makethatdais is

a dilemma which she finds distressing and one she carm segyrout of:

| had a different view of education before | came here. | @way
thought students should be getting good grades, they should all
be going to university but now, having spoken about this to my
colleagues, | think we are insufferable, like | probably was,

not allowing students to flourish in whisieywant to do.

Chloe says that she is not really interested in promotiorneass $ully
committed to her role as class teacher and form tutor and cannostande
those who put on a show to “win favours with managemehntChloe refuses to

go down that route because for her:

it’s about the kids, I really do think it’s about the kids — it’s not
about climbing ladders and I think it’s completely wrong the
way people do that, I just don’t think that’s right. I don’t know
what it’s like in other schools but I do find the hierarchy really
weird and being able to compare it to a different profession

[whisper§ | find it weird.

If she were to seek promotion in the future, her ideal jobdvbela role as
pastoral leader, ideally in an all-girls school. Although Chieed teaching in
the English Department at Daleswood, the contact with the childrethend
solidarity in her department, she is not necessarily committadifedong

career in schools and is currently taking a break from tegchi

The impact of prior experience

Even this cursory overview of the three teachers’ backgrounds shows the
diversity of their prior experiences, both at school andeir tioute into
teaching. The meaning their own school education has for theimfluenced

the way they initially define their own teaching values and pragstacan be
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seen in Chapter FouDuring their ‘apprenticeship period’, and each in their
own way, Amber, Bryony and Chloe are trying as teachers todepe those
aspects of their own education which they valued, while at the sene

avoiding the replication of what they experienced as negative.

In Chloe’s case, she is convinced of the benefits of an all-round education like
the one she received at her independent school and sheiepssabout
motivating her students to achieve the best they can acadigmichilst also
encouraging them to engage with extra-curricular activities antsts both
individually and, more importantly, as a team. As a schoolgirlnstgein awe
of her teachers, but would be concerned if her students feltsainer,
because the relationship she has with her students is the masdirg aspect

of teaching for Chloe.

Bryony is keen to replicate the Froebel philosophy and develop her students’
capacity for creativity, self-motivation and independent learbing
encouraging them to believe in themselves, no matter whahtives
background. She is keen to get them to engage in the kind of “philosophical
discussionsshe enjoyed at secondary school and to develop their
communication skills. She is also passionate about the importanee of th
creative arts in the school curriculum and is determined to sugtpdents who
want to study creative subjects, thus swimming against the tide of th
government’s prescriptive policies on GCSE and A-Level choices mentioned

above, of which she is highly critical.

Amber’s role model is her English teacher, whom she describes as the only
teacher who was willing to listen to her. Amber is determined that ndmer of
students will ever be made to feel that they do not matter and éhailsto

all she can to support them hreir learning. When she arrived at Daleswood at
the start of her induction year, she was told by a membee aithior team
regarding behaviour management: “Go hard, or go home!” and Amber is quite
happy to be seen as a disciplinarian. Because of her peesgerience of

being a student in a failing school, she has an unshakeablerbéiie
importance of firm discipline and clear boundaries in order to rttekechool

‘good’ or ‘outstanding’ and to make students proud of their school.
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The eperience of ‘this-ness’ — working in a school in special measures

The final section in this chapter is based mainly on the sks@oiin the focus
group, supplemented with material from the individual intervie\i/gis-ness”

is the term used by ThomsonSchooling the Rustbelt KidR002, p.72) to
represent the views of teachers who accepstties quaf schools in deprived
areas as a restriction on what they can do or achieve. TtextohDaleswood
School, although it is not located in a post-industrial areasthasg

similarities with the context of the disadvantaged schools in Australia’s

‘rustbelt’, which Thomson so powerfully depicts. She analyses the political and
social context of the rustbelt schools with reference to Bourdieu’s theories of
cultural capital and habitus, arguing that “formal education produces a

hierarchy of differences” (ibid. p.5).

A hierarchy of difference is arguably characteristic of schimoEngland
(Reay, 2006). However, thpelitical mantra of “no excuses” (Wilshaw, 2014,
p.5) means that poverty and social class have to a large bgtmrejected by
the government as causes of educational underachieveésoerdl Mobility
and Child Poverty Commission, 201Zhis meansnigead that teachers are
held to account for inequality in educational outcomes. The qualigaohing
and leadership has been descriasthe most decisive factor in school
improvement (Day et al., 2009) and this spotlight on teacher penfimen
places teachers at schools like Daleswood under intense prassonly to
achieve government benchmarks but also to promote social justise@abd
mobility through education in a context which makes achieving thiose
difficult (Braun et al., 2011,&2011b; Francis, 2011):

Although models of outstanding schooling and correspondingly
high attainment in areas of social disadvantage are held up as
exemplars, demonstrating the potential achievability of
excellent schooling and outcomes irrespective of context, there
is no doubt that schools in areas of social disadvantage face a
range of challenges that mean they have to work harder to

secure these outcomes (Francis, 2011, p.14).

In many schools in disadvantaged areas, new recruits to the scaaiten

less experienced teachers (Allen et al., 2012), as wetariwe teachers in my
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study. Like the teachers in Thomson’s (2002) rustbelt schools, Amber, Bryony
and Chloe make references to ‘this school or ‘a school like this’ or ‘these
students’. Such phrases can be criticised as an excuse for lovexrgtations
of students, which is a form of social injustice (Thomson, 2002}heytcan
also be a coping mechanism, a way of dealing with the myriagidaxe
frustrations of school life by looking for explanations which areteacher-
dependent, such as student characteristics, or the lackeotglesupport
(Braun et al., 2011a¥hloe referred several times to ‘special measures’ as
placing limits on what she could achieve as a teathes hard in a school
like this where we’re coming out of special measures and there isn’t as much

positive reinforcement for the students
Bryony had similar experiences:

There are lots of obstacles. | would like students to be able to g
home, do some research, get all their ideas together and the
bring them to school, it’s called flip teaching isn’t it, but our

problem here is that a lot of our children don’t even have a

computer at home or they don’t have the family background to
support them so they haven’t done it — that’s my concern really

with this type of school (Bryony).
For Amber pride in attainment and good behaviour is important but:

We’ve got kids that are very, very challenging and they don’t
get disciplined at home so we need to be that disciplinarian but

we also need to be quite flexible (Amber).

All three identified problems with motivating students and encouraging

appropriate behaviour

You’ll get these kids, typical teenage behaviour, where they just
think it’s cool to not be seen as a swot, the person who’s
studying all the time, so they just start letting things go when

they’re actually very clever people (Bryony).

Working at Daleswood has already changed Chloe’s understanding of
what it means to teach in a deprived ayeashe often feels
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overwhelmed by a sense of injustice when she sees the praaerasof

her students face, though she can see no way out:

It is really hard to try and make them enthusiastic and | just
think the kids have so many more distractions than | had when |
was growirg up and then, if their parents aren’t on top of them,

it is harder for the kids to be focussed (Chloe).

Bryony is angered by the lack of esteem given to the creatibjects at
Daleswood and the impact this has had on the staff in her depaibuieohe
of her main concerns is that students do not value learningtrsngiehe

attributes to their home background:

We tend to have very apathetic kids here with low aspirations.
And you’ve just got a whole load of behaviour management to
deal with in class instead of being able to get on with that lovely

idea for a lesson you had (Bryony).

At the same time, all three teachers are loyal to DaleswdwabE@s the lively
exchange of anecdotes about the different schools they know frammgeac

practice or other contact shows:

I like it here more than any other school I’ve ever taught in. I
did my placement in Beech School and the pressure there was
really intense and the Principal would come round and spot

check your lesson (Amber).

| went to Beech School when | was doing cover. Those girls at
Beech are really nasty. There was a lot of bullying going on
between the girls there, very bad | found (Bryony).

I’ve been to Elm School [a school graded outstanding by
Ofsted]. Their behaviour is not outstanding, their uniform is not

outstanding, yet they are an ‘outstanding’ school (Amber).

Yes,I didn’t like it at EIm School, I thought the behaviour was
appalling. | did my PGCE at EIm and it was very regimented for
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teachers, and here it’s a bit more flexible, you’re given

ownership of your classroom here, which | quite like (Chloe).

Nevertheless, it seems that teachers in a stigmatised s&gobDblieswood face
an uphill task. Amber summed up the general feeling of beingooignised as

a school:

What Id really like to do is go out into the community and go

to our feeder schools and speak to the parents thatatglend

their kids here and find out the reasons why. Are we still
stigmatised by the special measures even though we’re not in it

any more? How does the community perceive the school? What
do we need to do to make them more accepting of us and

willing to send their children here? (Amber).

In the next chapter, the experiences of Amber, Bryony and ©hlwerking as
new teachers within the context of a school in special measeregepreted
using a phenomenological approach which aims to present whatpigeexe
is like from their standpoint. | make extensive use of verbatim&stfrom the
data gathered in the interviews and focus group in acdstay close’ to the
participant (Moustakas, 1994). As mentioned previquhklyg is not intended as
an emancipatory or empoweringewf ‘voice’ (Britzman, 1989), but rather in
order to allow the reader to hear the voices of the three teatireatly and

thereby enter into:

a relational understanding that involve[s] imaginatively placing
oneself in someone else's shoes, feeling what the other person
feels, understanding the other from a distance (van Manen
2007b, p.20).

Using IPA is thus a way of letting the essence of an indiVielj@erience
become apparent. As explained earlier, IPA requires opeandkes part of the
researcher and a sympathetic and empathetic attitude. In thehaester it is
therefore not my intention to challenge the views expressedoasto
judgement on the values, opinions or practices of the three tegbbeto

present a sympathetic and non-judgemental account of theilienqes.
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Chapter Four

Experiences of Recognition and Misrecognition

At the heart of this chapter are the stories of experience of ABbeny and
Chloe. The data were gathered in individual interviews andynoap
discussion which involved all three teachers in the summerae2@il4. The
first step in my interpretation of the data is aimed at understandingawhat
particular experience is like for each the three teacherb@n they make
sense of it (Nicholson, 1996). This is followed by a critical otitbe on the

experience portrayed.

In order to interpret the stories using the concepts of love, egtdgem and
solidarity from Recognition Theory, | have augmented IPA wgtihniques
borrowed from template analysis, which allow the concepts of Reamgniti
Theory to be used aspriorithemes when analysing the data (Langdridge,
2008). For each of the three, | have chosen an experiencelétas to one of
the concepts of Recognition Theory asagprioritemplate through which to
view and understand the experience. For each teacher theishemeewhich |
feel exemplifies a distinctive element of their experiendeetrig a new
teacher. The interpretation | present is therefore inevitably colourey by
standpoint as a researcher who has an interest in promoting tieptsoof

recognition as a way of understanding school education.

For Chloe, the experience | have chosen is that of cdangmber, tle
experience of rising to a challenge, for Bryony, the experiehnet being
yourself. The allocation of a theme for each person does noticseemean
that the theme or the underlying concept is unique to just that passtirgre
are elements of overlap in the anecdotes and storiestbifesd| teachers.
Indeed, this chapter concludes with the topic of ‘voice’, a notion very relevant
to my research questions and to Recognition Theory, and one ithestiated

in an experience all three sharethe experience of not being listened to.
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The themes chosen here do not represent all the multi-fearedadulti-layered
aspects of their lives as new teachers, but, as will becleaec; the themes
serve as exemplars of recognition and misrecognition in each of the teacher’s
lives and therefore relate to the concepts of self-confideatfgespect, self-
esteem and solidarity. Each description of the experierfodawed by a

reflection which relates to those concepts.

Chloe: The Experience of Love and Caring

‘Love’ is a word that comes easily to Chloe. She talks about her own

schooldays in terms of love: she “loved’ the traditional school she attended, she
“loved” English Literature, and she acquired a “love of learning, learning for
life”. Here ‘love’ clearly means a strong liking. But when she uses ‘love’ to

refer to people and relationships its meaning is more essential in Chloe’s life as

a teacher:!’I love being a form tutor — I can’t imagine not being a form tutor.
Nancy- she’s an NOT [newly qualified teacher} was going ‘Oh I don’t want

to be aform tutor, I'm an NQT’ and I went. What? That’s the best thing!’”

When asked why it was the best thing, Chloe referred tkitkdeof relationship
that a form tutor can develop with a tutor group, which includes the opjprtun

to get to know the whole child:

I like to know a bit about my students and I think that’s

important. | think the good thing about being a form tutor is that
you get to see the whole of them. You have that relationship
with kids— like my form, you know, | love my form, |

absolutely do. You get to see them as a person.

The continuity of the relationship between students and teashasoi
important to her as it brings the added satisfaction of seeing childvetop.
This continuity was part of her relationship with her own form twttigm

Chloe describes as her role model:

Miss Black, my English teacher, was an absolutely outstanding
teacher. She was super strict. | remember being petrified. She
was our form tutor as well, so we loved her, but she was so

strict.
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Apart from the mix of fear and love, what is intriguing hertnéslink Chloe
sees between being a tutor and being loved. Miss Black wed it only
because she was “firm but quite fai’, but because she inhabited the role of
form tutor. The affection Chloe felt for her is dependent ersthbility of the
student-teacher relationship, as Miss Black was not only hertédom
throughout her time at the school, but also the teacher of Chloe’s favourite

subject.

Chloe has been asking herself why she does not hayenthépresence as
Miss Black, who had the seemingly effortless ability to makeldes do as
she wanted: “But she was little! And I always think, ‘Oh is it my height?’ but
actually she was little and she could make us datewer she wanted us to do
— it was brilliant’. Chloe suspects that she herself might perhaps be over-
indulgent with her tutor group: “Oh gosh, I'm not strict. I love them, a bit too
much maybé! Yet returning to the idea of fear mingled with affection, Chloe is
unsure whether the students in her tutor group love her in treevgaynthat she
loved Miss Black: “I think so, they re really scared of me, it’s really funny”.
Chloe admits that she had underestimated the kind of power thaa¢hertean
wield over students through rewards and sanctions. Yet she algenson
whether it is not fear but rather the high expectations she hlhsrofthat make

the students in her tutor group want to do well and not let her down:

| strongly, strongly believe in rewards and I like the fact that
they have achievement points and they are rewarded with
behaviour points. As a form tutomkntthat. | say to my form:
‘I want you to be better behaved throughout the day, because I
want you to get positive behaviour points’ and they will do it.

So it’s just being consistent and I don’t think all form tutors are.

The pastoral side of her role is central to Chloe’s conception of herself as a
teacher. The interview was held in her classroom which ishalstutor group
base, and Chloe jumped up to show me two laminated sheets on the
noticeboard right next to the door and read them out to me. The éstssh
form a contract discussed and agreed between Chloe and hgroutor The
contracts were unusual in that rather being merely the stanstaofl li

expectations of student behaviour, they had been produced colladlgratind
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they also set targets for the tutor. While the first sheet “8 X's goal: To be the
BEST tutor group in the WHOLE schdadoes include items of school policy
such as respect for othemd helpfulnessthe second sheet: “Ms Scarlatti’s

goal: To be the BEST tutor in the WHOLE schitslunusual in that it lists

eleven targets for Chloe as form tutor. First and foremost was “Total pride in

my group’. References to rewards and sanctions Sit alongside more unexpected
items, including the promise to listen to her students and cargngypromises

she makes to them.

Three of the targets listed exemplify her commitment to giving studerdasi-
round and enjoyable experience at school, namely “Fun activitie; “Organise
fun inter-form competitiorisand “Organise school trigs Chloe is passionate
about encouraging her students to take part in the inter-form ationseand
other events and her own positive experience of being a mexindeichool

house has had a perceptible influence on her priorities:

I do like the house system because as a team you’re working
together to try and achieve something. We’re top of the league
at the moment but it’s hard to keep them motivated — just to
give them hat sort of motivation. I definitely think I’'m a

positive reinforcement myself!

When | asked whethdostering competition was a good thing, given that so

many students are excluded from receiving prizes, | was politetyacicted:

I don’t think there’s anything wrong with competition. No,
absolutely not. Charles Darwin said we’re all in competition. In

my old school the teachers were in the houses too, so there w
competition for teachers to go ‘Right! We’re all in this’ and it

really works and it’s really celebrated at the end of the year with

a big trophy and | think it works.

