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ABSTRACT

This phenomenological study investigates lived experiences of masculinity among a group of
adolescent Albertan boys. The study’s aim is to better understand participants’ perspectives,
improve the researcher’s teaching practices, and share implications with other educators. Seven
participants, from an urban center in Alberta, were recruited and interviewed. Three themes were
identified: The Expectations Placed on Boys, The Challenges of Being a Boy, and The
Normalization of Negative Boy Behaviour. Expectations placed on boys explored how
participants felt required to follow societal expectations of masculinity. Challenges of being a
boy were described as difficult compared to those faced by girls due to having little autonomy
based on societal expectations. Normalization of negative boy behaviour highlighted how
participants were accustomed to negative behaviour from other males and accepted this
behaviour as typical. This study provides an examination of these themes, identifies potential

implications for educators, and poses questions for further research.
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CHAPTER 1: INTRODUCTION

Accepted gender norms are created and perpetuated by society and impact how all people
interact with one another and the world around them. While a person’s sex is biological and
based on their anatomy, gender is made up of the socially accepted norms that have been
ascribed to “males” and “females” (Connell, 1994; Connell 1995/2005). Males and females learn
about how to enact their gender from the world around them and navigate themselves according
to the societal rules and expectations they have learned (Butler, 1990/1999; Connell, 1995/2005;
Kimmel, 1994b). Gender, as a social construct, is developed and executed by individuals in
society, and is understood in specific contexts. As institutions within their broader communities,
schools act to reinscribe gender stereotypes and they are locations in which these norms are
consistently enacted and enforced (Gutek, 2014, p. 8-9). In attempting to “fit in” with societal
standards and expectations, “gender becomes something you do rather than something you are. It
is a verb more than a noun, a ‘doing’ instead of a ‘being’, even if this doing is regulated by
sometimes highly restrictive gender norms and sanctions” (Carlson, 2017, p. 344). Children start
recognizing and understanding social norms from a young age and begin to view and organize
themselves around gender and what they understand as “correct” gendered behaviour (Bosacki,
2014; Bosacki et al., 2012; DeLay et al., 2018; Goble et al., 2012; Kagesten et al., 2016; Martin
& Dinella, 2012; Martin & Ruble, 2004). As students develop their unique identities as people in
the world, how gender is enacted in schools is an essential part of this.

Through navigating these norms, a hierarchy is created in which individuals are
consistently policing others in order to maintain their status (Connell, 1995/2005; Kimmel,
1994b; Kimmel, 2009). This concept is hegemonic masculinity, which was first conceived of by

R.W. Connell in the 1980s (Connell & Messerschmidt, 2005) and describes the way in which the



dominant masculinity acts to maintain its supremacy while others remain inferior. The
masculinity considered to be most dominant within a hegemonic structure varies across social,
historical, and cultural lines. The theory of hegemony itself was developed by Antonio Gramsci,
who elaborated on Marxist ideas to identify that ruling ideas are created by the dominant class
and consented to by the majority (Gramsci et al., 1971; Bates, 1975). When speaking specifically
of hegemonic masculinity, the ruling class refers to those males who hold the most power and
who best execute what it means to be “male”. It needs to be stated that this ideal masculinity is
unattainable for the vast majority of individuals who identify as male, as it strives for a level of
perfection and specificity which cannot be reached because every male is different and possesses
a unique masculinity (Connell, 1995/2005). In hegemonic masculinity, the dominant masculinity
positions itself at the top of a socially constructed hierarchy in which males regulate other males
and females in order to keep them subordinate. It must be noted that there are multiple
masculinities in existence (as many as there are males), but the dominant masculinity in a
particular context is what these other masculinities are measured against (Connell, 1995/2005;
Coston & Kimmel, 2012; Burns & Kehler, 2014; Rhyms, 2012). It is assumed that gender
relations, and therefore hegemonic masculinity, are relational, historical, and cultural, thus
subject to change (Messerschmidt, 2019). Therefore, the type of man who represents the
dominant masculinity within a hegemonic masculinity structure is subject to change depending
on time, culture, community, and other societal factors. The masculinity which is considered
dominant in a hegemonic power structure need not be the most common form of masculinity in a
particular setting, what is important is how the concept acts to legitimize unequal gender

relations by valuing the dominant masculinity above others (Messerschmidt, 2019).



In studying hegemonic masculinity and its influence within education, several
researchers have discovered its impacts on schools, teachers, and students. These impacts include
such things as educators altering teaching and disciplining behaviours according to students’
gender, the effort put forth by students in various school subjects, the gendering of classes,
students feeling intimidated to participate in physical education classes and sports-based
activities, being uncomfortable in settings such as change rooms and washrooms, fear around
displaying gender deviant behaviour, and even extreme cases of violence (Bennett, 2016;
Borganovi, 2016; Burns & Kehler, 2014; Carlson, 2017; Claussen, 2017; Kehler, 2010; Moreau
& Brownhill, 2017; Taylor et al., 2014; Watson, 2017). As students develop their unique
identities as people in the world, how gender is enacted in schools is an essential part of this.
Research Purpose Statement

The purpose of this study is to better understand Alberta adolescent boys’ perspectives
and experiences of hegemonic masculinity in their schools.
Research Questions
1. How do adolescent Albertan boys who resist the norms of hegemonic masculinity
perceive it in their school community?
a. In what ways have they experienced hegemonic masculinity being reinscribed and
reinforced?
b. How do they describe their experiences of resisting the rules of hegemonic
masculinity?
c. In what ways do they describe repercussions for resisting the rules of hegemonic

masculinity?



Significance of Research

Through this study, | am seeking to better understand how some boys perceive and
experience hegemonic masculinity in school. I am an assistant principal at a K-9 school in
Calgary, Alberta and want to explore how some adolescent Albertan boys who resist the norms
of hegemonic masculinity perceive it in their school community. In undertaking this research, I
am intending to improve my own practice and to better understand and support students who do
not follow gender rules.

Phenomenological research will be conducted (Leavy, 2017; Merriam, 2016), which will
allow for a deep understanding of the participants’ own lived experiences, interpretations, and
perceptions. Understanding boy’s lived realities allows for a thorough knowledge of the
experiences of adolescent boys living in Alberta, Canada. Individual students’ voices can provide
insights into positive and negative aspects of their own experiences and will help support the
researcher’s practice and knowledge.

In hearing students’ own words regarding hegemonic masculinity, | will better
understand participants’ perspectives on how gender is experienced in their unique school
community as well as in their own lives. There has been significant research done in the area of
adolescent boys’ experiences of hegemonic masculinity at school (Bennett, 2016; Burns &
Kehler, 2014; Collier, 2015; Kehler, 2010; Ringrose & Renold, 2010; Skelton & Francis, 2011;
Tischler & McCaughtry, 2011; Watson, 2017), and it is currently a prominent cultural issue in
Western society. In a post-#MeToo era, men who have used their power and privilege to abuse
others and maintain their control are being publicly accused of misconduct in large numbers
(Carlson et al., 2018; Corey, 2017). The media landscape is changing in this era and the

messaging youth are seeing is vastly different than it was, even in the recent past (Anderson,



2013; Bennet, 2017; Bragg et al., 2018; Burrell, 2018; Nussbaum, 2019; Ruiz, 2018; Zalis,
2019). Indeed, in 2018 the American Psychological Association published the first-ever
guidelines for psychologists working with men and boys, revealing the changing nature of our
understanding of masculinity and the necessity of new protocols for professionals (American
Psychological Association, 2018; Pappas, 2019). The future of the #MeToo movement, the
understanding of male/female relationships, and how masculinity will be defined moving
forward is presently being constructed. Boys’ experiences of hegemonic masculinity could be
different than they were years or even months ago due to the rapidly changing climate in our
society regarding gender, power, and privilege (Anderson, 2013; Bennett, 2017; Bragg et al.,
2018; Burrell, 2018; Godwin, 2018). Indeed, reports of discrimination against some boys and a
lack of support for schools in supporting some students in Alberta and Canadian schools are not
diminishing (Callaghan, 2018; Canadian Cultural Mosaic Foundation, 2019; Greenham, 2019;
Imrie, 2019; Murphy, 2019). Alberta has a distinct culture which possesses a history of both
fiscally and socially conservative understandings and beliefs (Bench, 2021; Fletcher, 2018;
Gerson, 2019; Levinson-King, 2019, The Canada Guide, 2021). These conservative views can
sometimes be at odds with ever changing understandings and acceptance made in the larger
Western society around gender roles and expectations, sexual orientation, and the power and
privilege heteronormative, cisgender, White males possess (Fletcher, 2019; Gerson, 2019;
Levinson-King, 2019, Sharpe, 2020). In learning and understanding more about the views of
these Albertan boys, the researcher will gain insight into the lived experiences of these boys in
historically conservative communities. This study will provide me with information helpful in
ensuring that 1 am an educator and administrator who can better support these students. Further, |

will be able to communicate the information learned with other educators and staff working in



schools in order to do what is possible to create safe spaces in school communities for students
who do not follow the rules of hegemonic masculinity. Additionally, this research will provide
insight into how adolescent boys in Alberta navigate masculinity and gender norms in their
communities, which is an area that would benefit from further research.
Definition of Terms

Throughout this study, | will be using terminology which it will be helpful to clarify for
the reader. Hegemony refers to the ways in which the ruling class maintains its power over others
by legitimizing ideas and norms (Bates, 1975; Gramsci et al., 1971). Hegemonic masculinity
refers to the theory which proposes that self-identifying males police other’s behaviour in order
to maintain their power within a hierarchy (Connell, 2005; Connell & Messerschmidt, 2005,
Messerschmidt, 2019; Renold, 2001). Dominant masculinity is used to refer to the ideal type of
masculinity which is most highly valued within a hegemonic masculinity power structure
(Connell, 2005, Connell & Messerschmidt, 2005; Messerschmidt, 2019). Males, men, and boys
are all used to identify individuals who self-identify as “male”, while females, women, and girls
are used to identify individuals who self-identify as “female”; these are based on gender concept
and gender identity (American Psychological Association, 2012, 2015a; American Psychological
Association & National Association of School Psychologists, 2015). Masculine and feminine
refer to the culturally defined gender associations used within Western society. These terms
oppose one another; they are used to identify those things which have been culturally and
socially identified as being associated with the genders of “male” and “female” (American
Psychological Association, 2015b; Capra, 1996). In the context of this study, which focuses on a
modern, Western society, masculine includes such things as power, dominance, rationality, logic,

athleticism, heterosexuality, assertiveness, strength, and leadership. Feminine includes such



things as weakness, politeness, empathy, emotionality, caring, gentleness, sensitivity,
irrationality, and meekness (Capra, 1996). Gender refers to the socially constructed behaviours,
identities, and attributes of “male” and “female”, while sex refers to the biological attributes of
males and females (American Psychological Association, 2012, 2015a, 2015b; American
Psychological Association & National Association of School Psychologists, 2015). The terms
norms and rules are both used throughout the study to refer to the unwritten guidelines of beliefs
and behaviours that are considered acceptable in a particular social group or culture (McLeod,

2008).



CHAPTER 2: LITERATURE REVIEW
Theorizing Gender

As a researcher, | take a view throughout this study that gender is a social construction
produced and maintained by society. An individual’s lived experience in the world helps to
shape their beliefs about what gender is and their own identity.

Due to the biological differences of the sexes, identifying people as “male” and “female”
based on biology has become one of the easiest and most convenient ways for people to
categorize themselves and one another. Therefore, studies on what it means to be a male or a
female are clearly warranted (Coltrane, 1994). Society has constructed ideas and norms about
what a person’s character, interests, skills, behaviour, and so on are, based upon the sex they
were born as. These norms are known as gender. Essentially, sex is based upon a person’s
biology, while gender is based upon the socially constructed norms, rules, and ideas about what
“male” and “female” should be (Coltrane, 1994; Connell, 1994; Connell, 2009). For example,
some expectations of females are that they are emotional, weak, nurturing, and passive.
Meanwhile, males are expected to be strong, resilient, rational, and aggressive. Humans are able
to identify the biological sex of a child when they are in the womb based on the child’s anatomy.
The socialization of the unborn child begins as male or female names are considered, nurseries
are decorated using particular colours, and gendered toys are bought for the child (Connell
1995/2005; Connell, 2009). This gendering continues after the child is born and the socially
accepted ways of being based on the child’s sex are taught and enforced through their social
interactions. These norms continue to be reinscribed through parents, peers, the media,

schooling, and so on (Connell, 2009).



Due to the categorization of people into genders, there becomes a specific set of rules a
person is expected to follow based on the gender they identify as (or that they have been
assigned to by their parents and society based on their biological sex). Since words and actions
look a certain way for each gender, it becomes an enactment of these social roles (Butler,
1990/1999; Connell, 2009). There is a performative aspect of gender in which people who
identify as males perform masculinity, while individuals who identify as female perform
femininity. Judith Butler first introduced the idea that gender is performative in the late 1980s
and noted that, through a stylized repetition of acts, a person’s identity is established (Butler,
1988; Butler, 1990/1999). The stylization of the body and of one’s actions are not passive and
determined biologically, but are rather performed and thereby reinforced constantly by
individuals in society (Butler, 1988; Butler, 1990/1999). Given this performative nature, rather
than being something a person is, gender becomes something a person does (Butler, 1988;
Carlson, 2017; Connell, 2009). For example, some girls are labelled as “tomboys” due to their
performance of enacting masculinity (Renold, 2009), this demonstrates that gender is not
biologically assigned, but is rather a performance of specified characteristics. Individuals
perform as either male or female through their words, their tone of voice, the clothing they wear,
how they style their hair, how they do (or do not) apply make-up, the things they are interested
in, their behaviours, the careers they choose, and so on. All of these actions continue to be
perpetuated as either “male” or “female” in society, and therefore gender norms continue to be
reinforced. It is important to recognize the ways in which gender norms are created and
perpetuated so that we can accurately recognise its implications on all individuals, both males

and females.



Theorizing Masculinity

R.W. Connell explains that we can trace modern theories of masculinity back to three
primary movements (1995/2005). The first is Sigmund Freud’s psychoanalysis, which largely
focuses on a person’s biological sex determining their desires and actions. These psychoanalytic
understandings came directly from clinicians who were working with patients. Freud’s belief
was that a person’s unconscious desires and fears were based on that individual’s biological sex,
and that this largely influenced their actions and behaviours (Connell, 1994; Connell,
1995/2005). His work around the Oedipus complex noted that males suffer from a fear of
castration, hatred toward their fathers, and love of their mothers. It is these innate feelings Freud
thought unconsciously shaped their feelings and actions.

The second understanding, developed by social psychologists is social-role (or sex-role)
theory (Connell, 1994; Connell, 1995/2005). Social-role theory believes that a person’s
biological sex determines their characteristics and traits and that these are innate. This theory
posits, for example, that males are inherently more rational than females due to factors such as
genes and hormones. This understanding believes that males have a specific role to fit in society
based on their natural traits (Connell, 1994; Connell, 1995/2005). For example, social-role theory
believes that males should be breadwinners in the home as they are naturally more inclined
toward paid work due to their intelligence and rationality, while women should raise families and
care for the home due to their nurturing characteristics (Connell, 1995/2005).

Finally, a social view of gender developed from social scientists as the women’s
movement gained momentum (Connell, 1994; Connell, 1995/2005; Connell, 2009). This view
states that sex is biological, but that gender is socially constructed. It is this theory that is being

accepted and used in this study. It was with the rise of this social view of gender that the
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women’s movement and feminist theories began to expand. Along with this, theories in
masculinity began to develop and critical masculinity studies began to gain prominence (Brod,
1994; Coltrane, 1994; Connell, 1994; Connell, 1995/2005).

As scholars began to note the ways in which society acted to enforce roles onto females
that reinforced stereotypes and acted to maintain their lessened power, so too did they begin to
examine how societal norms have impacted men (Brod, 1994; Coltrane, 1994). Despite the fact
that men virtually held all positions of power in Western society, individual men did not feel
powerful themselves (Kimmel, 1994a), therefore examining experiences of men was important
in understanding the issues facing them (Kimmel, 1994a; Brod & Kaufman, 1994).

Predictably, researchers have found that expected gender roles greatly impact males’
experiences. Critical to note is that heteronormativity is clearly implied as fundamental to what it
means to be male (Kehler, 2009; Kimmel, 1994b; Kimmel, 2009). The understanding that males
should be heterosexual greatly impacts how they engage with one another as well as with
females. Importantly, there is a belief recognised in society that homosexuality is not acceptable.
The fear of being seen as homosexual greatly impacts how males act and perform their
masculinity (Kimmel, 1994b; Kimmel, 2009). Being called a sexualized or a feminine insult such
as “gay”, “fag”, or “pussy”, is a fear within males. This is not necessarily because of their actual
sexuality, but because it implies that they are not “doing male” in the right way (Kehler, 2009;
Kimmel, 2009). Additionally, the use of females as a commodity to prove males’ heterosexuality
is done primarily to prove themselves as being masculine to other males (Kimmel, 1994b;
Kimmel, 2009). The fear of being seen as the “wrong type” of male by their same-sex peers, not

by females, is a primary concern among boys and men.
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Indeed, this fear of not being the proper kind of male and not performing masculinity in
the appropriate way is how males police one another and create a hierarchy (Coltrane, 1994;
Connell 1995/2005; Kehler, 2009). This hierarchy places boys best performing what it means to
be masculine at the top, while feminized boys and females remain below. This consistent
navigating of the masculine social order and policing of one another is known as hegemonic
masculinity (Coltrane, 1994; Connell 1995/2005).
Hegemonic Masculinity

R.W. Connell first developed the concept of hegemonic masculinity. Connell
(1995/2005) writes that hegemonic masculinity “can be defined as the configuration of gender
practice which embodies the currently accepted answer to the problem of the legitimacy of
patriarchy, which guarantees (or is taken to guarantee) the dominant position of men and the
subordination of women” (p. 77). The hierarchy places males at the top and females at the
bottom. Additionally, males deviating from masculine norms also lose top positions in the
hierarchy (Connell, 1995/2005, p. 78). Boys and men continually police one another in order to
keep this hierarchy in place; males who do not adhere to the dominant masculinity are often the
victims of name-calling and taunting, reminding them of where they stand on this accepted
hierarchy. Generally, this name calling is sexist or homophobic in nature (as these act to situate
them closer to the position of females in the hierarchy) but it can target boys in any way which
will act to subordinate them. For example, Martino (2003a) studied boys in Australia where
racism in conjunction with masculine norms were often utilized to enforce the hierarchy, and
PettyJohn et al. (2019) researched backlash following the #MeToo movement, in which some

men attacked those who stood with women as being weak or lesser than as men.

12



The dominant masculinity itself, being unattainable by most boys and men, keeps men
and boys in a state of fear that they are inadequate, thus allowing for the policing of others
(Kimmel, 2009). In ensuring that other, less “masculine”, men and boys are being subordinated,
those males who are higher on this social ladder maintain their positions of power and control.
Research has found that males are less likely than females to stand up to inequality or reject the
gender rules that act to enforce male superiority (Kagesten et al., 2016). The masculinity which
is dominant varies between contexts, but the concept of the hierarchy still exists (Castellanos et
al., 2019; Kagesten, 2016; Skelton, 1996, 1997).

Gender Inequality in Society and Societal Institutions

Despite huge leaps that women have made in society, we still operate in a patriarchal
system which values “masculine” versus “feminine” ideals (Buchmann, 2009; Capra, p. 10,
1996; Grumet/Hobart & Smith Colleges, 1981; Kimmel, 2013). It is important to continue to
emphasize that while the construct of sex is biological, gender is socio-culturally defined. Those
things which are considered either “masculine” or “feminine” are established socially and
culturally (Capra, p. 10, 1996; Kagesten et al., 2016; Pinar et al., 1995). The two are
dichotomous in nature and we define one as being the opposite of the other (Capra, 1996;
Connell, 2008, p. 134). All individuals are born with both “masculine” and “feminine” traits, but
the society and culture in which they develop encourages gendered behaviour from a very young
age (Bosacki, 2014; Braun & Davidson, 2017; Kagesten et al., 2016; Martin & Ruble, 2004).
“Masculine” norms are granted more respect and authority than “feminine” norms (Capra, 1996;
Drudy, 2008; Kagesten, 2016; Pinar et al., 1995; Taylor et al., 2014). In this way, Western
society has operated from a place which acts to keep White, male, upper- and middle-class men

in power.
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The ways in which males dominate in present Western society is not always done in the
blatant and oppressing ways in which sexism occurred in the past. Instead, we are now faced
with sexism in which gendered views and beliefs are so ingrained in our culture that both males
and females act and think with the understanding that “masculine” is better than, or superior to
“feminine”. This is deeply embedded in our society and can sometimes be difficult for people to
see, as socio-cultural bias toward masculinity is profound and deep-rooted (Capra, 1996; Drudy,
2008; Martino & Kehler, 2007; Pateman, 2016; Patil, 2013; Pinar et al., 1995; Quinn, 2019;
Skelton, 2002, 2009).