For Chloe, this kind of event is important as a way of recognisinig\aement
which is not linked to assessment grades, as it potentially offers students of “all
different types and abilities” the opportunity to experience the cooperation and
collaboration she values. At the independent school she attentted, e

curricular activities were known as “co-curricular”, a phrase Chloe uses to

96



highlight their importance as part of an all-round education. At time $ane,
Chloe is keen to reinforagood behaviour because behaviour points count

towards a tutor group’s standing in the inter-form competition.

Chloe contrasts the type of relationship she can have with studdaessons
with the relationship she has been able to build up with her tt@gapgn form
time. In lessons, the limited time available and the relenfibess on grades is
contrasted with the more relaxed atmosphere of form time: “In form time we'll
have fun, wellhave jokes. In English it's much more like: ‘Right! We're getting

9

on with this now!” But in lessons too, she wants her students to be motivated,
engaged and as enthusiastic about learning as she is asitbaleel me some
of the innovative and interactive teaching ideas she usesegularbasis. She
enjoys a joke and “having a bantérwith the children. One of the tasks in a
feedback game Chloe often uses in her lesson is “Ask Miss a questichto which

Chloe always adds jokingly: “Nothing personal mind ydu

She expresses genuine pleasure in working with children. Egesillththings

students do and say seem to make them all the more endearang to h

| love the kids, | absolutely love the kids. They come out with
the silliest things. That makes me laugh, Like Joseph after
school- for some reason he swore and | weidseph! First
warning? and he goesMiss, it was Kim! But it was so silly
because they’re like in Year 10, they’re just doing it as a joke —

I love them, they’re just such good kids.

The tolerant affection with which she responds to the childrehaped by her

own memories of being at school, when she too tested boundaries:

Kids are the same everywhere you go, it could be a private
school or a state school. | was the same, you test boundaries
everywhere, no matter where it is and then you know where the
boundaries are and I love them, they’re just so funny. | loved

school so much I don’t think I’ve forgotten what it’s like at

school and I say to them: ‘Just don’t you go there, because I sat

at the back of the room and we wrote notes to each other so
don’t you think I’ll not notice!’
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She is also concerned for the emotional well-being of the stud&htn we
were talking about the old adage ‘don’t smile until Christmas’ which circulated

for many years in teacher training, Chloe countered:

| can remember in my PGCE they said something likake

sure you smile at students and say hello to every single student
because you might be the only person saying hello to them all
that day’ and I don't want them to just face adults all day who

are horrible to them.

The plight of students whose first language is not English (EAL stside
affects her as she herself had not started learning Engliskhentvas at

primary school:

It’s so hard. It’s just so demoralising. Because they want to do

well. We had a student the other day who was cryiolgarly

an A* student in her country she just came over only 6 months
ago. She’s doing her GCSE in English and is obviously failing
and she’s taking it really hard because she’s now gone from

being a really good student to struggling. I find it incredibly
hard to differentiate for different levels of English learnérs.

was an EAL student but | was 8 years old, but being told that in
less than a year you’re doing a GCSE in English it’s just such

pressure, it’s so difficult.
The rewards come when students achieve against the odds:

It is so rewarding when you do see progress like Irena, for
instancewho’s learning English and she’s doing so well but
because of her language skills I would have said in Yeart 9 tha
she would be on a grade D, but now she’s getting Bs and As —

it’s not just about grades, it’s her progression in English, her

confidence as well. All that’s been really nice to watch.

But then there are also the students who could do well but lachatieation

to achieve. After reading a newspaper article on the undekachent of white
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working-class boys, Chloe decided to address the issue withutlidosys in

her class:

I was talking to Matt and Jason the other day and I said: ‘Do
you two realise that because you’re white and you’re boys
you’re doomed to fail? You’ve gotto prove them wrong!” and
they were like: ‘No Miss, we’re not bothered’, but I went: ‘But
you aregoing to prove them wrong! How dare you say you’re

not going to prove them wrong?’

Working at Daleswood has started to change Chloe’s understanding of what
caring for a student means. She sees the negative impactientstwhen what

is valued and regarded as worthy in schools and society is bthanceach:

We're so worried about league tables. We’re having such a

negative impact on the students, saying that they are failures if
they don’t make the grades. We’re more about what we think is

a success and failure. What we should be doing is saying: ‘This

is your interest, you could do really well in this, let’s see how

you can make this a success’. Instead we’re going: ‘No, you’ve

got to study this’ and then afterwards we’re going: ‘You’re no

good at this. You’re a failure’.

Chloe talks about the relative prestige of careers that reqdegrae like
accountancy and law and others which requireawagmic skills, and realises
that the low esteem accorded to non-skilled or semi-skilled laboursntieat
schools have lost “some sort of foundation that we could build on vatbhdents
who are really enthusiastic about that kind of wokkhloe is starting to

guestion her previously taken-for-granted assumptions about the imparfance

getting good grades and going to university.

What has not changed, however, is Chloe’s view of the importance of extra-
curricular activities. At Daleswood, she is often fra&d by the lack of
commitment other teachers display to whole-school activitiesraedform
competitions. She herself has set up a successful debati@gy but

comments that some teachers don’t take as much interest. She is often
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disappointed when she suggests joint activities and events whittieare

turned down by others, leaving her feeling that she has lstuwents down.

The role of the tutor in building up a relationship with the studertteritiutor
group has taken on special importance for Chloe. She was thatef@stated

when shortly before our interview she had been asked to tekelifferent
group:

They tried to change me to Year 10 and | nearly cried onaDian
so she let me stagljriek of laughtefbecause I’ve had them

since Year 7 and then they tried to move me, and | was going:
‘No! | want to stay with my formland then | nearly cried and
Diana apologised and put me back. I couldn’t imagine moving,
because, yeah, they’ve been here since Year 7 — I can’t imagine

it. When | wa at school my form tutor saw me through and I’d

like to be a form tutor that sees them through.

Critical Reflection

The essence of Chloe’s experience of being a teacher is captured in the related
categories of love and caring. The category of love is alkedst exclusively
in Hegel’s theory of recognition to refer to the love, mutual recognition and
support experienced in the sphere of the family. When lovefteddian are
seen as belonging to the private but not to the public sphere, theaslavierm
of recognition can be regarded as irrelevant in the field afadiun (Huttunen
& Heikkinen, 2004; Murphy, 2010). Although teaching has been acknowledged
as emotional labour (Hargreaves (1998; 2000), Hargreavesugigesss that
while affection and care may be of relevance in earlysyaad primary
education, teachers in secondary schools tend on the whole toisee the
relationship as one of respect, not affection, a view shay&siesecke (2001).
Rather than seeing the relationship between teacher and stutintsrof
affection, Giesecke (2001) describes it as a professionabrelaip of
pedagogic responsibility, restricted to a particular place and ainteywarns of
the dangers of awakening false expectations of a social and eahotio

relationship:
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The teacher is neither mother nor father, nor even afreren
though it may be the case that children often wish for a hint of

motherliness or fatherliness in their teacher (p.121).

Yet the emotional bond Chloe has with her students suggests tHatendi
view of professional caring is possible. The language Chloeiuges
interview is striking and shows the strength of her emotionaltattant:

“You 've heard me talk about my form group. I take real ownership of them —

they re my little kids, they 're my babies”. It is not easy to reconcile the passion
Chloe displays with Giesecke’s more measured approach. Her use of the terms
‘my little kids " and ‘my babies’ areterms taken straight from the sphere of the
family, not from the more narrowly delineated professional reiakigp

Giesecke describes.

It would seem that finding and maintaining the right balance betweendhes ne
of children to have a teacher they can like and trust, thiadeef genuine
affection that teachers may feel, and the requirement of maintaining
professional distance is not easy. A way of understanding the reldfias to
interpret the love Gbe describes as a form of caring “that does not in itself
connote the closeness of lofgting concern associated with family life”
(Noddings, 2002, p. 178). Rather, caring is an appropriate resjootgeneeds
of the cared-for. This kind of caringieflected in Chloe’s concern for her
students to do well for themselves, both as individuals and asfagroup.

As mentioned in the Introduction , Noddings describes the ceaiationship

as a reciprocal one which benefits both parties:

Caring involves connection between the carer and the cared-for
and a degree of reciprocity; that is to say that both gain from the

encounter in different ways and both give (Noddings, 2005,

n.pag.).

Several empirical studies have identified that the pleasfuserking with
children often provides the motivation for becoming a teacher (H&ber
Worthy, 2001; Wilson, & Demetriou, 2006; Hericks & Keller-Schnei@éx12;
Helsper et al., 2005). Children and young people also want tthégeheir
teachers like them (Hericks, 2009a). Working with children is ceytai
motivating force for Chloe, for whom the relationship with thédeén in her
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tutor group is “the best thingabout being a teacher. Her students make her

laugh, and she enjoys the sillinefadolescence and ‘having a banter’.

But the strength of Chloe’s feelings is more than just pleasure and has
something important to add to our understanding of the nature of catimg in
pedagogical relationship. Chloe’s emotional response to the threat of losing
contact with her tutor group is shaped by her commitment to a group of
students to whom she has been arbitrarily allocated. Her affastgenuine
but it did not develop out of affinity but out of contiguity and responsibility. |
the same way that we do not choose our families, teacheralyede not
choose their tutor group, they are assigned to them. The aff&itioe has
developed for her charges would doubtless have been just ashsitbsige
been allocated a different group of chédrIn that sense Chloe’s ethics of care
is an expression of “professional solidarity across the generations” (Prengel,

2013, p.75), a form of recognition highly relevant to teaching.

A convincing explanation of this strength of feeling is thatattteof taking on
responsibility for children’s education and well-being can engender genuine
feelings of love and affection (Prengel, 2013). Due to the eitgionship that
Prengel identifies between responsibility, caring and affedtienargument is
that recognition through love is applicable not only to the privatersiithg
also to teachingPrengel’s view thus contradicts the widely-held understanding
that ‘love’ is not relevant to the field of education referred to earlier (Huttunen
& Heikkinen, 2004, Murphy, 2010). Prengel (2013) diskicves that “the
experience of caring manifests itself in a desire for justice” (ibid., p.33),
because feelings of affection lead to the reciprocal desitbdowrell-being of
the other, as well as justice for the other, a further link betwaeng and

Recognition Theory.

Chloe demonstrates an incipient awareness of the need forjaeticd in her
concern for the EAL students preparing for a GCSE in Englisinyough the
way she addresses white working-class bk of aspiration, or through
concern with the ‘failures’. Chloe’s ethics of care can therefore be interpreted
in terms of both ‘caring-for’ and ‘caring-about’ students (Noddings, 2005).
High expectations can al®e a way of recognising students’ potential

(Giesecke, 2001) and are thus an expression of a form of reBpeds
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Noddings (2011) suggests, if the aspirations that students are agexbto
develop are not to disintegrate into a damaging form of misrecogrthiem,
they must be based on a reasonable expectation of succ€doa is coming
to realise. Chloe is troubled by the fact that she cannotfoatelt the needs of
those she cares for: “I really feel my hands are tied. | feel | shoulddige to
provide opportunities for them bilikometimes feel that I can’t” which leaves

her feeling inadequate.

Chloe’s sense of responsibility for her students is a form of recognition
summed upn her words as “valuing each other and really working as a team”.
This haded her to believe not only that all students should have thetdg
experience being valued, but also that it is her role asttuwomote the kind
of solidarity and team spirit she herself had experiencecabkdhe moral
acceptance of the need to care for others (Honneth, 2011a9 thaathe
emotional investment teachers make on behalf of their studentsagamt in
their understanding of the relationships they have with their studemish( &
Lodge, 2002). The meaning of the relationship Chloe has with foerdgtu
defines the essence of what being a teacher means to fike taffection she
demonstrates is an essential part of her understanding of the pedagogi
relationship. Her remarks resonate with a strong sense of tfwnpé
responsibility which for Noddings (2002) is the hallmark of the trulyncari
professional as opposed to the professional accountability demandedga a

of performativity.

Amber: The experience of rising to a challenge

When | met Amber towards the end of her second year of teaaking h
enthusiasm for her career choice remained undimmed, supportdoveycd
science and a desire to make a difference to young people’s lives. Amber’s
enjoyment of teaching shines through her story and is summed up in the
comment she made at the end of our interview: “I think you 've pretty much got
the gist that | love this jdb Amber joined Daleswood after completing a six-
week training programme with Teach First. The promise of Teiasht& its
recruits is that they wilbe given the opportunity to “transform the lives of the
young people who need it most” (Teach First, 2016, n.pag.). Much of what
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Amber talks about in the focus group and the interview shows thas this i
mission she shares. She also believes that her ownengeof being a
student in a school in special measures makes her well-supettitg the

Teach First vision into practice.

The school Amber attended in the city where she grew up hachisee
subject to special measures when she was in Year 8, hedsezorthere. The
school’s intake was drawn mainly from the estate on which she lived and

Amber describes the school in graphic terms: “My school kind of got all the
rift- raff, as it were, of the kids that couldn’t get into the other schools because
we were out of their allocation aréalhe school was still in special measures
when Amber left at the end of Year 11 and she attributes thedomg-
problems faced by her school to neglect by the authorities laic# af

decisive action to improve conditions in the school:

My school kind of went under the radar for a very long time,
because there were so many schools in the local area it kind of
got overlooked. The procedures you have now for being in
special measuresif you’re not out within two years you either

get converted to an academy or the school is closed ddohey

didn’t do that with my school.
There were problems with recruiting and retaining permanent tsache

Aside from all the social stuff that was going on, | had a suppl
teacher in science the whole time | was at school. The tesacher
kept changing, there were no consistent faces. It was really quite

hard to get to know a teacher and break down those walls.

What troubled Amber more than any social problems in the schodhe/as
turnover of teaching staff. She felt neglected by her teachers: “I was one of
those kids that always wanted to ask for help, wad never afraid to ask for
support or anything and quite often the teachefissesl’. One teacher in
particular made her feel thghe did not matter: “When | finally did get a solid
science teacher, they hated my guts and they weren’t supportive”. The lack of

support had an impact on her studies:
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I started to backtrack a bit because I didn’t know how to push

myself that little bitmore. My Mum couldn’t help me — she

barely scraped her O Levels. She’d help me as much as she

could but when it got to GCSEs she struggled and | had nobody
else to turn to and the first place I thought of was ‘Oh, my

teachers’, but then my English teacher left when | was in Year

10. I was absolutely devastated because | had no-onestbgn [

and it was just an uphill battle from the word go.
Yet what Amber says she did gain from her schooling was resalie

You learn how to hold your own when you’re deemed the riff-
raff, when you get other schoolkids that are from supposedly
outstanding schools coming up to your school gates with knives,

you do learn how to handle yourselves in certain ways.

After leaving secondary school at the age of 16 Amber attendetegecof
further education, but she did not have the GCSE grades retpriiad A-

Level course. For Amber, being on the vocational B¥E@ck felt like failure
and she attributes this failure to the steady stream of supplyetsaatther
school whit had left her with gaps in her knowledge of the basics of science
Yet although in her eyes the BTEC route was a second-best opticoutise

she switched to opened up new and exciting possibilities:

In the BTEC in Sport Development and Fitness | was doing we
did a lot of sportsciencey modules and we were in the lab and
on the treadmills, doing all the testing and I really enjoyed it!
And I thought: ‘Actually, I’'m going to do this as a degree’. It’s
obviously more science than sport and I was like: ‘Oh this is
fantastic’ and ‘Science is like the best thing ever’. With my

degree I can either teach PE or Science and I thought: ‘You

know what, I’'m going to go down the science route’.

13. The BTEC (Business and Technology Education Counci#ll®Diploma is a
vocational school leaving qualification. Though formally saene level of
qualification as A-Levels, it is sometimes regardedeasdof lesser value.
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Through her BTEC course, Amber developed a passion for scenta love
of learning. However, her BTEC qualifications were not A-Lsyeften
referred to in England as the ‘gold standard’ in school qualifications (Ball,
2013), and this meant that Amber was only able to gain a pladevatatry
university. Amber makes it clear that she wants to be recjfios her
academic success, not for her sporting prowess and eveasavecience
teacher, she still craves the seal of approval of A-Levdifigaéions in

science:

| want to be on that solid academic side rather than the sporty
side. | would like to actually have on paper A-Levels in
Biology, Chemistry and Physics. They are in the pipedime |

will have them at some point.