The gender issues seen in our community overall inevitably trickle down into all aspects
of society. Gender bias is systemic and prolific within societal structures, including our
education system (Carlana, 2019; Chemaly, 2015; Cimpian, 2018). Being an institution operating
within society, the education system and our schools themselves cannot escape the problems
with gender we see in the larger culture. For example, essentialist thinking about gender roles
often finds its way into education: male teachers are often generally believed to be naturally
better at discipline than their female counterparts (Halpern et al., 2011; McDowell &
Klattenberg, 2019; Skelton, 2002). This belief presumes that female teachers are less able or
differently equipped to perform their jobs due to assumptions based on biology that women are
physically and mentally weak, irrational, and emotional. This can result in male teachers being
expected to perform more “masculine” labour (such as discipline and team coaching) than
female teachers (Cruickshank et al., 2018; Drudy, 2008; McDowell & Klattenberg, 2019).
Additionally, male teachers can be assumed to be better at connecting with male students due to
the simple fact that they are the same sex, ignoring that all teachers and students have various

personalities and interests which can appeal to a wide variety of individuals, regardless of gender
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identity (Drudy, 2008; Halpern et al., 2011; Skelton, 2002). School subjects thought of as
“masculine” (i.e., math and sciences) are generally more highly regarded in K-12 schools as well
as post-secondary institutions, leading to higher paying jobs post-graduation (Buchmann, 2009;
Drudy, 2008; Howes et al., 2018; Jackson et al., 2019; Pinar, 1995; Sassler et al., 2017; Taylor et
al., 2014; Watt et al., 2017). There are many factors that likely contribute to the gender gap in
STEM (science, technology, engineering, and math) careers. The lack of females in these
careers, as well as males in “feminine” careers is well-documented (Cruickshank et al., 2018;
Holmes et al., 2018; Howes et al., 2018; Jackson et al., 2019; Sassler et al., 2017; Watt et al.,
2017). Additionally, STEM post-secondary majors do not only typically lead to better-paying
careers post-graduation, these careers are typically more highly regarded than “feminine” careers
(Buchmann, 2009; Drudy, 2008; Howes et al., 2018; Pinar, 1995; Taylor et al., 2014). Teachers
who fall outside of traditional gender and sexuality roles — particularly those who are not
heterosexual and/or cisgender — often feel the need to hide their authentic selves from students,
parents, and co-workers (Bower-Phipps, 2017; Martino & Frank, 2006; Mayo Jr., 2020; Wells,
2018). Fear of repercussions by districts, parents, co-workers, and students for not being
considered “normal” results in some teachers presenting a different version of themselves at
work and hiding other parts of their lives (Bower-Phipps, 2017; Martino & Frank, 2006; Mayo
Jr., 2020). Though advances have been made to include various voices and perspectives in
school curriculum, it still rarely includes all alternative voices, particularly voices which fall
outside normative gender and sexual identities (Martino & Cumming-Potvin, 2011, 2016).
Teachers often feel uncomfortable about including alternative and queer voices in the classroom
due to fear of repercussion (Bower-Phipps, 2017; Martino & Cumming-Potvin, 2016). Often, if

they do include these Other voices, they feel as though they must do so secretively — implying
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that these perspectives are innately “wrong” and deserve to be hidden (Bower-Phipps, 2017,
Martino & Cumming-Potvin, 2011, 2016; Mayo Jr, 2020). Finally, boys and girls who feel that
they do not fall within “normal” gendered ideals often feel isolated, unwelcome, or even unsafe
at school (Burns & Kehler, 2014; Carlson, 2017; Kehler, 2010; Newsom, 2015). While the
modern generation is, generally, more inclusive than past generations, bullying, name-calling,
and isolation due to gender and sexual differences still occurs and results in some school places
(such as change rooms and washrooms) being places students feel insecure (Burns & Kehler,
2014; Callaghan, 2018; Carlson, 2017; Kehler, 2010). All of the aforementioned examples of
research surrounding gender and education will be discussed in further detail below. There has
been a significant amount of research done in gender and education, and the issue is certainly
one in which repercussions can be seen in many different areas of schooling, in both teachers’
and students’ lives.
Gender Inequality in Education

In education, gender inequality is prevalent in many ways. Though obvious, explicit
forms of sexism are no longer as culturally accepted, implicit and elusive sexism is rampant
throughout all our society, trickling down into our educational institutions as well. Some teachers
treat male and female students differently, and though students may not notice, these interactions
become ingrained (Halpern et al., 2011; Martino et al., 2005; Skelton & Read, 2006). As an
institution within our society, created in order to perpetuate what we deem most valuable, it is
unsurprising that the predominant values in society are also prevalent within educational
institutions (Gutek, 2014). From the ways in which people interact, the gender association school

subjects have, the differing ways males and females are treated in schools, the belief that gender
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impacts how individuals learn, and so on, cultural norms have fully penetrated our educational
system.

While students are no longer forced to be segregated according to their sex, many things
within the educational system are still gendered. School itself has been organized in a “rational”
(masculine) way; separating forms of knowledge into subjects and units, progressing all students
based on their numerical age, assigning a specific percentile grade to how much teachers
evaluate that students “know”, and so on. Boys who are gender nonconforming have a much
higher chance of being excluded by peers than gender conforming boys, gender conforming
girls, and gender nonconforming girls (Paechter et al., 2021; Bragg et al., 2018; Braun &
Davidson, 2017). This points out just how much the gender hierarchy is enacted in society and in
schools.

Boys and Masculinity in Schools

Many researchers have looked into how boys maneuver their way through adolescence
and the ways in which they feel they themselves are policed or police others based on gender
norms (Kagesten et al., 2016; Kehler, 2007, 2020; Kehler & Greig, 2005; Kehler & Martino,
2007). Boys often feel the need to “wear a mask” when it comes to their interactions with others
at school in order to appear “tough” or “cool” (Martino, 2000; Newsom Siebel, 2015). It is
frowned upon to be overly emotional and the fear of appearing “feminine” can cause boys to
hide who they really are and disallow them from forming natural, close friendships with other
boys. Male students can feel uncomfortable negotiating male-male relationships and have to alter
their behaviour depending on who they are interacting with (Kehler, 2007; Kehler & Greig,
2005). DeLay, Martin, Cook, and Hanish (2018) found that homophobic name-calling in schools

can cause children to feel less similar to their same-gender peers and more like other-gender
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peers; this can lead to marginalization and mental health issues when students feel they do not
belong in the “normal” way their classmates do. Indeed, heterosexuality is the overwhelming
norm in society (and therefore in schools as well). The fear of being thought of as homosexual,
regardless of actual sexual-orientation, or not understanding “othered” peers can result in fear
among students and result in homophobic slurs and exclusion of others (Braun & Davidson,
2017; Epstein, 1997; Lapointe, 2015). While what is “acceptable” behaviour among boys can
change, this has to be encouraged by a dominant male in order for other boys to welcome a
change and proceed as well (McGuffey & Rich, 1999; Skelton & Francis, 2011).

Generally, the dominant males in most schools have been awarded that position due to
success in sports, their athletic ability “proving” their masculinity enough to allow them leeway
in negotiating acceptable masculine behaviour. The phenomenon of boys becoming dominant
involves a hierarchy in which boys compete against one another and police one another to
maintain the accepted norms of what it means to be “masculine”; this stems from wanting to
follow accepted norms as well as a fear of being seen as the “wrong type” of boy (Coltrane,
1994; Kimmel, 1994). The “right type” of boy is typically athletic, and adolescent boys who are
not “properly” athletic often feel out of place in classes such as physical education because they
are generally set up to be competitive environments in which the most athletic boys “win” and
the others find themselves feeling out of place (Burns & Kehler, 2014; Connell, 2008; Tischler &
McCaughtry, 2011). Athletic ability and heterosexuality continue to dominate how boys perceive
what makes someone “properly” masculine. Sports culture is embedded in schools and in society
and acts to promote particular boys as leaders and to exclude boys and girls who do not share the

same interest and/or ability in athletics (Bennett, 2016; Connell, 2008; Skelton, 2000).
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Male Students as “Disadvantaged” in Schools

Several researchers have explored the idea of males being labelled “the new
disadvantaged” in schools due to low literacy scores and the supposed “feminization” of teaching
(Alloway, 2007; Martino, 2003b; Martino & Kehler, 2007; Martino & Rezai-Rashti, 2012;
Watson et al., 2010; Watson & Kehler, 2012). Due to teachers — particularly early childhood
education teachers — being predominantly female in Western society, teaching is considered a
“feminine” career (Alloway, 2007; Howes et al., 2018; Martino & Rezai-Rashti, 2012;
McDowell & Klattenberg, 2019; Watson et al., 2010; Watson & Kehler, 2012). An essentialist
viewpoint considers the lack of male teachers to attribute to “feminized” schools and boys’
academic underachievement, though this has been widely disputed (Alloway, 2007; Martino,
2003b; Martino & Kehler, 2007; Martino & Rezai-Rashti, 2012; Watson et al., 2010; Watson &
Kehler, 2012). Within gender studies and education, there has been attention paid to males
scoring poorly compared to their female counterparts, particularly in literacy (O’Grady et al.,
2019; Richards, 2017; Watson et al., 2010; Watson & Kehler, 2012). There has been much
research and media attention paid to this and labelling males as at-risk students (Watson et al.,
2010; Watson & Kehler, 2012). This disregards the question of which boys and which girls are at
the greatest risk of low literacy and low academic achievement. It also ignores the various other
factors which contribute to academic failure, such as family dynamics, culture, community,
socio-economic status, motivation, health, relationships, and so on (Patten, 2019). Frank, Kehler,
Lovell, and Davison (2003) have noted that representing “boys as a cohesive group enables a
particular reading that highlights injustices assumed to impact on all boys, without
acknowledging the privileged elements of masculinities that advantage some boys over other

boys and over some girls” (p. 120). We can see how this acts to keep populations of people who
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struggle academically due to factors other than gender identity from receiving adequate support.
Grouping together all boys ignores the privilege that White, middle- and upper-class,
heterosexual males possess. Socioeconomic status is the most important attribute in whether a
student will succeed academically in school (Crawford et al., 2017; Hadjar et al, 2015; Stockfelt,
2016; Veas Iniesta et al., 2017). Using multiple predictors of socioeconomic status — such as
parental income, parental education, and neighbourhood lived in — are far more helpful and
predictive indicators of student success than gender (Patten, 2019). Ignoring these important
factors and labelling half of the student population as “at-risk’” does a disservice to all students
who would benefit from more support academically. In discussing a “boy-friendly” guide put out
by the Ontario Ministry of Education, Martino and Kehler (2007) write:
Although the Me Read? document acknowledges that gender is ‘not the only factor at
play in determining performance in reading and writing,” (p. 6), it fails to acknowledge
what the Organization for Economic Co-operation and Development (OECD) (2004)
reported as the overwhelming fact that ‘socio-economic difference is the strongest single
factor associated with performance’ (p. 6). Moreover, on page six of the document in a
section with the heading, What about girls?, the Ministry acknowledges that ‘differences
among boys and among girls are greater than those differences between boys and girls’
(p. 6). (p. 413-414)
Undoubtedly, socioeconomic status is of huge importance in determining student success.
Boys and girls should be seen as individuals, not grouped together in an essentialist view of their

gender.
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“Boy Friendly” Teaching Strategies

The push for “boy-friendly” tools and strategies in schools is an example of an
essentialist view of gender which acts to re-establish gender norms. Encouraging these tools and
strategies is superficial and is condescending to boys who all have their own unique identity.
These strategies have been used throughout Western society, from the Me Read? guides out of
Ontario (Ontario Ministry of Education, 2004, 2009) to the push for single-sex schools (Charlton
et al., 2007; Grieg, 2011; Halpern et al., 2007; Martino et al., 2005). Martino and Rezai-Rashti
(2012) have pointed out that, when we utilize “boy-friendly” strategies such as these, “a very
specific regime of truth about boys’ reading practices is endorsed, one that is grounded in
familiar gender binaries through which girls are constructed as being naturally intuitive, while
boys are supposedly predisposed to more concrete and rationalist thinking” (p. 433). To reduce
male students to gendered assumptions and promote common sense notions such as reading
“action-based” books, utilizing competition in the classroom, and incorporating several play
breaks during the day assumes all boys are the same (Kehler, 2010). Indeed, any number of
students, regardless of gender, will respond well to “boy-friendly” approaches, while others will
not. Reductionist approaches do nothing except further embed gender assumptions into the
minds of teachers, students, and parents. Furthermore, these approaches often “dumb-down”
(Martino, 2003b, p. 16) class work in order to make it more accessible to all boys, this is
patronizing and poses an injustice to all male students.
Teacher Gender Identity in Schools

As a result of the belief that schools have become overly feminized, some school districts
have attempted to persuade more males to apply for teaching positions (Carrington & Skelton,

2003; Cruickshank et al., 2018; Godfrey & Manis, 2017; Martino, 2008b; Mills et al., 2004;
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Skelton, 2002, 2007; Stewart et al., 2016). In addition to more men in general, there has also
been a significant push for non-White male teachers to enter the profession in order to better
represent the diverse students they are teaching (Green & Martin, 2018; Meidl, 2019; Scott &
Alexander, 2019; Will, 2018; Woodson & Bristol, 2020). These are certainly not negative
actions in themselves, but some researchers have found that this becomes complicated for several
reasons. There is the understanding that these male teachers are supposed to be role models for
young boys and be excellent at disciplining students. This suggests that all males are innately
skilled at disciplining and that, merely for being the same gender, boys will automatically see
them as role models. Further, it implies that female teachers are unable to connect with students
and deal with issues of authority. Martino and Kehler (2006) point out that “[t]he implication [of
needing male teachers as role models] is that female teachers are unable to manage boys’
behaviour and that boys need men to confirm their masculinity” (p. 120). In addition, the idea
that male teachers have the supplementary job of “role model” (in addition to teacher) and the
question of what type of role model schools are seeking comes into play. Skelton (2007) points
out that in attempting to hire more male teachers, “there is little evidence of any wish to
recognize diverse or different constructions of masculinities. Rather, men teachers are perceived
as (desirably) bounded by stereotypical masculine conventions which will allow them to
motivate and inspire recalcitrant male pupils” (p. 682). Male teachers are expected to possess
“normal” gendered traits in order to promote these behaviours in students (due to the fear that
our boys are becoming demasculinized as a result of an apparently feminized schooling
experience).

In relation to teachers as role models, teachers may feel as though they are under

surveillance; this results in them consistently monitoring themselves (Martino, 2008a; Martino &
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Frank, 2006). Both male and female teachers are under constant pressure not to deviate from
accepted gender norms. Martino and Frank (2006) point out that male teachers recognize the
power dynamics of their classrooms and that they must fashion themselves within limits,
knowing that in order to maintain control of male students they must exert an accepted form of
masculinity. They have to consistently monitor themselves to ensure they are acting within the
accepted norms. Additionally, teachers who have considered or attempted to be more inclusive
of more voices have often found that they decided against sharing Othered voices in the
classroom, felt uncomfortable while they did so or when questions arose, or faced negative
feedback from their superiors (Blackburn et al., 2016; Cumming-Potvin & Martino, 2018;
Martino & Cumming-Potvin, 2011, 2016). While inclusivity is promoted in most school
districts’ policies, in practice gendered expectations are still embedded throughout the
educational system.
Masculinity and Violence in Schools

There has also been research into a connection between hegemonic masculinity and
extreme violence in schools (Carlson, 2017; Evans, 2016; Farr, 2018; Kalish & Kimmel, 2010;
Kimmel & Mabhler, 2003; Mills & Keddie, 2010; Saee-Nazari, 2015; Stolz, 2005). Of course,
multiple factors are at play when extreme events such as school shootings occur, and masculinity
is just one variable. That being said, it is a factor that has been explored by some researchers. As
aggression is a facet of masculinity, boys who feel marginalized will sometimes, in extreme
situations, attempt to avenge their aggressors in the form of extreme violence. While school
violence and shootings generally used to be associated with American schools in low-income
areas where gang violence was an issue, this statistic has changed over the years — though school

shootings are still most prominent in schools in the United States (Farr, 2017; Kimmel & Mahler,
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2003; Saee-Nazari, 2015). The inner-city schools which were more likely to have shootings in
the past have been enforced with metal detectors and security guards, causing the amount of
shootings and violence to substantially decrease (Kimmel & Mahler, 2003; Kimmel, 2009).
Furthermore, the violence that existed in these settings was generally in the form of a single
student bringing a weapon to school to attack one other student over an outside incident (Kimmel
& Mabhler, 2003). Since 1982, the landscape of school violence has changed dramatically from
inner city schools in lower socioeconomic neighbourhoods to middle-class, suburban schools
(Evans, 2016; Kalish & Kimmel, 2010; Kimmel & Mabhler, 2003). In these rare cases, a student
(or students) will bring multiple weapons to a school and seemingly shoot at random. These
shootings have overwhelmingly been performed by White, middle-class, male students. Kimmel
and Mahler (2003) have pointed out that in the coverage for school shootings, the media pays
“little or no attention to the obvious fact that all the school shootings were committed by boys —
masculinity is the single greatest risk factor in school violence” (p. 1442). Indeed, if a mass
shooting were performed by a female, that fact would certainly not be absent from the headlines;
violence and aggression are so closely associated with males that when a horrific, violent act
occurs it is assumed that it has been undertaken by a male (Evans, 2016; Kimmel & Mabhler,
2003; Stolz, 2005). Several researchers have pointed to the masculine culture of bullying,
aggression, and revenge to explain why these tormented students have responded to their
marginalization with extreme and violent forms of “masculinity” (Carlson, 2017; Evans, 2016;

Farr, 2018; Kalish & Kimmel, 2010; Kimmel & Mahler, 2003; Stolz, 2005).
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CHAPTER 3: METHODOLOGY

Introduction

The objective of this study is to explore the lived experiences and perceptions of the
participants. This chapter outlines the method of research and analysis which was utilized to
explore Albertan, adolescent boys’ perceptions of hegemonic masculinity in school. First, the
setting of Alberta and its unique identity is explained. This is an important aspect for readers to
understand as living in Alberta largely shapes participants’ worldviews and lived experiences.
Next, researcher reflexivity is discussed, which is important for readers to understand the
motivation behind the research. Following, an overview of the research design used, including
the rationale for utilizing a phenomenological design method, is provided. This is followed by a
description of the recruitment process, how participants were selected, and an outline of the
demographics of interviews and the participants. An overview of the data collection and
description of the interview process follows. Then, a breakdown of the analysis of the data is
included. Next is an overview of how compliance with ethical standards was maintained. Lastly,
a philosophical statement outlining the researcher’s positionality is provided.
Setting: Alberta’s Unique Identity

It is important here to include background information on Alberta, as its location and
identity are a part of participants’ lived experiences and worldview. Alberta is often considered
both a socially and fiscally conservative province, having majority voted for political parties with
conservative ideals in every federal election for almost ninety years (The Canada Guide, 2021).
These results are often dissimilar from the rest of Canadian majority votes, indicative of
Alberta’s unique identity. There is a widespread stereotype that Alberta is teeming with right-

wing, racist, homophobic, sexist, conservatives (Gerson, 2019; Levinson-King, 2019).
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Additionally, Albertans often feel unrepresented, misunderstood, and undervalued by the rest of
Canada, resulting in an ever-continuing misinterpretation and misrepresentation of voices on
several “sides” (Gerson, 2019; Levinson-King, 2019). The present “us-versus-them” mentality
which many Albertans hold in opposition to the Federal Liberal government has only been more
heightened with the economic crash following the fall of oil prices in 2014 and the feeling that,
despite years of equalization payments, Alberta is not being cared for now that it is struggling
economically (Bench, 2021; Gerson, 2019; Levinson-King, 2019). During this time, Donald
Trump also spent a term in office in the United States and infamously vocalized radical and
hateful rhetoric throughout his candidacy and presidency (Carlson, 2017; Lugman, 2018). The
witnessing of extremist views and not having political figures publicly denounce dialogues of
hate for fear of undermining the value of free speech has resulted in many people becoming more
emboldened to speak and act on discriminatory beliefs in their communities (Bench, 2021;
Carlson, 2017; Lugman, 2018).