Amber was encouraged to join the Teach First programme, but giesssal
that her six week summer training with Teach First was poor ptepafar the

realities of school life:

We didn’t do classroom practice, we didn’t do behaviour
management. The first time | stepped into a classroom hdvad
idea what | was doing. Content: not a clue, apart from my own
education. How to structure a lesson: not really one hundred
percent on that. Behaviour management: | had no idea. So |
don’t feel the six weeks I had at the beginning of Teach First

really prepared me for what to expect.

However, arriving at Daleswood straight after the Teach First gursamool,
she attributes the fact that she immediately felt at home thaes tiwn
experience as a student: “As soon as | walked in the door | knew exactly how
these kids are, which is why | loved it here so Muéler understanding of

what it is like to be in a school in special measures has hexdmnfident in
her ability to put things right. She is now in a position wherecaheout into
place what she refers to as “procedure§ namely the discipline and support
which had been inadequate in her own school. The importance of daoigg thi
the right way runs like &itmotif through Amber’s anecdotes and goes beyond
merely creating an orderly atmosphere for learning. Amhesislved that she

will never be the kind of teacher who ignores requests for hetheane who
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denies children the right to learn. As a teacher she \aentstudents to share
her love of learning and she challenges herself to be thésbeber she can be
by working tirelessly and reflectively to improve on what she doestyE
evening she reviews the day’s lessons, using Moon’s (1999) model of reflective
practice, which she claims is the only really useful thinggstieed from the

Teach First summer school:

I’ve got Moon’s template constantly in my head and at the end

of a bad lesson, or you know a kid kicks offsk ayself what’s
going on with this kid, what could | have done better, how am |
going to action it for next lesson and | constantly do that. Using
a reflective model drastically improved my practice because |

can see my own problems and I’'m very willing to change.

In this way Amber challenges herself to improve her practieeteacher.
She is keen to learn from others and enthusiastically destnd@spact of
observing one very interactive lesson taught by her mentor, thiedfiea

Science, in which the students were in control of their owmileg:

I was like: “Wow! Huh! This is teaching at its best here’. It was
just wonderful to watch because he’d trained the kids really well
and they just got on with it, which was amazing, absolutely

amazing!

She also learns from student feedback, for example, askihenss for

comments on their first lesson with her:

Some of my Year 10s, they said it was good because | was so
enthusiastic and I was really helpful but they said: ‘Miss, the

lesson was dire’ — or ‘moist’ as they like to say. I didn’t get that
feedback from them until about a month in, till I was confident |
knew these kids and could trust them and when | did ask for it, |
went: ‘Ah, the lessons have been boring for the last month, need

to do sanething about that’.

Since starting at Daleswood, Amber has concentrated not only on improving

her teaching, but also on managing behaviour. Her first exper@rbeing a
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form tutor exemplifies her approach to tackling this challengféoAgh
teachers in their induction year at Daleswood are not ngrimegjlired to be
form tutors, Amber was asked to take on a tutor group half way thtbagh
school year, without realising the full implications of what the eoliled. In
common with many other teachers (Cleave et al., 1997), Ambemfalepared

for this role:

| had no preparation for being a form tutor whatsoever. One of
our teachers went on maternity leave at Easter and they had no
form tutor and I was already attached to the year group so I’d go

in and out of tutor groups in the morning just supporting,
signing planners, that sort of thing, and then their Head of Year
approached me and said: ‘I want you involved with Year 9 next

year as a tutor’.

Amber soon realised that the tutor group had a well-earned reputation f

disruptive behaviour and she describes her engagement wittatha battle:

It was a battle- they’re a difficult bunch of kids and I didn’t
anticipate that in a million years. Three weeks of me beirg the
form tutor and | just had sea of emails: ‘Your students have

been disruptive in my lesson’, ‘Your students have done this’

and all of a sudden the accountability hit me and | was like:
‘OMG! What do | do next?

Amber approached the problem with typical resolve and the deteloninat
do what was right. She asked for guidance from the Head of Wkartalked
her through procedures. Amber turned these into a flow chart wiecstid

keeps on her desk and follows to the letter:

My form — they’re off their heads completely. But in the
morning they’re regimented. In the morning, they know that if
they can’t line up in silence I will immediately turn into Miss
Anger Jenkinsd play on her naméecause that’s not what we
do: “You line up in silence, you come in in silence, you read

your book until I give you the next instruction. Can’t do it? —
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get back out’. And we have to keep doing that — it’s a nightmare

— but we just have to be consistent.

Amber assumes that'ao excuses’ behaviour management policy will help her
students develop the autonomy to manage their own behaviouleStrdes
herself as‘rigid” in using what she callke “fantastic phraseshe had learned
from a colleague: “Be that as it may, a member of staff has askedyalo
something and you haven'’t followed instructions. Therefore you are going on

report”.

As mentioned earlier, all three teachers hold the viewnthaty Daleswood
students lack discipline at home and that this accountsuftnts’
unacceptable behaviour in school. Amber believes that in this kiitlafion
teachers need to be disciplinarian in order to restore ordehaSh#eveloped
strategies and systems to improve behaviour and she is proud dhevhat

school has achieved in a very short time:

They’re not proud to be students here which I think is a real
shame because to be honest, when | first started, | was
embarrassed by our students because they just couldn’t behave
themselves, but now when | walk down the street | wear my

name badge round my neck all the way home with pride.
Amber expresses slight regret for her original fantasy image dalhers

There is a part of me that still wants to be that nicey-nicey
teacher, but actually I’ve seen much better results in all my

classes when I’m disciplinarian.

Reflecting on her first year of teaching, Amber again highligieschallenges

Teach First presents:

My first year especially was well not hell, but it wasn’t the

easiest. Tying to write 6000 word essays and teach 35 out of 50
lessons over a fortnight was so, so hard and then having to
manage your teaching load is hard enough as it is without

adding assignments and PGCEs and going to lectures outside of
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school hours so that was ridiculously hard and | would not

recommend Teach First to anybody.

But Amber is not ‘anybody’ and she is clearly proud that she was accepted onto
the programme and that she is one of the few in her Teaticbirort who
continued teaching after their induction year. She also tatese pride in the

fact that she was seen as an atypical recruit to the programme

When | got there my first lecturer turned round to me and went:
“You don’t really fit the profile, do you? You don’t fit the

profile of being from a middle/upper class background of
participants going to Oxford, Cambridge, Kings College,
London. You come from the University of NN, and you’ve done

a sports science degree, you’re not a tick-box candidate for

Teach First’ and he was a bit shocked that I’d done it actually.

Amber interprets his surprise as a form of recognition, bet¢hasecruitment
strategy of Teach First is to target high-achieving graduates fronrdmging
universities (Teach First, 2016). Despite her background, Ambédarbkesn the
mould and been deemed worthy of a place on the programme. Brggipt)
how tough the programme is, Amber again demonstrates that sheema® a
challenge: “I would not recommend Teach First to anybody if they didn’t have
resilience and perseverance”. She also emphasises the fact that Teach First
recruits are sent out into schools in challenging circumstanieeafy a bare
minimum of training, and with no knowledge of the pastoral aspectsraf be
teacher. This supports her belief that her success asheiteac form tutor is a

result of her personal commitment, resilience and selfredia

The challenges Amber has faced bring her the rewards ofoonierg them, but

when asked what keeps her going as a teacher, her answer echoes Chloe’s:

Ultimately my love of this job comes down to my interactions
with the kids and the teaching aspect of just being in the
classroom, developing my lessons, doing practicals, marking

their books. I think it just comes down to the kids.
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This, of course, is the domaint theme in Chloe’s story, but unlike Chloe,
Amber does not describe love as the driving force in her caespitel the

pleasure she gains from working with children and her affeatiothém:

| love the kids, all 200 of them that | teach this year and the
200 | taught last year. | just love every single one of them.
They just- they make the job | even quite enjoy marking
their books, just so as to see what insightful things they’ve

come out with.

Instead, Amber builds her story around the various challesigekerself has
faced, but she also demonstrates the kind of tough love whedbedieves is

what the students at Daleswood need.

Critical Reflection

Amber’s challenge during her schooldays was a challenge to survive against the
background of her life on a council estate where therenwakoice of school
and she and the other children were seen as “riff-raff”’. Her school went “under
the radat and was almost permanently struggling with staffing problems,
unable to employ “solid teacherswho had time to listen to and support the
children. As a new teacher, the challenge was to go intodksrobm after
only six weeks’ training, and a few months later, as a form tutor, to cope with
taking on a difficult tutor group half way through the school year withoy
clear idea of hefaccountabilityi. The challenge of working with the young
people at Daleswood was to make them “proud of themselvé’s The challenge
to her sense of identity was to give up the image of herself as the “nicey-nicey

teacheiand accept that it felt “pretty good to be a disciplinarian:

I’ve seen much better results in all my classes when I’'m
disciplinarian: I’'m very rigid: ‘I’m not going to be flexible with
you, you are going to follow the school rules, it’s as simple as
that. I think I’ve got my students to a stage when I can take a
step back. I don’t have to tell them in a lesson any more I just
give them the look. I’ve developed that teacher look. I just give
them the look and they just look at me and go: ‘That’s a first

Warning isn’t it Miss’.
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Although Noddings (2002, p.189) accepts that it is quite right and proper
to infer the need for “acceptability, there is a risk inherent in Amber’s
approach to achieving acceptability that the demand for unquestioning
obedience denies students the opportunity to have their viewpoint heard.
This approach to behaviour management not only restricts students’

chances to express their own needs but also conveys thegeméssano
justification is required for behavioural norms (Noddings, 2082)ying
students a voice in matters that concern thember, however, is of the

firm opinion that her own right to a good education was disregarded in
part through poor behaviour management and she is determined that n
student she teaches will be refused that right. She is tiuesdirya keen

sense that a strict regime of discipline is the right thing fostugtents

In terms of recognition, there are two themes of interest Rgstly, by
depicting her schooling and teacher training as fraught with difficulties,
and by describing herself in effect as an untrained teacher wsho ha
through her own initiative developed the skills to become a good teache
Amber now has the confidence to say: “I/’'m not blowing my own trumpet

here but I'm not a bad teacher, I'm actually alright’. The story of

challenge is also as a storyAhber’s resilience, personal ambition, and

it illustrates her commitment to her students and her determinatiz@n to
an outstanding teacher. Through her story Amber is proving her worth as
a way of compensating for the image reflected back to her by her
teachers, an image of a herself as a young person not woethgdgmic

esteem.

What Amber does not lack is self-confidence. She refers tieoba as
something positive: “I love a good challenge, | like having my hands$ ful
with lots of things to dd yet the word she uses most often is not
‘challenge’ but ‘battle’. Her GCSE years were: “just an uphill battle from
the word gd&. Giving up the fantasy image of the kind of teacher she
wanted to be was “a real battl&. When she now half-jokingly but also
quite poignantly describes herself as the “world’s biggest battle-axe’ this
means she has given up the image of herself as: “that teacher every
student loves, that is just so wonderful and pleas#l of the time and is

just so relaxed about everythihgMlanaging the tutor group she took
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over half way through her NQT year was “an absolute battle it’s still a
battle now, not so much now because they knowampush my buttoris
and $e has “battled’ to get the students in her tutor group to take on
responsibility for their own behaviour. Yet when | asked her siosvfelt
about this she laughed and said “Pretty good actuallyjReally?]Really |
do. Yes

Seen through the template of recognition, there are a number oktireme
Amber’s story which can be linked explicitly to Recognition Theory. In relation
to the theme of challenge, Amber tells her story as one ofggkrior
recognition in which the disrespect and injustice she expetkas a

schoolchild represent the misrecognition of her legitimate neebsgnts.

In Recognition Theory the first sphere of recognition is lavidally

experienced as primary care in a supportive and loving homerbackly The

love experiaced through having one’s needs met and being nurtured as a

young child supports the development of self-confidence (Honneth,.1992)
Arguably, the bedrock for Amber’s self-confidence and resilience was provided
by Amber’s mother, who had always made it clear to Amber that whatever path
in life she chose, her mother would still be proud of her, and veugdort her

unconditionally.

The concepts of love, right and esteem are thus all relevant to Amber’s story,
but the most salient is that of being seen as worthy of esteemr Agtibdner
anecdotes and gives her opinions in a straightforward, nadtfact way.
When talking about her schooldays, her often blunt language paiwid a v
picture of what school was like for her. She often uses theitpehd
reporting her own inner dialogue with herself and her conversatiih
others. This adds to the impact of her anecdotes about her schowling a
teacher training and gives them credibility, leaving little room fostjoeing
or doubt, as she tends to gloss over any inconsistencies whichdragh
attention away from the mastory. Whether or not Amber’s science teacher
really did dislike her, or whether he was simply under too mudspre or too
busy to give her the attention she needed, is less importarththéact that
Amber was made to feel that she did not matter. The overwhelmieg se

Amber’s description of her schooldays is the feeling of being let down. She
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believes she did not achieve the GCSE grades she neededd¢here was
no-one at school or at home to help her with her schoolwork She wag fallin
behind in her studies and she attributes this to not being listenedév by
teachers and not being given the academic support she asked fothid/ha
means for Amber is that she felt denied the esteem, casppdrt she
believed she had a right to. Her school, and indeed the eritoel system
failed to meet her legitimate needs. In the terms of Recogriitieary this is a
form of disrespect which equates to misrecognition and is thugletice
(Honneth, 2000).

Although Amber does not refer directly to social justice, she es@waf the
implications of being regarded as “riff-raff”. She and the other children from

her estate were “the kids that couldn’t get into the other schools”. Theyhad no
choice as to which school they attended and there are stromgleesrhere of
the way Thomson (2002) describes the educational inequality tbatsaff
children and families who live in areas of disadvantage, ezféa earlier (see
p. 89) Despite Amber’s disparaging comment about the behaviour of the
students from the “supposedly outstanding schdoigho turned up at her

school gates with knives, she feels at a disadvantage when contparing
education with that available to children in more affluent akaber does not
guestion what is increasingly understood as a false dichotomy Imetwee
academic and vocational qualifications (Voice, 2015) and has pdrbaps
seduced by government and media hyperbole of ‘top’ universities, and the

‘hard academic subjects’ valued by employers (Gove, 2009). As a result she
gained little self-esteem from attending a low-entry universitystudying
sport science and she feels she still has to gain recogagtian academic. She
has therefore staratudying for a master’s degree, and intends to compensate

for her BTEC qualification in sport science by taking A-Levelpure science.

The determination with which she rises to a challenge, an@dtlgnition she
is given for this, promotes her self-esteem. She is determirsedd¢eed as a
teacher and to do what she can to make sure her students do not “miss out as

she did. She wants to do what is right:
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I don’t want my kids to be afraid to ask me questions, and I
don’t want to be that teacher who turns round and says: ‘I can’t

help you right now.

Although Amber makes it very clear in the focus group and teeview that
she feels her school and her teachers failed her, thinav#ise whole story. In
our interview another story emerged as a throwaway remark aboutabeing
prefect. When pressed for more detail, Amber told me that shaldgetl on a
number of school sport teams and was put in charge of the netballtess
because of this that by the time she left secondary school agehef 16,
Amber had become a sports leader, a peer mentor and a preddwdgoined
the University of the First Age. She was in fact “quite well regarded by the
schoor’. But this story does not have the same meaning for Amber as her story
of disrespect. This has much to tell us about what society cossidee of
value in terms of school educatigkmber has succumbed to the hegemonic
message that only ‘academic’ qualifications are of value. Honneth (1994)
points out that respect must be of a kind that is meaningful to the redfpie
is to promote self-esteem. The recognition Amber gained as a szal¢s hnd
prefect was less meaningful to her than academic successanmebt enough
to compensate for her feeling of being second-rate academitadlyhis sense
of misrecognition that influences Amber’s interpretation of her education and

of her own value.

Esteem is the third category of Honneth’s Recognition Theory and self-esteem
is achieved by being held in esteem by others (Honneth, 1994krAm
anecdotes and stories can be interpreted as an attempt to psaievherthy.
By emphasising the very real challenges she faced andttles Ishe fought,
Amber heightens the value of her achievements and successdsstand out
all the more clearly against the backdrop of the battlesestwides. By telling
her story as one of self-reliance and resilience, Ambetes&&r own worth
and the anecdotes she tells of rising to a challenge illustrastrbggle to be

recognised.