Alberta has always been a province that has relied heavily on its land and natural
resources. The province was built around farming families and communities trying to create
better lives for themselves (Gerson, 2019). The culture of farming communities and a Western
heritage is a large part of what makes up Alberta’s identity (Levinson-King, 2019; Thomas,
2018). Since the late 1800s, when oil was first found in Alberta, it has remained a primary
resource and has helped shape the province’s economic, cultural, and political landscape (Alberta
Culture and Tourism, 2021). Within this sector, the primarily male workforce, the potential of
earning a high wage without necessarily possessing a formal education, the “boom and bust”

nature of oil, and the stereotypical “blue collar” labour have helped shape Alberta in ways very
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unlike many other areas of Canada (Alberta Culture and Tourism, 2021; Gerson, 2019;
Levinson-King, 2019).

Alberta is one of only three provinces in Canada in which Catholic schools are
considered “public” and are funded by the provincial government (along with Ontario and
Saskatchewan) (Coren, 2020; Fletcher, 2018; Government of Alberta, 2021). As Western society
becomes more secular in order to include and provide for all voices and cultures equally, this
results in opposition from people who feel religious education has no place in publicly funded
institutions. In Alberta, separate schools are protected under the constitution (Government of
Alberta, 2021). However, with large Catholic school boards often clashing with public sentiment,
human rights laws, and curriculum around gender and sexuality, many are angered that these
districts continue to be publicly funded and are concerned for the safety and inclusion of all
students (Coren, 2020; Kerr, 2018; Offin, 2018). In a historically right-wing province, this has
people concerned about the welcome inclusion of all students (Coren, 2020; Kerr, 2018).

The election of the United Conservative Party in 2019 and re-election in 2023 has many
Albertans who hold views which are more left-wing concerned (Sharpe, 2020). For example, the
passing of Bill 8, which makes it more difficult for students to create and effectively run GSAs
(Gay Straight Alliances) in their schools, has been a cause of great concern for several students,
educators, parents, and community members (French, 2019; Ramsay, 2019; Sharpe, 2020).
While the government insists that Alberta still has the strongest laws to protect queer students,
those who oppose the bill disagree (French, 2019; Ramsay, 2019). Language in the law has been
changed which allows principals and/or school districts as much time as they like before starting
a GSA at a student’s request, does not ensure students are allowed to use language such as

“queer” or “gay” in their title, and in exceptional circumstances, staff can disclose to parents
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whether their child is part of a GSA (French, 2019). Those who oppose the Bill argue that due to
these guidelines, students who fear their parents discovering their participation in the club —
those who are already part of an at-risk group — are unlikely to join or start a GSA at all
(Ramsay, 2019; Sharpe, 2020). It is important as educators to ensure all of our students are
welcome and safe, and concerns in Alberta around conservative politics and the funding of
religious schools continues to be a point of controversy (Coren, 2020; Sharpe, 2020).
Researcher Reflexivity

I believe “that we are actively engaged in construction and reconstructing meanings
through our daily interactions” (Leavy, 2017, p. 13) and that gender is a socio-cultural construct
(Lindsey, 2015, p. 10). From my perspective, knowledge is socially constructed; it has historical
roots and is passed down through traditions and maintained via social interaction. Therefore, |
believe that we learn things as a result of the culture around us and through structures such as
schools. This belief places me within the paradigm of a constructivist. Through completing this
research, | seek to deeply understand participants’ own perspectives about hegemonic
masculinity in their own lives, therefore allowing me to better understand how they believe it is
being enacted in their school. I “value people’s subjective interpretation and understanding of
their experiences and circumstances” (Leavy, 2017, p. 13) and believe this is the best way to gain
a deep understanding of the subject matter being explored. In order to best understand
individuals’ lived experiences of hegemonic masculinity within schools, | conducted
phenomenological research. | focused on the experience and understanding of hegemonic
masculinity at school from the points of view of my participants, who self-identified as

individuals who do not follow the gender rules in their communities.
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Research Design: Phenomenology
Why Phenomenology?

This study utilizes a phenomenological approach. Due to its experiential nature,
phenomenology allows the time to speak with few individuals and to deeply understand the
participants’ lived experiences. Phenomenology seeks to understand human understanding and
interpretation of a specific event, or phenomenon, and to understand what a phenomenon or
concept means by examining people’s experiences of them (Hopkins et al., 2017; Leavy, 2017,
Merriam & Tisdell, 2016; Randles, 2012). It acts under the belief that all humans interpret the
world around them differently and will therefore have a distinct perception and awareness of an
event, concept, or phenomenon. Generalizability is not the goal, and | can “retain what is most
meaningful about the case being examined” (Randles, 2012) and utilize the knowledge to
directly impact my own understanding and practice. In the case of this research study, the
concept participants will be asked about will be their personal experiences of hegemonic
masculinity; this will result in learning about their own interpretations of the concept of
hegemonic masculinity in their lives.

Phenomenology is appropriate for this study as it allows me to acutely understand the
lived experiences of a small number of participants. Since the number of participants will be
small, I will have the opportunity to better immerse in their experiences through the data
collected. Having the opportunity to collect rich qualitative research will allow me to acquire a
deep insight into participants’ lived experiences.

This research, more generally, draws on Sharan B. Merriam’s qualitative research
approach. This is because Merriam provides a structured and informative way to utilize

qualitative research in an educational setting. She “presents step by step the process of designing
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qualitative research in a rather detailed fashion” (Yazan, 2015, p. 141) which will provide a
useful and structured approach to this study. Additionally, Merriam notes that the “key concern
is understanding the phenomenon of interest from the participants’ perspectives, not the
researcher’s” (1998, p. 6), which is important in allowing participants’ voices and perspectives to
be shared. As the intention of this study is to deeply understand participants’ lived experiences, |
believe that phenomenological research provides appropriate alignment.
Phenomenology: A Background

Phenomenology was first developed as a philosophy by Edmund Husserl and developed
into a type of qualitative research (Leavy, 2017; Merriam & Tisdell, 2016; Neubauer, Witkop, &
Varpio, 2019). In particular, Martin Heidegger was an important researcher in developing
hermeneutic phenomenology (Hopkins et al., 2017; Neubaueret al., 2019), which is most closely
aligned to the phenomenological research this study undertakes. Heidegger further developed
phenomenology in narrowing it down to focus on specific participants and/or events (Hopkins et
al., 2017; Neubauer et al., 2019). For this study, Heidegger’s approach to phenomenological
research is better suited, because it is focused more on an individual’s unique experience or
experiences, rather than Hessler’s broader goal of essential structure (Hopkins et al., 2017, p.
22). While Hessler’s focus on bracketing attempts to remove the researcher and detach them
from the inquiry, Heidegger notes the importance of the researcher’s own assumptions,
knowledge, and understandings in interpreting the phenomenon being studied; the “messiness”
of the research process is embraced (Hopkins et al., 2017, p. 22; Randles, 2012, p. 12). This is
important for this study, as | believe that positionality should be embraced and that it is not

possible for a researcher to be fully detached from what they are investigating. Further, the
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research done in this study is intended to improve my own knowledge and professional practice,
so it is beneficial and important to accept my role as the researcher throughout the process.
Recruitment Process

For this study, homogeneous sampling was used. This type of purposeful sampling was
necessary as adolescent boys from Alberta who resist the rules of masculinity were invited to
participate in the research (Creswell & Guetterman, 2019, p. 208; Leavy, 2017, p. 148). In using
homogeneous sampling, | was able to recruit participants who were the age and gender
specifically needed for the study to share perspectives about masculinity at school. Additionally,
homogeneous sampling was useful as the study sought boys who self-identify as not following
the expected rules of hegemonic masculinity in their communities; if snowball sampling was
needed, participants may know and/or spend time with other individuals with a similar profile
and who would also want to share their experiences.

Participants were recruited through my social and professional circles; friends, family,
and colleagues were asked if they know of any adolescent Albertan boys who do not follow
gender rules and who would be willing to participate in research about being a boy at school. A
recruitment poster was also shared (Appendix D) which used plain language for potential
participants and simply stated what would be asked of them (1-2 hours of time for an interview).
Through these recruitment strategies, seven participants who self-identified as Albertan boys
who resisted the rules of masculinity agreed to participate in the study. Six of these participants
were students at the school | taught at during the time of the recruitment process and interviews,
who were interested in participating when some of my colleagues informed them about the

research study.
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Demographics

The interviews used in this study were completed between February 24 and May 27,
2022. All participants were recruited when they learned of the study from a parent, teacher, or
school staff member and were given a recruitment poster. Through reading the recruitment poster
and having the research explained to them by myself, all participants self-identified as boys who
felt they had a different experience of being a boy in school than others might. Six of the
participants were interviewed in person and one was conducted over Zoom due to the
participant’s comfort level and the ease of using technology rather than travelling to a different
location. All seven participants reside in Calgary, Alberta. The participants included three
Caucasian Canadian males, two Pilipino Canadian males, one Latino Canadian male, and one
African Canadian male. At the time of interviews, one participant was in grade five, four
participants were in grade six, and two participants were in grade seven. Six of the participants
attended the same school, located in Southwest Calgary. One participant attended a different
school, also located in Southwest Calgary.

Below is a Participant Chart providing demographics and pseudonyms for each of the
participants who took part in the study.
Table 1

Participant Chart

Participant #1 was in grade 7 at the time of the interview. He is an
Participant #1 African Canadian male who attended the school in Southwest Calgary
(Iron Man) where the researcher taught at the time. He chose the pseudonym “Iron

Man” for use in the study.
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Participant #2

(Iron Spider)

Participant #2 was in grade 7 at the time of the interview. He is a Latino
Canadian male who attended the school in Southwest Calgary where the
researcher taught at the time. He chose the pseudonym “Iron Spider” for

use in the study.

Participant #3

(Pierre)

Participant #3 was in grade 5 at the time of the interview. He is a
Caucasian male who attended a school in Southwest Calgary. He chose

the pseudonym “Pierre” for use in the study.

Participant #4

(Bob #1)

Participant #4 was in grade 6 at the time of the interview. He is a
Caucasian male who attended the school in Southwest Calgary where the
researcher taught at the time. He chose the pseudonym “Bob” for use in

the study.

Participant #5

(Bob #2)

Participant #5 was in grade 6 at the time of the interview. He is a Pilipino
male who attended the school in Southwest Calgary where the researcher

taught at the time. He chose the pseudonym “Bob” for use in the study.

Participant #6

(Oscar)

Participant #6 was in grade 6 at the time of the interview. He is a Pilipino
male who attended the school in Southwest Calgary where the researcher
taught at the time. He did not choose a pseudonym for use in the study,

so the researcher assigned the name “Oscar” to him.