Resilience is‘the mysterious and elusive quality that explains why some people
are able to withstand massive disadvantage and yet still succeed”” (Chapman

Hoult, 2012, p.1). Like the adult learners Chapman Hoult is nefeto, Amber
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is justifiably proud that she has been able to break out of the afyc
disadvantage and become the first in her family to attend uityweske is now
seen as the expert on all educational matters in her faailysing her mother
on which school to send her brother to and inspiring her sistppty @
university. Day & Gu (2102) suggest that resilience is somethatgcan be
learned as a tool to improve the quality of teachers and tdhestpwithstand
the pressures of teaching. Yet Amber’s story suggests that her resilience may
well not be something she has learned. In the languagecofRi&gon Theory
it has developed out of the self-confidence she has gained thtwughmary

form of recognition: the unconditional support her mother has digen

Amber’s search for recognition has in many ways been a struggle against the
odds, and one that has demanded considerable energy and comnStment.
has earned esteem from her former colleague’s recognition of her potential as a
teacher; from the genuine appreciation andithalk receives at parents’
evenings; from the Head of Year’s urgent request for her to join the tutor team;
from Diana’s tacit acknowledgement that one day she will indeed be a
headteacher; from her students’ good-natured response to her ‘teacher look’,

and from her Teach First tutor’s suggestion that in getting a place on Teach
First she has defied the odds

There are similarities between Amber’s experience and the experiences of non-
traditional learners in higher education which Fleming (2016) afsosto as a
struggle for recognition. All the forms of recognition referred to in Amber’s

story act as ‘satisfiers” which keep Amber “resilient and optimistic in an
increasingly demanding and increasingly vital job” (MacBeath, 2012, p.6). Yet
despite her enthusiasm and her resilience, Amber too feeddime

This whole working till you’re 65 thing, I’ll be lucky to make it till
I’m 40 at the rate I’'m going, because you’re putting everything into
it. By 10 o’clock in the evening I’m fast asleep because physically
and mentally I’'m so drained from dealing with kids all day and
practicals and kids setting their hair on fire &rythg to climb out
the window and you know just ridiculous stuff ammlnyjustdo

burn out by the end of the day, especially the evitdrms you get
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burn-out very quickly because obviously they’re very long, it’s

dark, you get a bit sad

How the level of commitment that Amber displays can be maintainedaover
lifetime of teaching in an educational system that demands do ofits
teachers is a question that needs to be addressed in the tieeldllenges so

many dedicated teachers face.

Bryony: The experience of not being yourself

The problems with behaviour management at Daleswood that Amber teefe
take on a different mearg in Bryony’s story. Before she came into school
teaching Bryony had completed a PGCE in post-16 education and hadiworke
for a number of years in further and higher education, savakeot new to
teaching. Nevertheless, like many new teachers she wag afilabhas been
called the fantasy stage of becoming a schoolteacher (Bullough, 1989) wh
she joined Daleswood School shortly before it went into speciadures and

she had a rose-tinted image of what it would be like:

| wanted it to be like | would walk into a room and all the kids
would just be talking happily about whatever | asked them to
talk about fueful laugh and they would be learning from each
other and they’d be having nice long philosophical

conversations about things and of couteg’d be producing

fantastic work, and they’d be happy and moving forward.

This vision encapsulates Bryony’s reasons for becoming a teacher. Her
description of her first lesson at Daleswood, however, shows up “the dark side

of the fantasy” (Bullough, 1989, p.16):

I’ll never ever forget my first lesson because the person who

came to watch me was the Head of Department and there were
these Year 7s and there was this Art room and | was standing
there gently talking about all these things that they needed to do
and there was just a howl of noise over me. They couldn’t even

hear me, there were rulers being flicked and the Head of
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Department just stood there watching me and he looked at his
watch and | could tell from his body language that it was like a

massive big disappointment.

The mismatch between her image of herself as schoolteacheeaedlity of
the classroom was difficult enough to cope with, but she felt it athtire
keenly because she was being observed by her line maBagsny is aware

of the irony of the situation and has crafted a story out of it. Her “gently

talking” against the students’ “howl of nois& means that not only was Bryony
not being listened to, but that her voice could not even be heard aboaesthe
of a Year 7 class who had taken over control of the classrdwmerexperience

left her doubting her own ability:

| felt really crushed and like ‘Oh no! What am I doing? Why
have I come to do this teaching? How am I going to cope?’ It
was a complete that’s what it felt like — just a complete

disaster of a lesson.

The skills she had gained in her previous career indugthd higher education
seemed invalid in a classroom of lively Year 7 students and heexparnience

of being a schoolchild had not prepared her for such disrespect:

We would never dream of saying anything rude to our teachers
or just answering back. That would never happgary, very
occasionally perhaps and when it did happen you were really
shocked that somebody would have the cheek to stand up
against their teachers. There was a lot more respaud a lot

more distance, | think, between a teacher and a child. You knew

where the boundaries were.

Reflecting on her first year at Daleswood she goes on to dajpnéhstudents
thought“I was a bit of a soft touch and they could just walk all over me” and

she finds it hard to come to terms with this form of disrespectoédth the
feedback Bryony has received from her colleagues about lohirgatyle

since then inclugspositive comments about how the students enjoy being with

her, they also confirm her own concerns about her abilitytédkesh contral
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What happens is that when | get stressed out my voice will go

somewhere up into a high pitched voice that doesn’t match me.

Bryony compares her voice unfavourably with that of her huslvaimal js also

a teacher:

He’s naturally got a very deep voice and he just needs to look or
to say something and they’ll all stop, justlike that. It’s subtle
things,he’ll just look at them in a certain way, he doesn’t need

to say much but they will still be really quiet.

Describing that first phase of teaching, she also compares herfselburably

with other teachers:

They were juslouderin my classes and I’d walk into another
persons class and they would all be sitting there quietly doing
things and yet in my class they were all talking really loaatg
they seemed to answer me back or they seemed to think they

could just do what they want.

Bryony identifies the underlying problem with maintaining order in the

classroom as her dislike of confrontation:

| try to avoid confrontation as much as possible and | probably
let them get away with things early on too much and so then it
goes on to the next stage quicker than it should. | struggle with
the empathy side and the disciplinary side and how to balance
them in the best way. | wish | could just have a magic wand so
that | could just step in there at the right moment in the right

way.

When things get out of control, she gets stressed and angryesstdidients

then take her even less seriously:

Some of the children end up laughing at me and some of them

are just so shocked they don’t quite know how to take me.
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The physical expression of Bryony’s feelings of being under stress and out of
control is the “high pitched shriekthat she does not recognise as her own

voice, but she is learning to change her response to the:stre

| am learning as | go along and | think the calmer and more
determined I am then they know ‘that’s it” without me
panicking and going up to that higlitehed voice, so it’s

coming, slowly.

Bryony describes herself as someone who is normally verynpatie will
always have the time to listen to what a child has to say: “I can’t not listen to
them. [ can’t help it. I can’t help just replying there and then, responding to the
childreri’. She is responsive to the different needs of different children, in part
because she has a teenage son who gets very agitated@&iggday in school,
so she has considerable empathy with those children who fidgasmand

can’t keep still:

If they’re fidgeting, I don’t want to rock the boat too much so if
they’re working and I’m happy with what they’re doing but
they’re still fidgeting or chatting then I’ll let them get away with
it, whereas probably | need to really lay down the rules a lot

more and put an absolute stop to that behaviour somehow.
She realises that it can seem to the students as if shagsrnmonsistent:

| find that | get swayed, maybe because | like to look at steiden
on a more individual basis. You can’t always just follow the

same rules because you’ve got to make allowances sometimes

for some people, but if other people in the class see you doing

that,then they’re going to think you’re unfair.

Bryony’s teaching philosophy is to respond flexibly to the needs of the students

as they arise and to “go with the flow of the lessdnShe believes that when she
deviates from the lesson plan to respond to those needs, theisegsoarally
more successful but she has not yet developed the confidencthts wben

being observed:
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Normally you would go with your instincts about what was
needed and often my lessons work out much better when there
isn’t an Ofsted person there because when there is an inspector

I’m so worried.

Being observed takes Bryony out of her comfort zone (Stark, 19@ylaen
she is being observed, she starts to behave in a wagélmtinnatural to her.
Worry and fear prevent her frotheing herself” as a teacher and this in turn

affects student behaviour:

If an Ofsted inspector is standing there I can’t pick up that
natural instinct that | usually have and the children seersgeha

in me and they don’t behave in the way they usually do.

The teacher that the inspectors observe is not the same tBaghay is when
not being observed. Her strengths go unrecognised in the obsesitatadion,
and behaviour management problems, the aspect of school teaclehg whi
Bryony knowsshe struggles with most, surface during an inspection. Bryony
identifies a mismatch between her preferred style of learmddhe way she
organises her work and the pressures of performativity simelés when
expected to teach an observed lesson, which she compareanaitgig she

felt in examinations when she was at school:

It’s interesting ... how we’ve still got things we probably

haven’t grown out of ourselves [short laughand | was just
thinking about the Ofsted experience and the whole thing that
I still have when I’m put under extreme pressure. I don’t work

very well at all, | tend to panic and | get into a state, edwer

| tend to work better with a kind of long-term process where |
think things are a bit slower and I can see what I’m aiming for

and | take my time and | like to do it really well and planlyeal

well.
Looking back on her first lesson, Bryony talks about how she hasexhang
since then:

| think then | just was terrified when they started not responding

how | had expected. | was really terrified of the whole class.
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What’s changed from then is that now they know that I’'m the

one in charge, it’s not them that’s in charge, it’s me that’s in
charge and | make that very clear. | always make it iegr c
that this ismy room that they’re entering so that they know the
boundaries. They can’t just come in and do what they want, they
have to ask my permission. Little things like that have made a

huge difference.

Critical Reflection

For beginning teachers, being observed during their training and induction
period is often accompanied by feelings of anxiety at being judgeddaagor
to externally set expectations of performance standards (Huli§88).
Amongst those expectations is the view of teaching as an act that:
“emphasise[s] the mastery of technical skills which tend to separate the act of
teaching from the person who is doing the acting (teaching)” (Hultgren 1985,
p.35) Itis therefore not unusual for evaluation and observation sedée as a
threat to self-identity, whickesults in “a sense of powerlessness” (ibid., p.43)
that engenders negative feelings about the self. These ndgatings are
evident in Bryony’s loss of self-confidence as she struggles to find a way of
coping with the intense focus on classroom practice and close monibring
teaching, learning and behaviour that accompanies the processing cunof
special measures. Those feelings are compounded by the adigitessure of
knowing that so much depends on external evaluation of the school thaing

process

As a teacher in further and higher education Bryony had had htepr® with
classroom management, but joining Daleswood just before it wenpetias
measures she was faced with discipline problems for whelhath no coping
techniques. Finding an entirely satisfactory way of dealing wétsiscbom
management that meets both her valuagich include the importance of
listening and recognising each student as an individaald the demands of
school is a sensitive issue for Bryony and one that threatelasriage her
confidence in herself as a teacher. The concept of selideocE can be

understood in terms of the notion of a ‘true self’. Some recent studies in the
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field of psychological philosophy have suggested that we are altéxkiee
“ideal of ‘being yourself’” (Knobe, 2005) and that this ideal of a ‘true self’
plays an important role in many areas of everyday life (Newman @04H).
This seems to be the case when Bryony talks about “not being hersélfor not
being able to follow her “natural instinct. The feeling of not being in control
of a class is one of the dissatisfiers MacBeath listsgségand this also

contributes to Bryony’s loss of confidence and self-esteem.

Bryony has a natural affinity with children, and the patetcbe always
willing to listen to what children have to s&yer aim is to develoghe “whole
child” but what she feels she is being asked to do in the contesthbal
coming out of special measures is to change not only theskeainteracts with
students in order to gain control of the classroom but the wag.sbéher new
teachers facsimilar problems, as Bullough’s (1989) study of a first-year

teacher shows:

The wise teacher is tough and conservative, two qualitiesatmat
counter to Kerrie’s self-image and that proved later to be a source of
considerable tension as she struggled to come to terms with her
authority in the classroom, a problem common to all beginning

teachers (p.22).

Being authoritarian runs counter to Bryony’s personal philosophy of education
and what she values in the student-teacher relationship. Notrerlyeavalues
she holds about school education being challenged, her self-caefided
self-esteem are called into question. It is not only being judgethieys that
diminishes Bryony’s sense of self — she has also failed to live up to her own
image of the kind of teacher she intended tollbés raises questions about the
way that teachers are often expectedanform to a certain image of what a

good teacher is like before they can receive recognition (Sadttiker, 2006)

In the final section of this chapter, | turn to a theme that resondtiedl three

teachers and on which they were all had strong views, that otteaube.
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The experience of not being listened to

In the focus group session, the questimw is teacher voice articulated and
listened to at Daleswood Schoa#sonated with all three teachers. Almost
before Bryony had finished reading out the question on the cusitajdmped

in immediately with a response:

I have to say I’'m absolutely livid at the moment because we’re
going to lose one of our subject areas and therenwas
consultation. I mean we were just told: ‘That subject’s not going
to run any more’ and if we’d been told beforehand we could
have thought of ways to keep it so that we could meet

everybody’s needs (Bryony).

The way the school hierarchy operates makes the three tetediexs if they
are in trouble if they say anything out of place, or as if, dilohild, they are

having to ask a grownp’s permission:

Amber: You have to keep checking the hierarchy don’t you.

Bryony: Yeah, because iby don’t then you’re going to be in
trouble. It’s: ‘Oh, you shouldn’t be speaking to me, [’m not the
person you should have spoken to first, and I’'m like: ‘Ooh,
sorry!’

Chloe: Here, | feel like a schoolkid half the time and | Have

go and ask permission for certain things.

The hierarchical nature of schools came as a particulak sh@hloe who, as
mentioned earlier, found the hierarchy “weird”. In the law firm where she had

worked for several years, she was unused to being treatedrédesram:

As alawyer I’d never worked with this hierarchy before. As
long as you’ve passed your exams and you’re qualified as a
lawyer you’re respected. My boss was on an equal level to me
in the law firm You’d have different types of cases maybe, but
you’re both adults and you’re both equal. We’re all adults and

we’re all qualified and we should be trusted and instead, here,
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there’s this watchdog. I feel like I’'m low in the pecking order,

there’s so much reinforcement that you are lower down (Chloe).

She refers a second time to her feeling of being made tokieal thild,
describing her attempt, together with a colleague from the dapstment, to

organise an educational visit for a Year 10 class:

We tried to arrange a few school visits and one of the ones we
wanted to do was on a Saturday and it seemed like we were
asking for a favour, wheme were the ones giving up our
Saturday for the students, it was like being looked on as a
naughty kid (Chloe).

She experienced the same feeling of not being listened to whémeshend
failed to set up a cross-curricular project with the History desnttnuhen she
was teaching World War | poetry around the same time the Hidémartment
was covering the World War | period. This confirms for Chieedifficulties
of getting herself heard, and this leaves her disillusionddisheartened:

“You just get to the point where you think you might as well not bother”.

Like Chloe, Bryony had worked in a different field before becoming
schoolteacher and she too refers to the more democratic stroicturéner and
higher education. As a tutor she had not experienced the kindraxfdme with

which she now struggles as a new schoolteacher:

I used to work in colleges and higher education, and it wasn’t

the same as it is in secondary school, there aren’t those layers of
people that you always have to go to, from the top to the
bottom. It seemed more democratic because the tutors, they’d

all talk to one another on the same wavelength. Here it seems
you have to speak thatperson, and if you don’t speak to that
person then you’re going to be in trouble and I’ve struggled

with that sometimes and | have got into trouble about that

(Bryony).

Amber uses the striking term ‘chain of command’ when referring to what

happens at Daleswood:
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As Bryony was saying we are the last people in this school to
know anything. | think communication breaks down and that is
the reason we don’t feel empowered as teachers because

although we can say something to the head of department or
Senior Leadership Team that doesn’t always filter up to Diana

and vice versdyt’s just that the chain of command isn’t clear, so
when you do have an issue you don’t know who you should

give it to or if you do tell one person you don’t know whether it

gets passed on so sometimes I just don’t feel like I’'m heard

(Amber).

For all three teachers, there is a mismatch between theirtatipes of being
treated as equal partners and their lack of voice. They faehiir
commitment to their subject area and to their students should beisszbgs

justification for their inclusion in discussions and decisiorkingt

We have a culture of giving kids ownership and responsibility,
but it’s very autocratic in schools for us as teachers. You would
think we’re the ones that would be negotiated with and be
consulted, whereas actually we’re the ones who are

marginalised and not consulted (Chloe).

There’s no consultation with us teachers: How do we think it

would work better, for example (Bryony).

In addition to relating anecdotes that illustrate particular elesrgd not being
listened to, Anber, Bryony and Chloe also refer to not being “in the loop’ with
regards to getting feedback on decisions, or not being informed quickigle
about matters that are of importance to them or their students.d8eufahe
strong sense of responsibility all three feel towards their tubapgr; they are
frustrated when they have trouble getting information about whapehang
with their studentsThey feel they are the last to find out anything (and again
Amber uses a military metaphor):

It’s just the crucial things we need to know about the kids. We
deal with them on the frontline, we’re the ones having regular
contact with the parents, so why is it that we don’t know the

crucial information? I’ve put my foot in it quite a few times
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with parents becau I’ve phoned home and said: ‘This has

happened’ and they’ve just gone: ‘You’re the third phone call

I’ve had about this today’. You know it’s things like that when I

feel like a bit of a muppet but thankfully I’ve built quite good
relationships with parents so they just laugh at me, but yeah, we
are the last to find out anything and we’re the last people to be

asked how to change something (Amber).
Chloe and Bryony both concur:

Yeah, it drives me insane I don’t even know anything about my

kids (Chloe).

Y eah, I don’t know anything about mine. I have to go and ask
my head of year: ‘Please can you tell me what’s been going on
in that meeting you had with that child’s parents because I
would like to be involved’. You know, I see those children

every day (Bryony).

And the kids would come to us firsh{irmurs of asseht

because we’re their form tutor (Chloe).

Yeah and we can’t then provide what the kids need because

there’s a missing link between us and them (Bryony).

Critical Reflection

Voice is linked to recognition (Couldry, 2009) and when teacheréisesied
to in their everyday lives in schools they know that their right todaed is
recognised and this a ‘satisfier’. In the Introduction and in Chapter One,
teacher voice wastiroduced as a metaphor for being valued by “giving
teachers a say” (Rudduck, 2004, p.2). Yet it has been claimed that
‘voicelessness’ is a defining characteristic of the teaching profession (see p.
42). For new teachers, the problem of voicelessness seemsierencute,
because they lack the authority of positions of responsibility wiki@rschool
hierarchy (Lynch & Lodge, 2002)
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When the cue card on teacher voice was read out in thedomus, it was
interesting that there was no discussion abdtat tie phrase ‘teacher voice’
meant. The responses showed that the term was meaningful to adifttiree
teachers and all three interpreted the question of voice witherar¢hical
school structure. What was surprising was the visceraigitreof the emotional
response with which Amber, Bryony and Chloe shared their feelingst of
being listened to. Their comments suggest that compared with ntabtisted
teachers, new teachers are not regarded as having the riggato Amber
graphically refers tohe status of new teachers, as being “at the bottom of the
food chair? and Chloe’s feeling of being “low in the pecking order” was

echoed by the other two.

What emerged as a central theme in my research is thagingtlistened to
gives new teachers the feeling that their voice is not equal tmites of other
teachers. Amber, Bryony and Chloe share the expectation thaathgyalified
teachers, should have equal rights, but their expectation is thwarted by “the
existence of unwrittennd implicit rules at school” (Flores & Day, 2006,
p.239). The unwritten rules are characteristic of the hieicicstructure of
schools, where it is not clear in advance who has the righettksand when
and to whom (Fielding, 2001). In Recognition Theory, the expegiehoot
being listened can be associated not only with the category of respeghfs,
but also with the theme of being esteemed as a worthy memberntitalaa
community. As mentioned earlier (see p.1@xching is ‘emotional labour’
and because of their emotional investment in their work, “teachers also
inevitably experience a range of negative emotions when ... trust and respect
from parents, the public and their students is eroded” (Flores & Day, 2006,
p.221).

I have defined the value of voice in several ways. Firb$ligning to the voices
of real teachers talking about real experiences is important epistecadiipgs
a means of providing insights into lived experience (Elbaz, 19@tpridly
voice is a metaphor for the right to speak and the right to be Headdck,
2004). Thirdly, and closely linked with the second point, is the impatahc
voice in promoting the solidarity that comes from being recognisedrakied
member of the community. Solidarity develops from entering into dialogu
with others on matters of shared interest (Honneth, 1992). An tendieirsy of
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democracy as an intersubjective and reciprocal process in a sohaolunity
should entail the right for all members of the community to be hearavand
include the duty of all members to grant that right to others. Thisitar to

the notion of‘reciprocal responsibility” envisaged by Fielding (2004, p.308)
through which members of the school community ‘Gaeet one another as
equals, as genuine pars” (ibid., p.309). Fielding (2001) makes it clear that if
students in schools have the right to be heard, then this rightieodie

extended to teachers:

The development of student voice at the expense or to the
exclusion of teacher voice is a serious mistake. The lateer i
necessary condition of the former: staff are unlikely to support
developments that encourage positive ideals for students which
thereby expose the poverty of their own participatory

arrangements (p.106).

New teachers’ knowledge does not come from long years of experience
However, ghough it has been argued that the first years of teaching repaesent
kind of professional apprenticeship (Hericks, 2009), it would be diffio
construct an ethically acceptable argument which claims forebhaon that

new teachers’ voices should not be listened to. Amber, Bryony and Chloe claim
the right to be included in decisions about the everyday life afdheol. When
the three teachers express concern in the focus grouptandews it is often
about the practicalities of school life, “their knowledge of their students,

available resources, and the obdeigatcticalities of their work” (Kirk &
MacDonald, 2005, p.224). Amber suggests that even on thesettapics
voices are not heard? get the whole: ‘You 're just an NQT thing — what do

you know?”’

Referring to the challenges faced by children in their reiakigp with
significant adults, Moustakas (1995) believes that “none is more devastating
than the continual experience of not being listened to, not beingnized, not
being understood” (p.148). There are striking parallels between the childhood
experience Moustakas describes and the comments that theetoleers make
in the focus group about the lack of recognition they are accasiedw

teachers. All three express feelings of being made to ‘feel small’, of not being
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recognised as an adult with professional understanding and $kitéldien
are frequently made to feel they are not listened to, theierpercan lead to
self-doubt and undermirghildren’s self-confidence (Moustakas, 1995). The
experiences recounted by Amber, Bryony and Chloe raise theajuefti

whether this applies equally to the well-being of adults.

The notion of teachers’ well-being was introduced in terms of satisfiers and
dissatisfiers (sep.6). One of the headteachers interviewed by Bangs & Frost
(2012, p.4) goes so far as to claim that staff welkg is “a moral and legal
imperative” in schools. If that interpretation is accepted, then teachers’ well-
being in th& workplace can be considered as a right. Referring to Hegel’s
Philosophy of Right, Smith (198 states that for Hegel “rights claims ... are
thought to be morally necessary in the sense that without them we naud
no grounds on which to attribute to the person an absolute and ie&iplac
dignity” (p.3). It is this notion of right as a form @ifnity that in Honneth’s
Recognition Theory is linked to the development of self-respect. Batheth
(1992) and Smith (1998) follow Hegel in regarding mutual recognitidheas
basis for ethical lifeSittlichkeit). From Honneth’s critical standpoint, lack of
recognition is seen as an injustice occasioned by dergspgct to another

person and failing to recognise them as worthy.

In this final section of Chapter Four, | have readto one of the main
concepts in my thesis, that of voice, to examine the relatjphstiween being
listened to, self-respect and self-esteasing ‘voice’ as a metaphor for the
right to be listened to and the responsibility to lisi&imereas Hegel (1820
refers to rights at the level of the state, in other words thesrajititizens in a
democracy, Honneth extends this to other forms of community in a post-
traditional society (2000).

The theoretical underpinning of this section derives from a definitf self-
respect which, according to Honneth (1992), develops out of theenqgee of
being accepted as a member of a community with equal rightsotdexl
members of that community and from an understanding of voiceaaea
(Couldry, 2010), which is connected to the concept of self-estéeing
listened to fosters self-respect and self-esteem, both of whicksametial not

only for personal well-being, but also for professional liveshéir
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professional lives, teachers gain a sense of solidarity fr@ing equal partners
in a community, and solidarity for Honneth is also a form ofeestd.ack of
recognition for their voices is a form of disrespect thaibar, Bryony and
Chloe show that they have experienced as new teachers velyesictim that
they are “at the bottom of the food chditAmber) or “the ones who ar
marginalised (Chloe)or that “there’s no consultation with us teachers”
(Bryony). They attribute the lack of recognition for their voitethe way
school functions as a hierarchy. This raises the questiathools of how the
structures of school hierarchy might need to change in ordecagnise the
right of new teachers and indeed all members of the communityectinair
voices recognised and create the solidarity which binds a cotymogether
In the next and final chapter | draw together the main strands césewarch

project, and revisit my three research questions.
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Chapter Five

Findings and Reflections

In addition to the four experiences illustrated in Chapter Four, titeeres
relating to recognition emerged out of my data. The themes asjalu
motivation and the notion of a humane and democratic school, shdvigure
1 on page 24, were touched on only briefly in Chapter Four, satbey
revisited in the first half of this final chapter. | then ratto my research
guestions and discuss my findings in relation to each questiontetdst here
are thosegems’ when | had felt a shock of surprise at what had beenrséie i
interviews and the focus group (see p. &mith (2011) suggests that these
moments take the researcher out of the realm of their precanteptd offer
new insights, and this was indeed the case in my res@drehvay Chloe and
Amber describ new teachers as beirigharginalised and““at the bottom of
the food chaifi, andAmber’s cry from the heart:/ just don 't feel like I'm
heard, proved to be pivotal moments in the research process getater
the course of my investigation away from the role of voice inld®Esmom
towards an exploration of the lived experience of new teachdrthain

struggle to have their voices heard in the school as a whole

Engagement with theories of voice and recognition in myarekéhas allowed
me to develop a clearer understanding of the ethical aspecisazition.
Dewey’s (1916) philosophy of education, Hart’s (1992, 2008) advocacy of the
importance of young people’s participation in democracy through citizenship
education an@ouldry’s (2010) evaluation of the importance of being listened
to as a form of social justice have all contributed to this undelisgrHaving
applied he concepts of love and caring, respect, esteem, and solittanty
datg | believe my assertion that Recognition Theigrg productive way of
understanding the practices of school education in the@itury has been
validated Because of its association of the human need for recognition with
growth, well-being, freedom, equality and social justice, | ssigfat

Recognition Theory provides a framework which encompasses themes of
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democracy, citizenship and voice within the categories of recogritiboth a

theoretical and a practical level.

By extension, the normative concepts of self-confidencerasffect, self-
esteem and solidarity in Honneth’s Recognition Theory can act as ethical
foundations on which democratic and humane schools can be beilt. T
prerequisite for this, of course, is that teachers must be tfieespportunity
the time and the space to engage with ethical theories of enh)catil they
themselves must be made to feel that they matter (Fielding; RO@#uck,
2004; Fielding & Moss, 2011).

The struggle for recognition as a vital human need, andoti@nrof
misrecognition as a form of social injustice, have prdwapful in
understanding the experiences of Amber, Bryony and Chloe. Thef titig
thesis‘ Teacher Voice’ and the Struggle for RecognitionInvestigating new
teachers’ experiences, values and practices in a school in special measures’
refers not only to values but also to the context of a school ine$peeasures
which suggests that the experience of becoming a teachéfiiiing’ school
differs fromthat of starting out as a teacher in a ‘good’ or ‘outstanding’ school.
When | met the three teachers in the summer of 2014, Daleswbod|$ad
come out of special measures, but our discussions indicatedeluatriiext of

the school still presented the three teachers with particular ipede

Working in a school in special measures: teacher mordisdalidarity

In one ofmy meetings with the headteacher, Diana, she had talked about staff
morale and the way that being in special measures haddligdehers into
different factions who were not supportive of each other. Thegelsan

introduced at Daleswood after the 2012 inspection also seemed to some
teachers to demand too much of them: “The teachers think | am against them.
That’s not true, but I will always put the children first”. The experiences of

teachers at Daleswood must therefore be seen against Diana’s mission of

making the school a place that first and foremost meets tlds néés

studens.

Chloe and Amber had started work at Daleswood in the autumn of 2012, s

were aware that they were applying to a school in special measur@&yony
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had joined the previous year, and had experienced the perme befl after
the failed inspection. Each of the three had taken a differeteat irto teaching
indicative of the changing landscape of initial teacher trainingresfé¢o in the
Introduction. Furthermore, based on their prior experieneg, thlues and
their training, each has a particular and unique view of wiatads, teaching,
teachers and students are, or should be, like. What theyrhaommon is the
context in which they were starting out as teachers, though evetheee are

subtle differences which affect the way they make senseiofcintext.

The experience of Chloe and Amber, both of whom teach core wuinj¢he
curriculum, is arguably different from that of teachers who, likgBy, teach
subjects such as media, and creative and performing artsalliseaccorded to
different subjects can easily affect the way students and paggrsach
GCSE and A-Level choices and this is something which Bryonwattast to,
both as a student who was persuaded not to study Art at A-Levelk and a
teacher, where to her dismay she sees talented students bemgged to

choose ‘academic’ rather than ‘creative’ subjects at GCSE.

There are nevertheless similarities in the way all thr@eht's view
Daleswood School, which they attribugteits ‘this-ness’ (see Chapter Three)
As Chloe remarks, her life as a teacher would have \mgrdifferent at Oak
School, the outstanding school where she had completed her indredionn
the focus group, the discussion moved from the impact of spee&dures, to
morale, and then on to solidarity, a concept which leads backdodrition

Theory.

For Amber and Bryony, disruptive student behaviour coloured thstir fir
impressions of Daleswood. The need to improve behaviour wasqamg as
Amber saw for herself oler first visit to the school, referring to the “chaos in
the corridor3. She therefore readily accepted the pressure on teacheakeo m
students “accountable for everythifighrough the consistent use of sanctions.
During the focus group Amber recalled the advice that had been wivher
when she started at Daleswood: “Don’t go in and be nice teacher, favourite
teacher, just go in and kick btitind there were murmurs of agreement from
Bryony and Chloe when she added “Basically, that’s all these kids need at the

moment to get us out of special measirésorder to come out of special
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measures, all three felt constrained by the need to “tick boxe$ and “perform,

perform, perform, perforih(Bryony).

Apart from the urgency of the expectations placed on teaahéne school and
the immediate loss of esteem through being publicly named as a $ahogl,
other effects of special measures are longer-lasting.uBecdudent
recruitment fell (see Chapter Three), the cohorts curretilyying GCSE and
A-Level courses are considerably smaller than in the paghankdas meant
that twelve more members of the teaching staff were made redun@itg,
four years after the failed inspection. Amefomment is interesting here as
she seems to assume that teachers were leaving voluntarily,shibich
interprets almost as a form of betrayal: “everybody jumped ship and that was
it”. All three reflect on the damage this causes to staff morale: “There’s very
low morale at the moment in the Maths Departmetitey 've only got two

members of staff in September, down from nine t!tw

The discussion on morale continued, sparked by a comment thdtidie C
Inspector of Schools, Wilshaw, had made some two years earfied 2

which Chloe slightly misremembess “if there’s high morale teachers aren’t
doing their joB**. This led to lively expressions of disagreement not only with
the comment itself but also with the way Ofsted operates. Thagrakd that
high teacher morale has a positive impact on student morale ematages
teacher collaboration and collegiality: “When you re happy you 're able to plan
really fantastic schemes of work with your deparitmand it spreads, so high

morale is really importaiit(Bryony).

Amber contrasts the atmosphere in her department before and elfinge of
leadership: “now we are so supportive of each other and we 're always helping
each other out in any way we ¢afhloe simply added: “I love my department.

1'd have left ages ago if it weren’t for my colleagues”.