Participant #7

(Arthur Morgan)

Participant #7 was in grade 6 at the time of the interview. He is a
Caucasian male who attended the school in Southwest Calgary where the
researcher taught at the time. He chose the pseudonym “Arthur Morgan”

for use in the study.
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Data Collection (Interviews)
Semi-Structured Interviews

This study utilized one-on-one, semi-structured interviews (Merriam, 2016, p. 110;
Leavy, 2017, p. 139) as this method of data collection enabled participants to communicate their
own perceptions of hegemonic masculinity (Leavy, 2017, p. 139). | used an interview guide
(Leavy, 2017, p. 140) in order to ensure all intended questions were asked of participants. In the
interview guide, the questions asked of all participants were as follows:

1. What does it mean to be a boy?

2. Is there a certain way people expect boys to act?

3. What does it mean to be a boy outside of school?

4. What does it mean to be a boy at school?

5. Do you think that boys act differently than girls at school?

6. Do you feel like you have to act a certain way because you’re a boy?

7. Have you ever witnessed anyone being picked-on for not being the right kind of boy?

8. Have you ever seen people in your school trying to get others to act a certain way?

9. Do you feel like you can act like yourself at school?

10. Have you ever tried to resist the rules boys are expected to follow?

Using semi-structured interviews allowed for deep insight and centralized the voices of
the participants. Using an interview guide ensured all points | was interested in collecting
information on were touched upon. It also allowed space for me to ask further questions, prompt
participants to share more, and re-word questions when necessary. When insights emerged that |

believed could provide interesting insight, conversations veered away from the structured, formal
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questions, and participants were prompted to continue. This allowed for richer discussions and a
natural conversation for participants to feel more comfortable than they may have otherwise.

It is my belief that interviews were the best way to answer the research questions because
open-ended questions were used. These allowed for participants to explain experiences in ways
other tools would not have had the same ability to do (Creswell & Guetterman, 2019, p. 217).
Participants were able to use their own voice to describe their perceptions of what it means to be
a boy, the experiences of hegemonic masculinity they have had or witnessed, and if they believe
hegemonic masculinity is reinscribed and reinforced in their school. The interview guide used
during researching allowed me to follow a basic structure, ensuring useful points were collected,
but also providing the ability to allow participants to deliver more depth on a topic or concept
that may have not been included, or to probe further to collect data on interesting or useful points
(Leavy, 2017, p. 140).

Interview Procedures

Interviews were audio-recorded while | also recorded notes in the interview guide. This
was done in order to ensure no information provided by participants was lost (Creswell &
Guetterman, 2019; Leavy, 2017; Merriam, 2016) Recorded notes in the interview guide included
such things as non-verbal gestures that were not picked-up by a recording, any markers dropped
by participants, and my own observations and thoughts (Leavy, 2017). The interview guide was
also used in case the audio-recordings failed in any way (Creswell & Guetterman, 2019; Leavy,
2017), though this did not occur. A semi-structured interview allowed for participants to provide
their own perspectives and worldviews as opposed to responding to my personal worldview,

which a more structured format could cause (Merriam, 1998, 2016).
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Due to the COVID-19 pandemic, one of the interviews was conducted on the video
conferencing platform, Zoom. Due to comfort level, the participant chose not to turn his camera
on, so the researcher was unable to recognize any physical gestures made. While rapport was
built, it was more difficult to do so as the participant and researcher were not face-to-face
(Leavy, 2017). The same interview guide was used for both face-to-face and video conferencing
interviews.

Interview Setting

Six of the interviews conducted took place in a classroom at the participants’ school. The
classroom is an open space for all students to work independently or with support; no students
have had any graded classes in the room in order to maintain a space of perceived neutrality.
Participants were asked where and when they would like to conduct the interview, how they
would like to sit, and if they were comfortable. Ensuring the space was comfortable for
participants was vital to the research as | wanted to ensure participants were at ease sharing their
views during the interviews (Creswell & Guetterman, 2019). At the times of the interviews, only
myself and participant were in the room in order to ensure anonymity and privacy. The video
conferencing interview took place on the platform Zoom. | was at home, in a closed and private
room so that no others could hear the interview. The participant used a tablet shared with his
family. His camera was turned off, but he stated that he was in his room alone to conduct the
interview.

Interviews lasted between 15-35 minutes. The discrepancies in length are due to the
interviews being semi-structured. Since | often asked further questions or prompted participants

to elaborate on an idea, some interviews took longer than others to complete. | utilized probes
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and engaged with any interesting markers dropped by participants (Leavy, 2017, p. 140-141),
therefore interviews varied in length.
Data Analysis

In interpreting the data, a thematic analysis approach was applied, and six phases of
analysis were used (Braun & Clarke, 2006) to guide the process.

For the first phase of thematic analysis, after completing interviews, they were
transcribed, and | familiarized myself with the research (Braun & Clarke, 2006). This was done
via actively reading and re-reading the data several times searching for meaning and patterns. |
considered the recurrence, repetition, and forcefulness of responses to identify patterns that
appeared to be meaningful and significant to participants (Lawless & Chen, 2019). Transcripts
were read through thoroughly, multiple times, while thinking comprehensively about what was
acquired, and how it related to the research questions. All participant interviews were transcribed
verbatim to ensure that “a complete record of the interview” (Leavy, 2017, p. 142) was preserved
and that participants’ voices were accurately maintained. | felt it important to complete all of the
data analysis and interpretation independently in order to fully understand the research process.
Reading through and interpreting the transcripts was crucial in fully understanding and
appreciating the data that was acquired before beginning to generate codes (Creswell &
Guetterman, 2019; Leavy, 2017).

In phase two, | generated initial codes based on points of interest identified when
familiarizing myself with the research (Braun & Clarke, 2006). This was done manually in which
codes were highlighted directly on transcripts, then put into an online document used to organize
points according to code. In-vivo coding was used as it best represented participants’ own words

and feelings, therefore giving the best insight into their perceptions (Leavy, 2017, p. 151). As all
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interviews were transcribed verbatim, this allowed for in-vivo coding and did not limit my focus
(Leavy, 2017). When applicable, I included my own memaos on the data as well, in order to
further increase understanding of the concept and giving greater insight into the data (Leavy,
2017, p. 152). Merriam (2016) points out the importance in phenomenological research of
horizontalization, which ensures all research is treated as having equal weight (p. 27). Utilizing
verbatim transcripts, in-vivo coding, and my own researcher notes allowed for the equal weight
of all data.

In phase three, | began to search for themes within the codes that were identified (Braun
& Clarke, 2006). In this stage, each code was considered, and | utilized a mind-mapping method
to discern which codes connected with one another and categorized them into over-arching
themes. To determine what was learned from the data and why it was important, | also relied on
memo notes that were made and looked for patterns in the data (Leavy, 2017, p. 152). Finding
links between the data collected helped in discovering important points about the concept.
Triangulation was also utilized during the interpretation of the research, using theoretical and
data triangulation, referring to the transcribed interviews, the interview guide (including all notes
that were made), and existing literature on the subject to find correlations and various
interpretations (Leavy, 2017, p. 153). Using this approach allowed me to consider different
perspectives regarding the data and it helped to create meaning.

| reviewed the themes that | had generated in phase four by reviewing all codes within
each theme to ensure they effectively captured the concepts that emerged from the coded data
(Braun & Clarke, 2006). Additionally, | also re-read the transcribed data at this point to ensure

that all information which accurately depicted the themes had been collected.
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In phase five of the thematic analysis, | defined and named the themes (Braun & Clarke,
2006). In this process, I identified the “essence” of each of the themes, and also observed any
sub-themes which were contained in the over-arching themes (Braun & Clark, 2006, p. 22). In
doing so, | examined the research already completed in gender and masculinity studies and
considered how these participants’ responses interlinked and how their experiences and
perceptions may have acted to function within the positions of power and hierarchy present in
their own lives (Lawless & Chen, 2019). Finally, in phase six, | produced the report, my thesis,
in order to communicate what was uncovered in my research and its relation to existing research.
Ethics Statement

My intention in completing this research was to better understand the concept of
hegemonic masculinity among adolescent boys in Alberta who do not follow the rules of
hegemonic masculinity. Understanding the experiences of others was of highest priority as |
sought to deeply comprehend and appreciate the participants’ experiences. The research was
intended to strengthen my own understanding and improve my teaching and leadership practice
as a result.

Due to the age of the participants, informed assent was signed by them as well as consent
from their legal guardians. Fully explained to all participants was: the risks and benefits of
participating in the research, that it was voluntary to participate, the confidentiality of the
research and findings, and their right to ask any questions they may have had during the process
(Leavy, 2017).

Researcher reflexivity was of vital importance in the ethics of the research completed
(Creswell & Guetterman, 2019; Leavy, 2017). As phenomenology was utilized, my positionality

was embraced, but with the intention to understand participants’ experiences and perceptions
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with as little personal bias as possible. Due to my age, gender, and authoritative position as a
teacher in the school and researcher for this project, it was important to recognize that the
participants may have censored themselves in ways they would not among peers or individuals
they had a strong relationship. Of course, they also may have revealed more to me, if they were
comfortable sharing things they felt unable to with those who they had relationships with, due to
potential repercussions. As a cis-gender, heterosexual female who was two decades older than
the participants, | have never had the same experiences or perspectives as any of the participants;
it was important to put aside any assumptions or beliefs I may have held which could alter the
interpretation of the research collected. While my role was recognized as an important element in
the study, the participants’ voices are intended to be the most prominent aspect of this research,

as it is their viewpoints and perceptions that | was most eager to learn about and explore.
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CHAPTER 4: FINDINGS
Introduction

This chapter will discuss the themes which emerged from the participant interviews and
observations made by the researcher during interviews. Using a phenomenological approach, the
preliminary exploratory analysis revealed three distinct themes common among the majority of
participants.

Introduction to Themes

A thematic analysis following Braun and Clarke’s six phases (2006) was used to analyze
data. Through this analysis, three primary themes common among the majority of participants’
experiences were uncovered. These principal themes found in the experiences and perceptions of
the boys interviewed include: The Expectations Placed on Boys, The Challenges of Being a Boy,
and The Normalization of Negative Boy Behaviour.

Based on the interview transcripts, all participants identified that there are societal
expectations placed on boys, whether they personally believed these expectations were intrinsic
or societal constructions. Either explicitly or implicitly, participants all referenced negative
behaviour being the norm when boys deviate from expected societal gender roles. Finally, most
participants noted, either directly or indirectly, that being a boy is difficult, specifically more
difficult than being a girl.