14. The actual comment as reportedtire Guardiaron 23 January 2012 wéa good
head would never be loved by his or her staff”’, he added: "If anyone says to you that 'staff
morale is at an all-time low' you know you are doing sthing right"
(www.theguardian.com/education/2012/jan/23/chief-inspector-schools-@hafilahaw)
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Collegiality, one of MacBeath’s ‘satisfiers’ (see p. 6), can be interpreted as a
form of solidarity. All three teachers have developed a stsenge of loyalty
to the colleagues in their own department, yet all express dissaisfaction
at the lack of collaboration and cooperation across the school, tummieg
again to the theme of not being listened to and complaining about khef lac

consultation with teachers.

Not all the experiences of coming out of special measures gadvee
however. In addition to the solidarity in their departments, Ambgqmrand
Chloe have learnt a great deal about the practicalitissaohing and behaviour
management. Although Amber talks about her shock on her firstovisit
Daleswood, two years later her pride in what the school has adhaex what
she herself hasdened through sharing good practice is all the greater: “All the
CPDs weve had of different things to implement here have just been absolutely

fantastic. ... | am very proud to be part of this procé¢amber)

Recognising student voice

There is little in the accounts of Amber, Bryony and Chloe eritiame of
student voice. Yet all three had agreed to help me in neares in part
through an interest in student voice. In the interviews they showediprent
awareness of the importance of education in promoting social justice, but
Bryony was the only one who had had personal experiencecbhbalsouncil
during her own schooldays. She had attended student protest maatings
taken part in a sit-in demonstration, though she was on the sgjalinee the
school council members tended to be theire gregarious types that didn’t
mind speaking in front of other peopldnterestingly, Bryony is the only one of
the three who linked teacher voice with the role of the teachemsia®a
means of effecting change, even though she was disheartehedaeck of a
unified front, which meantiyou just feel like you re fighting a losing battle

unless everybody gets up and puts their foot down

Amber and Chloe have a traditional understanding of student vdieans @&
student councils and decision-making by majority vote. Chloe wasanaaf
the work of the student council at Daleswood, but had swggesher form
group that they should start a petition when they complained aboutehaf rul

wearing blazers at all times. Amber refers to the formateggies in place for
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students to be heard, such as the school council and thet giesieen, but
thinks that student voice is not listened to often enough and that te@dsci
made in the council amet “filtered down to the teachétsBryony agrees with
this, but reminded the others of the time when school council mesjeks at
a staff meeting, which all agreed had been interesting and utefugh Chloe
added: “We don’t get much of it, do we?” Bryony, however, regularly taps into
student voice with her form group “if they are given the opportunity to give
their opinions on things, it’s really good, they really enjoy that and there’ll be a
buzz of noise as they try to decide this and’th@ilte general view expressed
was that more consultation was needed with students, but Amber ared Chl
tend to understand consultation as a formal process carried out ks/rather

than something they facilitate in their own classroom.

Values, motivation and rewards

In common with many other teachers, Amber, Bryony and Chloe ¢@we
into teaching with a set of values that includes their responsitalityafring for
the students, but there was little indication of the recipnoatire of mutual
recognition between the three teachers and their studenesdat# gathered

nor any sense that they expected it

Meeting the children’s needs is a motivating force for Amber, Bryony and
Chloe, and like Diana, they seeorput the students’ needs before their own.
However, they tend to infer those needs, rather than findinigoatthe
students what they themselves feel they need, and this meatigeiha
relationship with their students is not truly reciprocal in the sense of Noddings’
(2002) concept ofcaring-for’. It is not clear from my data whether Amber,
Bryony and Chloe feel recognised by their students, but theyeticefearded
when they are recognised as having ‘made a difference’. At the end of the focus
group meeting, Chloe said apologetically/feel like we 've been grumpy and
horrible.[Laughter].Yeah, sorry! There’s loads of positive things. We make it
sound like we don’t love our job.” Amber and Bryony were quick to affirm that
they did indeed love their jobs, interrupting each other in thgereass to
agree, and all three pogttout that any dissatisfaction they felt came from the
hierarchical structures of schooling and from government pobeids

interventions, and not from their work with the children.
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For Chloe, caring is a responsibility she takes very sdyiddsr concept of
caring centres on the need to prepare her students for liteusend her way of
achieving this is to encourage them to love learning and to providentkera
good all-round education which promotes their ability to work with othees a
team. She enjoys having a joke with her students and takes ga&sairgl in
their company. Other rewards for Chloe are her delight wheBAlestudents
achieve against the odds, or when a disaffected teenage lmogdseactively
engaged in her lesson. She is troubled by the apathy of thosetstwtie are
“not bothered about achieving good results, but this has led her to question her
previous views on the recognition accorded to different subjectsby th
government, universities and employers. Chloe is becoming aivdre
injustice done to students who do not achieve in ‘academic’ subjects and who,

as mentioned earlier, are therefore often regarded asfa{see p.99). She
expresses frustration at the lack of a level playing field foclildren from the
catchment area of Daleswood School. She is also unhbgipeachers lack the
time and energy for the extra-curricular activities whicho€dees as essential

if all students are to gain some form of recognition.

Bryony was the one who struggled most with the mismatch between Her idea
of a child-centred education and the demands of working inabkichspecial
measures. Her ideal of listening to children and allowing them tdagetreeir
autonomy and creativity is thwarted by poor behaviour and the need to
‘perform’ in terms of behaviour management and measurable outcomes.
Nevertheless, she tries to address the issues that matteiri@raer to turn
around children’s lack of self-esteem and self-confidence and their apathy
towards education. For example, she encouraged her tutor grenjeta
national writing competition. When they said they would standhanae
against “some kid from a grammar schddryony responded by having:

“a long conversation about why they thought theyewdifferent, why do

they think their brains are different, what waspgtiog them from trying

and this did motivate some students to enter the contest. Bryony @iso ga

recognition when she has helped a child to achieve theimdrea

I’ll never forget one girl in particular. She came running up to
me: ‘Miss, I’m so happy to see you, I’ve got a place at

[prestigious School of Art] and I’m so pleased that I got in’. It’s
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just so nice when you can see them setting out along a path tha

you’ve helped foster their enjoyment in.

While Chloe interprets caring for her students as a form of regplity,
Amber kels she is “accountabl® for ensuring that her students’ behaviour is
acceptable and that her lessons allow students to “access learnirig Amber is
driven by the desire to do what is right by her students, expreshed wish
“to be able do everything for my kid&ee p.83). She inferstudents’ need to
develop self-discipline and pride in themselves and beliea¢dyhshowing
her students the boundaries of what is acceptable behaviowithégvelop
autonomy. She accepts without question her duty of care fotutemss and
measures herself against Ofsted criteria for outstanding tedshing
systematically reviewing her lessons at the end of the day dactireg on how
to help students wittheir learning. Amber’s rewards are the esteem she gains

when parents recognise that she is doing a good job:

This year at parents’ evenings, the parents of kids | taught last
year would come over, a big hutho nice to see you’re still
here!? ‘How was your first yearand when | tell them about
my journey, they’re like: ‘I didn’t know you grew up on a rough
estate like ours we’d never guess now looking at you, | bet

your Mum’s so proud!’

The three research guestienBndings and evaluation

Accounts of teachers talking about real experiences have the alatenti
personalise and humanise the issues that arise in tlod tife classroom or the
school (Elbaz, 1991). The vicarious experience provided by listémiting
voices of others or reading accounts of their experience sandiout critical
reflection which leads to solidarity (ibid.). This is relatedh® first of my three
research questionghat is the experience of becoming a teacher tikéHe
three new teachers in this studjRe formulation of this question reflects the
influence of interpretative phenomenological analysishich the researcher’s
task is to create a sympathetic account which allows the reaeempathise

with the participants.
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Mindful of Ashby’s (2011) remark that it is often the researcher who benefits
more from research than the participants andeafin’s criticism that many
researchers drown out the voices of their participants (1995), itnwasm for
the voices of the three teachers to be heard through the vsdoatim
guotations. While it is indeed the case that as a researahreusing those
stories for the purposes of my thesis, | have tried to show thbéAmryony
and Chloe are real people talking about real experiences, weveldise
solidarity that comes from a sympathetic response to their opiam@hactions.
My aim has ben to create what Denzin (1995, p.323) calls “user-friendly”

texts that allow the reader to enter the world of the participant.eMeeli
interpretative phenomenological analysis (IPA) has beeppmopriate way of
presenting lived experience in that it offers the reader thertymity to reflect
on what the experiences mean, perhaps challenging the interprefatien
researcher. The stories of experience related in the fmoup and interviews
show that in many ways the experience of working as a neweteiach failing
school can be regarded as a struggle for recognition. Analysisg gories
usingHonneth’s reworking of the Hegelian categories of love, right and esteem
relates to my second research question, which is concerned watpgiation
of theory to practice: ‘Do the categories of Honneth’s Recognition Theory

(love, respect, esteem and solidarity) enrich cudenstanding of the
experiences of the three teachers in such a wayttiea experiences can be

generalised beyond the context of their own scleoaimunity?

While the experience of working in a school in special measarerelated by
Amber, Bryony and Chloe, shows that the induction period for neweesach
a ‘failing’ school is different from that of teachers in ‘good’ or ‘outstanding’
schools, many of the themes that emerged in my data in refatiba second
research question do show similarities with the experiences ofrathe
teachers reported in the literature (see p.19). Interpreting thergjed! the
Amber, Bryony and Chloe faced through the concepts of self-confidesite
respect, self-esteem and solidarity suggests that theseegxy@srcan be
understood at a more general level. Most strikingly, my datadiemen that
the new teachers in my study akf¢hat their voices caytittle weight in the
school hierarchy and that their experience and their viewsoanealued. This

runs counter to the common assumption that the asymmetrical pelatens
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between teachers and students that are the norm in the sielhaatity mean
that teachers’ voices are “immensely more powerful” than students (Fielding,
2004, p.309). My findings suggest rather that the school hieratsby
misrecognises the voice of some teachers, a finding similarttmtbgnch &

Lodge’s (2002) report on equality and power in Irish schools (see p.41).

Given that the current system of putting a school in specia$unes almost
inevitably leads to disrespect towards and misrecognition of thieetesac

working in ‘failing” schools, and based on the experiences recounted by Amber,
Bryony and Chloe, a further inference from my stigihat a more humane

way of addressing the problem of schools that are judged to be failing

England should be founés MacBeath (2012) points out (see pagg 19

teachers like Amber, Bryony and Chloe are doing their bestfioudif
circumstances, and therefore deserve recognition for thisjteopdkat is

supported by my data.

The final research question aske:what extent do the empirical findings of

this study confirm the assertion that the normatiercepts of Recognition
Theory are capable of promoting a more humane antbdratic form of
education in schoolsl? is a question to which there can be no definitive
answer. Therés, however, much in the idiographic accounts of Amber, Bryony
and Chloe to suggest that the hierarchical nature of schooltwggiand is not
conducive to the vision of a democratic and humane school. Titaedhg they
describe lead® a lack of recognition not only of teachers’ voices, but also of

students’ voices.

Amber, Bryony and Chloe tend to express the purposes of educabimaah
terms of ‘making a difference’, a phrase also used by the Department for
Education with respect to the role of teachers (DfE, 2015). \ihdyer
defines what she sees as the aims of education, the teromseshare

reminscent of the different functions of schooling Klafki (2002) identifiese
p.4):

We want our students to contribute to the economy, to be good
citizens who contribute to their communities, just generally to

be nice, well-rounded individualsin an ideal world of course.
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While notions of democracy and equality may be latent in her phrase “good
citizens’, they are not made explicit and there is no clear understaniimyvo
Amber’s vision might be achieved. As a result of my research, | believe that
working knowledge of Recognition Theory would have the potential to help
teachers develop their understanding of recognition as an edfegdiy of

helping young people become ‘good citizens’.

In the Introduction, | stated that one aim of this thesis was taderdiveoretical
and practical support for my assertion that Recognition Theorprsdauctive
way of understanding the practices of school education that catolebhdnge
(see p.14). Relevant to this is Carr’s (1995b) claim that educational theory is

not just an applied theory but a critical one, which can trangfoactice by
improving the way practice is experienced and understood through reflexiv
thought on the values and concepts which underpin everyday educational
practice. Given that the purpose of Critical Theory is to bring atiauige,
what, then, are the implications of my findings?

| believe my thesis opens up a number of avenues which nnenief
investigation, not only in the academy but also in schools and tegieher
training. Whereas my small-scale study based on the experigiitese new
teachers has shown that the concepts of recognition can add to our
understanding of life in schools, there is considerable scopestmarah
projects on a much broader scale. While my research focuses on teachers’ lives,
Amber’s experience of being a student in a failing school also indicates that
everyday practices of misrecognition, such as not being listenedn have a
long-lasting impact on a persanense of self-worth. A large-scale project on
the lines of the Australian survey into student well-being reféoet page 40
could well provide similar findings on the importance of recognitih a

misrecognition in the student experience of school educatioe idkh

Given the current teacher recruitment and retention problemng) fschools in
England (see p.18), it would also be fruitful to investigate the equeriof
other new teachers in different types of school, as welbafi¢es at different
stages of their careers. Investigating their experiencesrj bstognised or
misrecognised within their school communities, and in the widenuority,
would provide insights into what might need to change in order to retain
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teachers in the profession, as well as offer the opportunighfmng good

practice

It has been noted that Recognition Theory is not widely-known ifictideof
education (Murphy, 2010) and most teaching professionals will not bieafam
with its substance. There is therefore scope for relevativiseof my study
which illustrate the concepts of Recognition Theory to be publishedrinals
and other media whose main target audience consists of teachézacat

educators in initial teacher education and professional develbpmen

Final thoughts

As a result of my research, | believe that Recognitioroihbas the power to
contribute to an understanding of how the vision of a humane and démocra
school (see p)xould be put into practic&kecognition is both a vital human
need and a means of achieving a form of social justicenvitniorporates the
“maintenance of an intact form of life” (Honneth, 2006, n.pag.). This intact

form of life is one which incorporates the notion of personal fulfilnagw can
thus give the phrase ‘making a difference’ a more precise meaning, since

personal fulfilment refers to a young person’s own aims in life, something

which Chloe had referred to as a factor often overlooked bydeafdee p.87).

For teachers, the concepts of recognition and misrecognigatoasonant with
the satisfiers and dissatisfiers MacBeath identifies (&e\vith respect to
students’ experience of school, there are similar links between Recognition
Theory and the normative, ethical functions of schooling Klafiknde (see p.
4), which underpin the notion of a humane and democratic schoabf tme
strands that make up my thesis. Recognition is also relevam kinthof
citizenship education which promotes young people’s participation in the life of
the community (Hart, 1992; QCA, 1998). Recognition Theory coulsl agp
provide an effective foundation for the Department for Education’s (2014)
SMSC programme of promoting spiritual, moral, social andiallt

development in schools (see36).

Critical Theory aspires to bridge the gap between theory anticerac
Understanding recognition as a vital human need means thaithoseork
and learn in schools have a legitimate expectation of being treated with

“reciprocity, recognition and respect” (Thomson, 2011, p.21). These new ‘three
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Rs’ might well come to represent the essence of recognition theory in the field
of education, given the similarities and overlap between theseptsrand
values which are already well-established in the field of edutcads has
already been noted on page Boéwever, while Thomson’s three Rs could
provide an easily memorable way into the theory there is a ddrage
recognition might merely become the latest ‘buzz word’ in education, popular
for a short time but then discarded before it has had time toreefirmly
embedded. This could be avoidéttachers’ practices were rooted in a
theoretical understanding of the relationship of education to etlaittads, The
decline of philosophy of education in initial teacher education esfea earlier
would therefore need to be reversed if new teachers areeétogen informed
understanding of educational ethics which would allow them to critically

review not only their own practice but also government policies on &oluca

In the same way th&ouldry (2010) argues that in neo-liberal societies we are
living with a crisis of voice, the neo-liberal principles of timarket economy
have created a society in which there is arguably alsigia of recognition. In

an article entitled ‘Post-democracyPegeneration. The Struggle for
Recognition in the Early 21Century®®, Honneth identifies the degeneration of

civic and democratic norms in current Western capitalist sesie

Social conflict arises when the promise of recognition is
violated. Today social conflict has degenerated because the
struggle for recognition has lost sight of its moral foundations
(2011b, p.37).

In this article Honneth paints a bleak picture of 2&ntury society in which
esteem is increasingly granted according to the level of one’s income,
inequality is reflected in the lack of a level playing fiel®education and it is
becoming more difficult to access recognition in the three spheres fafrthly,
legal rights and the economy (ibid.). There is a senseibfisisnment in his
description of 23 century society, which is echoed by McLaren (2015).
Throughout his writings, McLaren has been committed to theofaeucation

in transforming those structures in society that reproduce ingguliven by

15. German titlePostdemokratie? Verwilderungen. Kampf um Anerkemnimm friihen 21.
Jahrhundert
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an ideal of a truly just and democratic society. Yet reflecting on his life’s work
in a postscript to the most recent editiorLiéd in Schools even McLaren
(2015) admits “I cannot be a part of a collective delusion that social justice will

win in the end. It may well not” (p.261).

In the face of the hegemony of neo-liberal ideology, my tlEsgarch question
of how Recognition Theory might contribute to the process of Isdwange
needed to develop a more humane and democratic form of edusation i
therefore almost impossible to answer without falling into the trap of simply
reiterating utopian visions of the past. Utopian visions of a meteajd more
democratic world are not in short supply, but the task of achieving a “real

utopia” (Fielding & Moss, 2011, p.1) is not to be underestimated.

One answer would be to subject government policies to the immanemquecriti
of Critical Theory, policies such as those relating to theabsehools in
promoting*“fundamental British values of democracy, the rule of law,

individual liberty, and mutual respect” (DfE, 2014a, p.5), in order to ascertain

whether those policies are effective in achieving their stamesl a

A second answer is to re-ignite the informed public debate omtiseamd
means of education that Fielding (2008) calls for, both in the publeresimd
within schools. It is forty years since Callaghan launchedheat Debate at
Ruskin College and twenty since Blair gave his Ruskitutecon education
(see p. 44). Twenty years further on, it is time for the geeat debate.
However, the relationship between society, democracy and edusasion i
contested one and there is no guarantee that such a debate wouibbting
consensus or lead to change in schools. In their reportveer @md equality in

schools in Ireland Lynch & Lodge (2002) point out that:

while inequalities may be reproduced in the education site
they are also reproduced and generated in the fields of
economic, socio-cultural and political relations outside of
school. School is a major player in the inequality game but by

no means the only one (p.197).

Although Hericks (2009) agrees that in the long term what is desdm
ongoing professional conversation about the goals and formsooida g
education, he also argues that an individual teacher in th&@tan can do
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much towards creating a positive school culture, and he se&sfar
Recognition Theory in this process. A third answer is therefatarttividual
teachers or individual schools themselves could decide to makenectal
changes based on the principles of Recognition Theory withithef creatig
a whole school culture based on reciprocity, recognition andate e
everydaypraxisof mutual recognition would also make space for new teachers’
voices to be heard and for them to be recognised as valuedenseaf the

school community.

Arguably, we are living not only in een-liberal ‘age of measurement’ (Biesta,
2010), in which there is @risis of voicé Couldry (2010), but also in age
characterized by a crisis of recognition (Honneth, 2011b).dep(2010) cites
the economist Milton Friedman to the effect that change omhesat times of
major crisis, and when those times come: “the actions that are taken depend on
the ideas lying around” (Friedman, M., 1962, Capitalism and Freedagm.xiv,
guoted in Couldry, 2010, p. vi). Couldry therefore concludes thabskras

researchers is to keep ideas of democracy and social jalbtee

In this thesis, | have followed Honneth in arguing that reciprocalration is
an essential human need and an essential component ofgudraocratic
societies. In conjunction with interpretative phenomenological aesalys
also a means of critically evaluating lived experience. Extetulgatiude
Noddings’ ethics of care, Recognition Theory also justifies and theorises the
values that teachers already hold, while at the same timestuggthat those

values can be achieved through everyday acts of recognition.

In the field of education, Dewey made it his life work to keepidea of
democracy alive by promoting democracy as something that must be
“constantly discovered and rediscovered, remade and reorganized” (Dewey,

1937, p.182). My empirical investigation into the stories of re¢mgnand
misrecognition told by Amber, Bryony and Chloe, who have set otitean
professional lives as teachers in a school in special mesagsiemonstrates that
Recognition Theory also has much to offer educatioiconcluding this thesis,
| therefore submit that Recognition Theory is an idea worthy of baipg

alive.
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Appendix A

Relationship and overlap between roles of consultant and researcher

Consultant

Overlap

Researcher

Becoming familiar with
the school and the
school context

Ethical concerns as
friend of headteacher

Getting to know the
teachers

Working alongside
senior leadership
supporting policy
development

My role as expert or as
learner

Listening to teachers,
also as a “critical
friend” if required

Providing CPD to
support school
development

Impact of CPD on
research process
and/or school practice

Creating conditions for
recruiting volunteers

Conversations with
headteacher and
leadership team

ethical dilemma of
insider knowledge

Hearing the teachers’
point of view

Working with Assistant
Head and Student
Council to improve
effectiveness and
visibility

Student expectations of
my role. Assistant
Head’s expectations of
my role. Limitations of
my role

Hearing the students’
point of view

Reports to headteacher

Self-reflection

field notes

Formal and informal
meetings with students
and staff, formal and
informal observations.

Voice —who is speaking
who is listening

Highlighting issues of
teacher voice and
student voice with
participants

Audits and coaching

Reflexivity

Data collection and
analysis

172




Appendix B Letter to Headteacher of Daleswood School

November 2013
Dear Diana

Thank you for agreeing to allow me to undertakesearch project for my doctoral
thesis at Daleswood School.

| just want to confirm the details of our recenbph conversation and to give you
some additional information. You already have aycojpmy research proposal,
which has been approved by the Doctorate of Edut&rogramme Committee at
Canterbury Christ Church University.

We agreed that you would facilitate access to relegeoups in your school,
particularly new teachers, so that | can explainpmoject to them. We are clear
that teachers’ participation should be voluntary and they should not feel pressurised
into taking part. | attach the introductory leatieat | propose to give to interested
members of your teaching staf

In addition, you have allowed me access to schoolishents which outline the
school’s policy on student voice initiatives and student leadership and your plans

for developing this area. We also agreed that timeng well be some scope to work
with existing policy development groups, and wiik student council, but that my
role would be clearly defined as that of a volunteer “critical friend” and not as a

paid consultant, to avoid any conflict of intere$t&e also discussed the idea of a
“student voice audit” to help evaluate current practice at Daleswood School, which
would not be part of my research project but whigght provide useful insights
for you and your senior leadership team.

The ideal time to start my research project woddHz beginning of the Spring
Term, but this is subject to Canterbury Christ Church University’s approval of the
Ethics Review Committee. This is to safeguard ahmbers of your school
community and | attach a copy of the form, whichymaed amending in the light
of feedback from the Committee. As discussed, Ildide in contact with the
school over a full year and would like to hold miews and/or focus group
discussions, each session lasting about one hbartifies would be negotiated
with the participating teachers but would probdimdyafter school and, with your
permission, take place on the school premises.magtings with student council
members would not take them out of timetabled lessmd would ideally take
place as part of their regular council meetings.

A central part of the Ethics Review process isabgurance of confidentiality for
the participants, which means that in my writtessditation neither they nor the
school will be identifiable. It also means thatillwot be able to divulge
individual details of the content of discussiongaal, but | will endeavour to keep
you up to date with the progress of the projechauit contravening the
requirements of the Ethics Review.

Thank you again for agreeing to support my progect please pass on my thanks
to the board of governors.

With all best wishes
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Appendix C

Daleswood School CPD Session on Student Engagement (“Student Voice”)
Wednesday 14 May 2014

Programme

Starter activity: What do we associate with “student voice”? 5
minutes

Starter, introductions and rationale 10
minutes

Audit of current practice 15
minutes

Priorities and next steps 20
minutes

Introduction to my research project 5

A beginner’s guide to consulting students on teaching and minutes

learning

Summary and feedback on the session 5
minutes

Tips for novices optional
extra
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Appendix C cont.

Daleswood School 14 May 2014 - Opportunities for student engagement
Which of the following aspects of school life are students consulted on or
actively engaged in?

1 =always; 2=sometimes, in some places; 3 =not as faras|know

Our students play an active role in

formulating rules and regulations

organising social activities (eg dance shows, charity fundraising events)

writing the school mission statement

preparing the school prospectus

creating displays

choosing furniture and colour schemes

deciding on classroom layout

caring for school environment (green spaces, classrooms, litter, recycling)

LI00INI TR IWIN =

deciding where to sit in class

=
o

J| deciding who to work with in class

[
R

J| choosing textbooks and other teaching materials

=
N

| deciding on lesson content

=
w

J| giving regular feedback to teachers on teaching and learning

[EnY
S

J| deciding on rewards and punishment

=
u

| deciding when (or whether!) home learning should be done

=
(o))

.| choice of homework task

=
~N

J| suggesting enrichment activities

[EY
(o]

.| school uniform

=
No)

| food and drink in canteen

| other:

N
o

Total

Extension activity 1: add other aspects of school life which you think should
be on the list

Extension activity 2: tick in the right hand column those things which you
think should be a priority for your school, put a cross next to those items
which you do not think are appropriate at the moment

(List adapted from Michael Fielding)
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Appendix C cont.

Daleswood School ~ Action Plan ~
Consulting with Students on Teaching and Learning
Discussion Activity

Current practice

1. What do you do already?

2. How could what you do already be improved?
3. What new practices could you introduce?

4. What old practices could you discard?

Planning for change

5. What do you plan to do?

6. Who will be involved?

7. What support/training/resources will you need?
8. What will be your timescale?

9. What milestones will you expect?

10. How will you evaluate success (methods/criteria)?
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Appendix D Information sheet for adult participants

Canterbury
Christ Church
University

“Teacher voice” - “Student voice”: Investigating new teachers’ values and
practices on teaching and learning
A research project
January 2014 - December 2014

Information for teachers at Daleswood School

This leaflet is to tell you about my research project and to ask you to consider
taking part in a focus group and interview

Key points
( )
This research is being undertaken as part of a Doctorate of Education and will
form the basis of the thesis.
\.
\
The aim of the research is to explore how new teachers’ values regarding student
voice initiatives (for example consulting with students about teaching and
learning) are shaped and put into practice in the early years of teaching.
. J
4 D
Participants will ideally be completing their induction year, or their initial
teacher training, or be in their second or third year of teaching.
\ J

7

There are no guaranteed benefits to participants but hopefully you will find the
sessions enjoyable and potentially useful - perhaps some of the discussions
might help you clarify your ideas about “student voice” or give you space to
reflect on your values as a teacher.

Participation is voluntary and procedures will be in place to ensure
confidentiality and anonymity. There will be one focus group discussion and one
or two individual interviews each which will last about one hour.

If you are interested in taking part, please continue reading and then get
in in touch by email or phone. My contact details are: XXX
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Appendix D Information sheet for adult participants cont.

The researcher

My name is Gillian Smith. | have been a teacher of French and German in state
secondary schools in England and a Head of Sixth Form, when | also taught General
Studies and Critical Thinking, and an Assistant Principal in a school in London. Since
retiring in 2010 | have worked as an educational consultant. In that role | have
visited Daleswood School a number of times and have met some of the staff,
students and governors. Since 2011, | have been a postgraduate student on the
Doctorate of Education programme at Canterbury Christ Church University. | am
grateful to the headteacher and the school governors at Daleswood School for
supporting my research project and giving me the opportunity to approach you to
ask for your help.

Purpose of the project

| want to investigate what teachers, especially new teachers, understand by the
term “student voice” — which | myself tend to use as an umbrella term for all kinds
of democratic practices in schools. The main focus will be the value new teachers
place on initiatives such as consulting with students about teaching and learning in
the classroom and how this links in with their views concerning the aims of
education. Furthermore, what has shaped new teachers’ views and values — for
example what they experienced during their own schooldays and how their
teacher training shaped their views and practices. Narratives of the experiences of
new teachers will be at the heart of my thesis, and the potential readership
consists of other teachers interested in reflecting on the values and practices
inherent in the teaching profession.

Who can participate in this project?

| am hoping to recruit a small number of new teachers who are completing their
initial teacher training, their induction year, or who are in their second or third year
of teaching. Members of the senior team will also be asked to support the project
by providing background information on school policy. The student council will also
be invited to get involved in the project.

Procedures during the research

| will be using interviews and a focus group discussion and aim to include some of
the creative techniques that | used as a modern language teacher to get people
talking, such as ranking and sorting tasks, pictures and cue cards, which can be
more fun and more enlightening than traditional interviews. | am very aware of the
many demands on teachers’ time and do not want to overburden you, but | do
hope to meet with you two or three times, with each session lasting about an hour.
The interviews and discussions will be recorded and together with my notes will
form part of the data for my doctoral thesis. The recordings will be transcribed and
extracts from your ‘stories’ will be summarised in narrative form. Direct quotes
from the transcripts will be used, but all this will be written up anonymously, so
that readers of the thesis or any extracts from it published elsewhere (e.g. in an
academic journal) would find it hard to identify you or the school.
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Appendix D Information sheet for adult participants cont.
Will doing the research help you?

There are no guaranteed benefits to those taking part in this research. However, |
hope you will find the sessions enjoyable and potentially useful. It might be that
some of the discussions help you clarify your ideas about “student voice” or give
you space to reflect on your values and identify any tensions between your values
and the multiple and often conflicting demands made of teachers nowadays.
Participation might also provide part of your evidence of meeting some aspects of
the teachers’ standards or the requirements of your ITT course or induction year. If
you are taking part in one of the existing school focus groups such as the XXX
Group, then your thoughts might influence the development of school or
departmental policy. Should you wish to set up a small “action research” project
with your own students, | would be very happy to support you in this.

Feedback to participants

The final thesis will be available in the university library at Canterbury Christ Church
University. Participants are also welcome to an electronic copy. Please let me know
if you would like one.

Sample topics include:

e your reasons for becoming a teacher

e your experiences since becoming a teacher

e your teacher training course and how well prepared you felt for life as a
teacher

e what you understand by the term “student voice” and “teacher voice”

o whether you experienced or took part in student voice initiatives when you
yourself were at school and how this has shaped your views and values as a
teacher

e what value you place on democratic practices in the classroom and the school

Taking part

Participation is voluntary. Even if you initially decide you want to take part, you can
drop out at any time during the project, by telling me directly, or letting my
supervisor at the university know. During the discussions/interviews you are also
free to decide not to answer a question or take part in a particular discussion
activity. If you have any concerns or complaints about the way | run the research
project, then please either let me know directly or get in touch with my supervisor
or your headteacher. | will ask you to sign a consent form confirming that you wish
to take part and that you understand the aims of the research and how it will be
carried out.

Potential sensitive topics

My research seeks to explore - in a non-judgemental way - participants' views,
opinions and values and how these affect practice and the usual rules of group
discussions (e.g. showing respect for the views of others, being a good listener)
apply. However, talking about personal experiences of school, both as a student
and as a teacher, might include some sensitive topics. For example, it can
sometimes be a challenge if you feel that your views are not shared by the
researcher or by other group discussion members. So if you feel in any way
uncomfortable with a topic, then you have the right to break off the discussion or
move it to an area you feel more comfortable with.
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Appendix D Information sheet for adult participants cont.

Confidentiality - Who will know that you are taking part in the research?

The headteacher and the governors have given permission for me to approach you,
and they support this research project. Some members of the senior team and, if
you are an NQT, your mentor will also know you are taking part. If you take part in
group discussions then obviously the other members of the discussion group will
know.

In group discussions | will make it clear to all members of discussion groups that
the meetings are confidential and that each participant, including myself, is
expected to respect the opinions and privacy of others. | myself will not be
“reporting back” to the headteacher, your line manager or the school governors on
what individual teachers have said. An exception to this confidentiality is if the
discussion takes place as part of a minuted school meeting such as staff meetings
or departmental meetings, when the usual school procedures for disseminating
information will apply. However, within your school, it is possible that other
members of the school community will hear ‘on the grapevine’ that you are taking
part and ask you about it, as the topic is one which interests many teachers. If so
you may choose to talk to your colleagues or students about your part in the
project, while always respecting the privacy of others.

The interviews and discussions will be recorded and kept securely in a place not
accessible to the public.