The Expectations Placed on Boys

All participants stated in their interviews that boys had expectations placed on them, both
in and out of school. Their accounts of what these expectations were and how severely they
experienced these expectations varied. This theme around the expectations boys encounter

closely aligned with findings in the literature.
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Emotional and Physical Strength. Overwhelmingly, participants in the study agreed
that boys were expected to be “tough”. When prompted to elaborate, the idea of being tough
could equate to either emotional or physical strength. The term had multiple meanings to the
participants, as they equated it to both physical strength as well as to holding power over some of
their emotions.

Several participants talked specifically about feeling that society has the belief that boys
should be physically strong. Indeed, the specific term “strong” was used consistently by
participants when asked what it meant to be a boy and what society expected of boys. Arthur
Morgan stated, “I guess they expect boys to act manly and strong [...] burly, they like lifting
weights”. Iron Spider said that boys “can be weak, they can be strong, but people expect them to
be strong”. There was a clear awareness that all boys are not always innately strong, but that the
societal expectation of strength is understood to be part of male traits. Strength was also brought
up as a feature which boys may contrast and compare themselves against others. Iron Spider
stated that “when you’re a boy people expect you to be better, like maybe stronger than other
people”. He continued and noted that sometimes “[boys] don’t feel strong enough, like they’re
useless compared to every person that’s stronger than them”. Oscar said that “even though
people say boys are tough, some girls can be strong too.” The inclusion of these points show that
these participants are aware of the expectation of physical strength and do notice differences both
among themselves and girls. This physical strength relates directly to existing literature noting
the importance of athleticism in negotiating one’s masculinity (Burns & Kehler, 2014; Tischler
& McCaughtry, 2011) at school. These participants clearly recognized the expectation of

strength and athleticism in being seen as male.
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Participants’ discussions of strength also included emotional strength, specifically around
concealing or suppressing certain emotions. This aligns with past literature noting that boys often
have the feeling that they are wearing a mask in order to fit in (Newsom, 2015). Iron Man stated
that “if you get hurt you can’t really show your emotion [...] so you kind of have to hide it.” This
sentiment extended specifically to outward displays of emotion such as crying. In discussing
society’s expectations of boys, Arthur Morgan noted “I guess someone who would think, like,
boys don’t cry, boys are more manly, they like sports, or they don’t like pink™. Iron Spider stated
that “when a boy wants to cry or something they [other people] expect more. Like, they’re not
going to cry because they’re boys, you know?”” These ideals around how males are expected to
behave impacts how boys feel they are able to display their emotions.

The term “tough” was also used by participants to relate to both physical and emotional
strength. Tough was identified as being the opposite of the feminine trait of “weakness” or
showing feminized emotions, such as showing sadness, being scared, or possessing empathy. For
example, when Iron Spider was asked what it meant to be a boy, his response was “tough, not
sad and stuff”. Iron Man noted that “in most situations you have to act the way, act more tough,
act more — not more aggressive, but you kind of have to show less emotion than you normally
would [because you’re a boy].” These statements demonstrate the recognized understanding that
stereotypical feminine traits, such as sadness, are not as desirable as their male counterparts,
specifically here “toughness” and “strength”. Additionally, Iron Man discussing the ways in
which males are expected to “act more tough” enforces Butler’s (1988) assertation that gender is
performative and that there are stylized ways of enacting and embodying male and female.

Opposite of Feminine. Most participants felt that boys and girls were different from one

another. In fact, many participants who were not able to initially articulate what it meant to be a
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boy, were able to when posed with the question “is a boy different than a girl?”. This is
consistent with current literature, which notes that gender stereotypes are diametrically opposed
as they only exist in opposition to one another (Capra, 1996; Connell, 2008, p. 134). While some
participants made it clear that they believe that males and females are not different, even these
participants noted that society believes that males and females are different.

Bob #1 pointed out the gender differences in crime, as well as in the perception that a
criminal, such as a thief, would be a male. He stated, “criminals are more generally boys. I have
no clue why, but cops and stuff like that, people generally think of robbers, criminal offenders,
whatever, as boys, because there’s more bad people, I guess, than girls.” The idea that boys are
more “bad” than girls was elaborated on by Bob #1, who noted that “some girls could be bad,
just like boys. But boys have a bad reputation.” The idea that boys are seen a certain way by
society and carry a “bad reputation” was felt by participants in various ways, as many felt that
this reputation resulted in different treatment than female peers. Oscar stated, “sometimes boys
would be mistreated, unlike girls. They would be treated differently, unlike us, most of the time
we would get yelled at [...] for doing something wrong”. Due to the idea that boys are “bad” and
should be disciplined, some boys in this study felt that they were yelled at or treated unfairly
compared to girls.

Due to the feelings that boys and girls are different, and that boys have a specific
reputation, some participants reflected on differences in behaviour which fall into traditional
gender stereotypes. For example, Pierre discussed the differences in how boys and girls may
respond to a bullied peer. He said, “standing up for a friend that’s being bullied, like that can be
different sometimes [...] they both [boys and girls] do it, but the way they do it is somewhat

different. [A boy] might stand in front of the person being bullied and then say something. Just
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say “stop it” in a very loud manner, and then girls might tell a teacher”. The physicality of using
one’s body and increasing the volume of their voice is a typically male way of displaying
physical aggression and strength in an attempt to stop another person from doing something.
Meanwhile, telling a teacher about another person’s behaviour is more passive, and more
typically a feminine trait.

It was also pointed out that boys and girls have innately different interests. When
discussing what makes boys and girls different, Bob #2 stated that “we’ve got different interests
[...] if there’s like a five-year-old boy and five-year-old girl, that five-year-old girl probably
wants Barbies, and the boy wants something cool or something”. Not only does this statement
evidently show the belief that boys and girls are different, it also implies that conventionally
female interests are not “cool”, while male interests are. This belief indicates that male and
female are separate from one another and opposite in nature, supporting literature which presents
the two as dichotomous, and male as superior (Capra, 1996; Drudy, 2008; Martino & Kehler,
2007; Pateman, 2016; Patil, 2013; Pinar et al., 1995; Quinn, 2019; Skelton, 2002, 2009).

Heterosexual. Some participants noted the importance of a boy being seen as
heterosexual. When asked what might happen if a boy did not follow traditional and accepted
rules of masculinity, participants noted that they may be called “gay”. When questioned further,
the participants noted that they felt that there was nothing wrong with being gay, but that it was
still considered an insult. There did not appear to be understanding from participants that a term
being considered insulting insinuates that it is negative or unacceptable. When asked what would
make other people judge him, Iron Spider stated “maybe if I acted gay?” When questioned
further about why people judge gay people, he said “maybe because they won’t accept people

that are gay into their lives”, which accentuates that the unacceptability of gay people comes
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from others, not from his own beliefs or ideas. It was also expressed that behaviour that may be
seen as “gay” was specifically not acceptable among peers at school or in other social settings.
Oscar explained that this was the case for boys “because they don’t want to get embarrassed in
front of his class or his friends”. He noted that a boy would be unable to “act gay” at “school,
yeah. But at home — yeah, he could do that.” The assumption of these participants was that
heteronormativity was normal, while homosexuality was not. Further, they felt that school was
an unsafe place to be seen as homosexual.

When asked about what may be considered “gay”, participants discussed activities
traditionally associated with females. In discussing boys who played with girls or took part in
traditionally female activities, participants noted that it was okay for boys to do such, but others
may view them as homosexual. When discussing the traditionally feminine activity of playing
with dolls, Iron Spider stated that “it would be okay if [a boy] brought in a doll, but some people
wouldn’t accept it [...] They’d judge them because they maybe think they like the same gender”.
Similarly, Bob #2 discussed boys who play with dolls, stating “I mean, some kids say that
they’re like — like they’re gay just because of playing Barbies. I think they just like to play with
Barbies.” The correlation with feminized interests, such as dolls, and sexuality is clearly
ingrained in participants’ ideals. When asked why boys are expected to behave in specific ways,
Oscar noted that “if us boys act like girls they would think that we’re gay or pretty much like
other boys.” Again, the possibility of been called “gay” is a fear in which participants said
encourages boys to act in specific ways. The assumption of homosexuality and implication that it
is abnormal or negative further acts to reinforce heteronormativity.

Physical Appearance. When asked what a boy looks like, several participants noted that

a boy is expected to be muscular, be good at sports, and be a person who has short hair. These
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were very specific observations, and both are assumptions based on traditional views of what it
means to be male. Iron Man said a boy might get made fun of “if he was bad at sports”. Bob #1
said that “some boys that don’t like basketball [...] then [other boys are] like, ‘oh, he doesn’t like
playing basketball, he’s never going to make it,” and stuff like that.”

When asked what society expects from boys, Arthur Morgan stated that people “expect
boys to act manly and strong [...] burly, they like lifting weights [...] physically strong”. The idea
that boys and girls should like and wear different colours was also pointed out. Arthur Morgan
continued, saying,

I guess someone who would think like boys don’t cry, boys are more like manly, they

like sports more or they don’t like pink, nah, nah, nah. And then it’s always like, ‘No

boys like pink’ [...] Like it’s just — [ wear any kind of colour. But I don't think that, ‘Ew,

pink is gross, I don’t want to wear pink, that’s like girls’ [...] No, there isn’t a difference —

there isn’t girl colours or boy colours. That’s not a thing.
Also bringing up sports and colour preferences, Arthur Morgan said that the expectation for boys
is that “boys like sports, and blue, and boy colours, and they have short hair”. Arthur Morgan
also pointed out that he does not follow these rules, saying “obviously, I’m not following that
because I have very long hair”. The participant’s self awareness in his choice to look different
than most other boys was evident. When asked about this, he recalled a time in which a previous
teacher had commented on the length of his hair: “My grade two teacher kept telling me to cut
my hair. And I think she [was] thinking of traditional masculinity”. The participant elaborated by
noting that he thought that the teacher was also thinking of the impact of his hair length on his
schoolwork, stating that she may have made comments “because I had my hair in my eyes all the

time, because my hair was at around [chin] length then”. Reflecting on the comments made by
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his past teacher, the participant concluded, “I think she probably thought of traditional
masculinity [...] It was a little bit uncomfortable [...] Now I don’t have as fond of memories
about that teacher”. Clearly, this participant had felt singled out by his teacher and made to feel
different, further exemplifying the norm of boys conforming to a specific physical appearance.
The Challenges of Being a Boy

All participants in the study identified that being a boy was challenging. They described
their challenges in different ways and identified various struggles related to being a boy. To
elaborate upon this point, not only did participants note that being a boy was hard, but several
participants, notably Arthur Morgan, Iron Spider, Iron Man, and Bob #1, also changed the tone
of their voice during their interview in order to emphasize the difficulties they encountered due
to being male.