The project has been reviewed by the Education Faculty Research Ethics
Committee at Canterbury Christ Church University.
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Appendix E Adult Research Participant’s Consent Form

Canterbury
Christ Church
University

Adult Research Participant’s Consent Form

Name of Researcher: Gillian Smith

Title of Project: “Teacher voice” — “Student voice”: Investigating new teachers’
values and practices students on teaching and learning
1. | confirm that | have read and understand the project description for the above
study and have had the opportunity to ask questions

2. | understand that my participation is voluntary and that | am free to withdraw at
any time. If | withdraw from the study | may ask that any data provided by me
as an individual should not be included in the report

3. lunderstand that any personal information that | provide will be kept strictly
confidential

4. | further understand that

¢ interviews and group discussions will be audio-recorded, and relevant
extracts of the transcript notes will be used in the doctoral thesis and
any other publication arising from the research

e participants will be referred to by a pseudonym in all publications

e participants are required to respect the confidential nature of the
contributions others make to group discussions unless explicit permission
has been given by other participants for disclosure

| agree to take part in the above study

Participant

FirstName .............oooeeinin. Family Name ............ccooiiiiiin,
Please choose one or more of the following as a means of contacting you:

() School Email: ......ccoiiniiii @XXX.org.uk

( YHOME EMaIl: «.oeeeiiii
( ) Mobile Phone: ......oei
() School phone: XXX Extension:

( YHOME PhONE ...eoee e

Participant
SIGNATUNE. ...t Dater...coooieiiiiii

Researcher: Gillian Smith

Signature: Date: 21 May 2014
Email: XXX Telephone: Home XXX Mobile XXX
Copies: 1 for participant; 1 for researcher
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Appendix F

Focus Group Guidelines for focus group session

Discussion Guidelines

We will be talking in the focus group about personal experiences and opinions on
the notion of values in education and how students and teachers do or do not

have agency in shaping their educational lives.

Your opinions are important, there are no right or wrong answers and your views

may be different from others in the group.

| will be recording the discussion and making notes in order to remember what is
said, but the conversation is confidential. When transcribed there will be no

reference to your real name.

I’d like to remind you about the need for keeping our discussions today
confidential. Let me remind you as well that you may choose not to answer any
questions which make you feel uncomfortable. Also, your participation is

voluntary, which means you are free to leave the project at any time.

Some “group discussion” requests:

e Please speak up so that everyone, including the recording device,
can hear you.

e Preferably only one speaker at a time — please take turns.

e Please listen carefully and show respect for the views of others.

e Make yourselves comfortable — | hope you will find the session

interesting and enjoyable.
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Appendix G
Focus Group Ice-breaker activity: Diamond Nine ranking task

Statements on Diamond Nine cards

1. The aim of education is the knowledge not of facts but of values

2. Education is a process of living and not a preparation for future
living

3. The object of education is to prepare the young to educate
themselves throughout their lives

4. The goal of education is the advancement of knowledge and the
dissemination of truth

5. The function of education is to teach one to think intensively and to
think critically. Intelligence plus character - that is the goal of true
education

6. Schools should ensure that all students are learning and are
reaching their highest potential

7. We want schools to prepare children to become good citizens and
members of a prosperous economy

8. The ultimate end of education is happiness and a good human life

9. Education is about creating employable individuals as well as good
exam results

Provenance of the statements (some of which have been slightly

adapted)
. William Ralph Inge

. John Dewey

. Robert M. Hutchins

. John F. Kennedy

. Martin Luther King, Jr.
. Estyn

. Bill Gates

. Mortimer Adler

. City & Guilds

© 00 N O O & W N =
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Appendix H Discussion Guidelines and Cue Cards

1. Discussion Guidelines (5 minutes)

o We will be talking today about our personal exparéanand opinions around
the notion of values in education and how studantsteachers do or do not
have agency in shaping their educational lives.

e Your opinions are important, there are no righivawzng answers and your
views may be different from others in the group.

e | will be recording the discussion and making natesrder to remember what
is said, but the conversation is confidential. Wiranscribed there will be no
reference to your real name.

e [’d like to remind you about the need for keeping our discussions today
confidential. Let me remind you as well that youynshoose not to answer
any questions which make you feel uncomfortableoAjour participation is
a voluntary, which means you are free to leaveptbgect at any time.

Some “group discussion” requests:

1. Please speak up so that everyone, includingetteding device, can hear you.
2. Preferably only one speaker at a timgease take turns.

3. Please listen carefully and show respect foviles of others.

4. Make yourselves comfortabld hope you will find the session interesting and
enjoyable.

2. Topics (50 minutes)
Activity 1 Ranking task (5 minutes) and discussion (10 minutes)

Purposes of educatiencurrent debate (Times articles) “I just want the
best for my studentsI don’t care what Ofsted says”

Activity 2 Concepts Lucky Dip (20 minutes)

One teacher picks an envelope with a chocolateande card, starts the
discussion on what it means to him or her then spgnto general brainstorming
session. 3 minutes max per concept

1. Democratic educationCan schools like Daleswood be truly democratic?

2. Aiming for good and outstandirgAt Daleswood what do teaches and students
need to do to be judged good or outstanding i@fEted categories at the next
inspection?

3. Coming out of special measuresVhat have teachers and students had to
do/change to come out of special measures?

4. Student voice: How is student voice articulateshrd and acted on here?
5. Teacher voice: How is teacher voice articulated@rd and acted on here?
6.Ethos of Daleswood: How would you describe tt@giand mission the school?
Activity 3 Tell us about... (a board game with dice and figures)
3. Conclusion (5-10 minutes)

o feedback on session

e reminder of confidentiality

e arrangements for next meetings

e thanks
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Appendix |

Focus Group Task 3

START Discussing Staff Meet- Students’ Coming out of | League tables
teaching and |ings and CPD | attitudes to special and target
learning with learning at measures setting
students Daleswood
What you TELL us ABOUT What you en-
don't enjoy joy about being
about being a -
teacher
Working The current | Lesson ob- Form reps Students giv-
together politics of servations, and school ing feedback
education Ofsted, council at to teachers
performance | Daleswood on teaching
management and learning
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Appendix J

Interview schedule for semi-structured interviews

Schooldays

How would you describe the secondary school you attended? What were
the relationships between teachers and students like?

What opportunities were there for students to become involved in things
like form reps and a student council? Were you involved in any student
voice/student consultation initiatives? Why/why not? Do you think the
voice of students was taken seriously? What influence did student voice
have in the school, if any? What was your view of those students who
did/didn’t become reps or prefects?

Did teachers involve students in decision making in the classroom — for
example about what tasks you would do, or in what order, or a choice of
activity, or seating arrangements or working in groups with a partner?
How did you feel about that?

Did students try to have an influence on those things? Did you personally
feel that you were listened to and taken seriously as a student? If not, did
that bother you at all?

Can you give some examples of what the best teachers did? And what
about those who were not so good? Do you find yourself teaching or
behaving in the same way at all?

In what ways did teachers discuss teaching and learning with you? (eg
how to learn, what was going well in the course and what wasn’t). Do you
think there should have been more discussion on this?

Were there any teachers who were role models for you? Are any of their
values and behaviour and teaching style reflected in your ideas of what a
good teacher should be or do?

Training

When did you first start to consider becoming a teacher? What were your
reasons?

. What is your personal “philosophy of education” (child-centred,
traditional, instrumental) ? What principles do you apply to discipline and
behaviour management (eg “don’t smile before Christmas”)?

. How were you prepared for the task of building relationship with
students? How important is it for you to build up good relationships with
students and how would you describe a good relationship?

Did your training course focus equally on theoretical and practical aspects
of teaching?

5. Did you learn anything about student voice initiatives when you
were training? If yes, in how much depth?

What about topics like AfL, reflective practice, co-construction of learning,
activity learning, learning by experience etc., were things like that covered
atall?

How well prepared did you feel at the end of your training?
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Appendix J cont.

Teaching

What did it feel like when you first stepped into a classroom as a teacher?
People often talk about “surviving” the first year of teaching — was
survival how it felt to you?

How would you describe your teaching style when you first started
teaching? In what ways has the way you teach changed since then?
When you think of why you became a teacher, to what extent have you
been able to achieve your aims?

Have your values regarding the purposes of education changed in any
way? To what extent are you able to you put your values into practice?

Consulting students

What values underpin the way you shape your career, your classroom
practice, your relationships with students their parents; your colleagues?

Describe the kind of teacher you would like to be in relation to consulting
with students on all aspects of teaching and learning? How close are you
to that? To what extent do you help or show learners how to learn — can
you give some examples? How do or how could you create a dialogue
with students about teaching and learning?

What is your view of the power relationship between students and
teachers? Can you be a figure of authority and yet share power with
your students? Is it possible or desirable to introduce democratic
practices into your teaching routine? What about respect: - students for
teachers and vice versa?

How do you develop a culture where learning is valued and even
enjoyed (cf reports into underachievement of white working class from
families where education is not valued). How do you break that circle?

Being a form tutor — how important is it to you and how is the role
different from your teaching role?

How do you view student voice initiatives like students as researchers,
form reps, etc. Can classrooms be democratic places?

Assuming that most students have not yet developed autonomy as
learners, how can you promote that autonomy. Or is spoonfeeding for
exam success unavoidable? Does engaging student voice in the
process of teaching and learning have any part in increasing autonomy?

What in the terms of school structure and the structure of the English
educational system might support or hinder you from doing that?

Is there a clash between what you are expected to do (by the school, by
the education system) and your personal values? How do you come to
terms with that? To what extent do you feel you can put your values into
practice?

Teacher Voice

Is the voice of the teacher neglected?
To what extent do you think that teachers can be change agents?

What keeps you going as a teacher? What are the most rewarding
aspects? What are those things that make you want to chuck it all in and
choose a nice desk job?
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Appendix K - Sample Sheet of template analysis

Chloe Template Love

1. Love of school

1.1 Love of learning
1.1.1 Independent learning
1.1.2 Traditional teaching methods as an aid to learning
1.1.3 Focus on achieving good grades
1.1.4 Intelligence valued
1.1.5 Motivation
1.2 Love of school
1.2.1 Friendships
1.2.2 Participation
Teamwork and collaboration
Teamwork and competition
1.3 Extra-curricular
1.3.1 All-round achievers
1.3.2 Emancipation within bounds
1.3.4. Preparation for life

2.1 Student — Teacher Relationships _Caring
2.1.1. caring-for
2.1.2 caring-about
2.1.3 love
2.1.4 inferred and expressed needs
2.1.5 responsibility

2.2. Student — Teacher Relationships Behaviour Management

2.2.1. “effortless” authority

2.2.2 strictness

2.2.3 sanctions and fear of sanctions
2.2.4 boundaries

2.2.5 rewards

2.2.6 collaborative rules

2.2.7 bending the rules

2.2.8 “rebellion”

4. Becoming a teacher
4.1 Preparedness
4.1.1 role models
Love and awe
4.1.2 being mentored
Being misrecognised
4.1.3 motivation and aspirations
Relationship with girl guides
4.1.4 expectations
Replicate own school experience
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Appendix K cont.

Sample Sheet of Template Analysis p.2

4.2 Reality
4.2.1 being “insufferable”
Lack of level playing field
Parental expectations
4.2.2 behaviour management
Getting the right balance
Being strict
4.2.3 don’t smile before Christmas

5. Being a Teacher

5.1. Values

5.2. Teacher-teacher relations

5.2.1 Solidarity

5.2.2 Own Department

5.2.3. Relationships with other colleagues
5.2.4 in awe of headteacher

5.3 Rewards of caring

What are they for Chloe???
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Appendix L Sample Analysis Pages Amber

1. G Oh you went to an FE
college. Why did you go to
an FE college?

‘cause my school didn’t offer
a sixth form and the local
sixth form was in special
measures and | didn’t fancy
that after spending 5 years
in a school that was in
special measures.

G Yes you said you were in a
special measures school

As soon as | walked in the
door | knew exactly how
these kids are [ah . s0]
which is why | loved it here
so much

G So how do you feel being
in a special measures
school?

| actually felt really positive
about it um I love a good
challenge, | like having my
hands full with lots of things
to do and coming here with
no training in teaching
whatsoever being told,
here’s your timetable, here’s
your class go and teach it’s
kind of like Wow Ok. It’s had
its struggles but the
increasing consistency
across the school has made
my life a breeze this year.
My NQT year has been really
really easy in comparison to
last year it’s been
wonderful.

feeling familiar with
situation feeling at
home, not an unknown
guantity therefore ?—
positive emotional
response, positive
response to challenge,
feeling of knowing being
in control regarding
what needs to be done,
can get down to the
task in hand and
opportunity to show her
qualities by achieving
something worthwhile
that others might find
daunting.

Reiterates lack of
training for position, yet
by second year in
control sense of pride at
her achievement
Reiterates fact that she
achieved despite
attending school in
special measures
Assumptions about
what the kids are like —
labelling them??

Language

Wow loved it

it's been wonderful
as soon as | walked in
the door

repetition in really really
easy

a good challenge
having my hands full
made my life a breeze
this year.

Experience of rising to a
challenge

identifies problems
takes action
comfortable in her
ability to rise to the
challenge

enjoyment of challenge
success after tough first
year —now fully in
control!?
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Appendix L Sample

Analysis Pages Ambe

cont.

2. G And you did Teach First?
| did yes

G So how was that how was
your —what was it 6 weeks’
training in the summer or?
Yes

G [laughing] is that enough
to start somebody off?

No, because we didn’t do
classroom practice, we
didn’t do behaviour
management. We looked at
the theory of pedagogy so it
was kind of like doing a
PGCE condensed into 6
weeks where you just look
at the theoretical side of
education um child
protection issues and it was
all a bit — I don’t want to use
the word wishy-washy but |
don’t know how else to
explain it and it was all kinda
[in stagey voice] let’s hold
hands and tell each other
how we’re feeling about this
experience, are we
anticipating what is going to
happen. First time | stepped
into a classroom was here in
my first lesson which was
scary as hell because | had
no idea what | was doing.
Content: not a clue, you
know apart from my own
education, how to structure
a lesson: not really one
hundred percent on that;
behaviour management, the
policy kept changing, | had
no idea, so | don’t feel the 6
weeks | had at the beginning
of Teach First really
prepared me for what to
expect.

achievement against
the odds

critical of 6 weeks
training

sceptical of ‘let’s hold
hands’ — doesn’t believe
it’s any help at all when
it comes to actual
teaching situation

Language
wishy-washy

scary as hell

staccato list: not a clue
... had no idea

not a clue apart from
my own education
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resilience

down to earth
scepticism about wishy-
washy and touchy feely

feeling of being
unprepared after 6
week Teach First course

emphasis on not
knowing what she was
doing - on not having
been properly ‘briefed’
— having to rely on self




Appendix L Sample
Analysis Pages Ambe
cont.

3. G So you were scared —
you walked through this
door in this room

Yeah

G What did you DO then?
You were feeling really really
nervous, you must have

set up my own policy
first thing

prepared something?

| was so excited as well. So
I’'ve got this lesson, I've
looked at my very first
lesson | ever taught and it’s
hideous [laughs] but | run,
the first things | did, was |
set up my own policy in my
classroom. In my classroom
you must abide by these
rules um and that’s what |
ran through for the first
lesson and then it was a kind
of an introductory here’s a
little bit of an activity | want
to know what you know
already about Biology um
showed them a couple of
very short video clips, got
them to summarise those
and then said Ok from those
videos what can you pick
out that you already know
and things that you didn’t
um so my first lesson was —
it felt Ok but in comparison
to the lessons | teach now
it’s just shocking [laughs]

Language

it felt Ok but in
comparison to the
lessons | teach now it's
just shocking

the first things | did, was
| set up my own policy
in my classroom. In my
classroom you must
abide by these rules um
and that’s what | ran
through for the first
lesson feedback from
students

excited and scared
sets boundaries
disciplinarian — lays
down the law —no
discussion

Amber is in control
pridein
achievement/improve
ment

still remembers exactly
what she did in her first
lesson

willing and confident to
ask for feedback — but
here only from selected
students

4. G Did you get feedback
from students on that first
lesson?

Yeah, some of my Year 10s
they said it was good
because | was so enthusias
and | was really helpful but
they said Yes Miss the
lesson was dire or moist as
they like to use

Language

some of my Year 10s -
they said it was good
because | was so
enthusiastic and | was
really helpful but they
said Yes Miss the lesson
was dire — or moist as
they like to use

the lesson was moist —
Amber quite chuffed at
this term —it identifies
her as someone who
understands student-
speak

confidence and trust —
how are these two
linked?
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