More Difficult Than Being a Girl. Participants stated both explicitly and implicitly that
being a boy was more difficult than being a girl. When asked to elaborate, participants gave
several reasons for their statements. Oscar felt that society felt that boys were less important than
girls, making it difficult to be a boy. When asked about what it is like to be a boy versus being a
girl, he stated, “it is different, because most of the times it is pretty hard [...] most people think
that girls would be more important than boys”. Iron Spider felt that girls had less expectations
than boys did, saying “girls have less expectations because they - they don’t, they maybe don’t
get judged as much if something happens”. When asked why he felt girls were not judged as
much, he said that perhaps it was because “people don’t really care if girls are strong or weak”.
Along the same lines as being perceived as strong, when asked about girls showing more
emotions than boys, Iron Man explained that “sometimes, some girls or some friends I know

they can talk more with their friends [...] because with their friends maybe they can relate more
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and stuff”. Many of the participants discussed feelings of having to be strong and hide their
emotions, which they felt girls did not have to do. Some also discussed the different treatment
they felt that girls and boys received. Oscar said that “sometimes boys would be mistreated,
unlike girls” He elaborated by stating that girls “would be treated differently, unlike us, most of
the time we would get yelled at, or yelled at or for being — for doing something wrong”. When
asked why he thought this happened, he said, “because a boy, they can — it doesn’t feel like they
will get heartbroken or get sad”. This further develops the idea that boys are emotionally stronger
than girls and do not experience the same feelings of sadness or hurt.

Preconceived Notions Make Free-Choice Difficult. During interviews, some of the
participants noted that, due to the expectations placed on boys, they have a challenging time
being free to participate in activities of their choice, show their emotions, and communicate in
the ways they want to. Some participants brought this up when discussing differences between
boys and girls, noting that they felt girls had an easier time showing emotions, communicating
with peers, and making choices to do things they wanted to. Iron Man discussed that boys are
expected to control their emotions and appear strong, whereas girls have more freedom to
express their feelings. He stated, “[girls] can show more emotion, show more — they can do more
things that they want to, they actually want to do”. It is clear from his statement that he feels
boys are not as freely able to show emotion or do some of the things they want to do. When
asked how he felt about girls being able to do more things than boys he said, “sometimes it
frustrates me, but I kind of understand it. [...] I know that there’s more stuff I want to do”. He
clearly felt that he was not fully able to participate in activities he wanted to do, noting his
frustration, yet he resigned to this being the norm. Iron Man also noted that boys act “a lot

differently” than girls. When asked by this was, he said that “in my opinion, girls they have
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more, they can act more freely than boys because boys, it’s always like kind of peer pressure to
do some stuff that I don’t want to”. The same participant also spoke specifically about feeling
pressured into doing things or going places that he would prefer not to. He stated that other boys
may “invite you to go to a place to hang out after school but you don’t want to because you have
something better to do. Well, you can’t really say no or else all of them get mad at you”. When
asked what it looked like when a group of boys would “get mad”, He said that “they’ll argue,
talk back, stuff like that™.

Some participants also specifically mentioned the pressure to participate in sports when
they may not want to. Bob #1 said, “people playing basketball might try and peer-pressure [other
boys] into coming and playing, when they don’t want to play that certain sport”. He also noted
that people trying to get another boy to participate in a sport — in this case basketball — may start
name-calling. He explained, “they're saying, ‘come on, come on, don’t be a wimp,” or whatever”.
He further elaborated, describing how a boy feeling peer-pressured to participate may feel,
stating, “the person in that situation, being peer-pressured to come, then that person might think
— or boy — might think that ‘oh, I'd better play basketball or else I'm going to get hurt’”’. ITron Man
stated “if don’t want to do something, let’s say for example in gym, let’s say they’re doing
badminton. If I don’t want to do it, well, I still kind of half to because everybody else might be
doing it”. These participant’s descriptions of how a boy may feel pressured into participating in
un-preferred activities clearly shows how freedom of choice may be difficult for boys in some
situations.

Expectations of Boys Are Higher. Interestingly, some participants noted that boys have
higher expectations than girls. This was discussed in various ways by the participants. Iron

Spider stated that “when you’re a boy people expect you to be better, like maybe stronger than
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other people”. Here, he did not explicitly note that boys are expected to be “better” or “stronger”
than girls, but the recognized opposite of “boy” in society is “girl”, so the implication that boys
are expected to be better than girls is felt by this participant. He noted that he felt that
expectations created an inequitable division, noting that “[boys] expect to be better than most
people [...] And I just don’t think that’s fair for a lot of people”. In discussing if expectations for
boys were different at school and outside of school, Iron Spider said that “people still expect a lot
from you, maybe your parents or your grandparents, a lot of people. Maybe an adult they expect
[boys] to be the better person than the other partner”. When asked about how he felt about the
expectations that were placed on boys, the participant went on to say that boys “don’t feel strong
enough, like they’re useless compared to every person that’s stronger than them, like another
person [...] weak”. Again, the idea of physical and emotional strength is discussed, with this
participant noting that failing to meet expectations may make boys feel “weak”, which is
traditionally thought of as a feminine trait.
The Normalization of Negative Boy Behaviour

One of the overarching themes found in the study is the way in which participants
seemed to normalize and accept negative behaviours from other boys. This appeared in three
major ways: first in the ways in which boys communicated with one another, second in the ways
in which boys described that “other boys” commonly engaged in negative behaviour and talk,
and finally in the consistent verbiage around acceptance of negative behaviours and a belief of
“that’s just the way it is”.
Negative Communication Among Friends. An interesting point to note from the interviews
was the way in which boys described behaviour and communication among friends, as well as

that in which they described “bullying” behaviour. Bullying behaviour was brought up by
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participants as behaviour and language that included excluding peers, name calling, and teasing.
However, all three of these were also described as common behaviour among friends and peers.
Participants clearly identified negative and unliked behaviours as bullying, but when speaking of
experiences they had with friends, they seemed unable to discern that these behaviours were also
negative in nature. In discussing why he would not write honest or thoughtful answers during
class assignments, Iron Man said “when I say or write it out it will be a lot different than what I
thought [...] because sometimes the answers you put, let’s say if your friend walks over to talk so
that they can compare their answers and stuff, maybe they can laugh at you and still maybe make
fun of you”. This participant was so concerned about how friends may perceive and react to his
honest thoughts, that he censored the work he completed in school. The idea of keeping personal
feelings and information away from friends was an interesting point that was brought up. Iron
Man also described friends telling others about his private information, saying “sometimes, if |
tell them something, the next day the word can get out and spread and when 1 only told that one
person ... [it would] kind of make me mad. I wouldn’t trust a person as much, kind of break
something in our relationship”. While he said it would hurt the relationship, he did not say that
the friendship would be over, signifying that some behaviour from friends, though disliked, is
still accepted. Similar to speaking behind a friend’s back, some participant said that if they were
to resist social norms boys are expected to follow, friends may treat them differently. Bob #1
stated that boys “might get picked on and stuff and getting said mean things and stuff” by friends
for not playing an accepted game. Iron Man said, “I could get left out, maybe ignored, maybe be
insulted, maybe just [...] I would be talked of differently maybe? Like | would hear some
rumours behind my back”. Though they were both speaking hypothetically about what could

occur if they were to not follow expected norms, it is interesting to note their assumptions about
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what people they considered friends may do. In discussing a peer who had been bullied for being
“annoying”, Iron Man said that if he were to have attempted to befriend the bullied student, his
friends would begin to ostracize him as well. He explained, “I mean they wouldn’t really hang
out, talk with me as much, hang out with me as much. I wouldn’t really see them anymore”.
Again, he was discussing a hypothetical situation, but it is still interesting to note that his
expectation about being friends with an unliked peer was that his friends would then bully him,
which is behaviour not generally associated with friendship. Iron Man also described an incident
that had happened with a friend in which he was ignored after doing something that the friend,
presumably, did not like. He said,
a friend wanted me to sleep over at his house, right? But I didn’t want to because the next
day — it’s not like I had something to do, it’s just that I just, I really didn’t want to. So,
then he asked why didn’t I want to? I just said, ‘I just don’t feel like it.” Then he got mad
at me and then he tried to — and then he just stopped talking to me.
When asked about what happened to their friendship, the participant said that nothing else
happened, and they remained friends, indicating that the behaviour had been dismissed. Name
calling was also discussed by Iron Man as a way in which friends peer pressured one another. He
said,
Let’s say you’re skateboarding, and you don’t want to do it because you’re scared that
you maybe fall down and get hurt, they’ll call you a chicken because you don’t want to
do it. Or they’ll call you boring because this thing, because at the time they’ll just think

that you don’t want to do it because you’re not fun.
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He clearly felt that friends peer pressured and used names meant to indicate a lack of bravery —
which is traditionally feminine — as a common way to communicate with one another. While
these are not kind behaviours, this participant described them as common.

Other Boys, Not Them. Several participants expressed the negative behaviours of other
boys while ensuring they used verbiage that explicitly stated that they were speaking of “other”
boys when they described these behaviours and experiences. More implicitly, some participants
described experiences or behaviours they said were common to boys, but othered themselves by
stating that these boys were likely of a different age or attended a different school. They wanted
to ensure the researcher understood that it was not them who experienced or participated in these
actions.

The idea that boys who engaged in negative behaviours were in a different age group was
identified during interviews. When asked if he felt that he had to behave a certain way because
he was a boy, Iron Spider answered “no [...] it’s mostly for older boys than not younger”. When
asked to elaborate on this, he said, “because they’re older, that’s one more responsibility that
comes for them and expectations”. He clearly felt that as boys got older, they began to have more
responsibility and more expectations around what being a boy meant. The same participant noted
that he did not see boys bullied “because I don’t hang around with older boys, mostly younger
people. But if | were to see, maybe | would see it happen if | saw older boys”.

When asked to describe boys, Bob #1 said that “they can be rowdy, some of them”. He
very clearly paused to elaborate that only some boys can be rowdy, implying that he was not one
of these boys. When asked to elaborate further, he explained that “some boys have — they have
had bad nature, | guess you would say [...] some boys bully people and stuff”’. Again, he clearly

identified that some boys, not him, were naturally “bad”.
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In asking participants what boys were like, when describing negative behaviours, several
participants specifically used the wording of “some boys” rather than “boys”. Bob #1 noted that
“some boys might think that it’s OK to steal people’s lunches inside of school”. He also noted
that “some boys that don’t like basketball, and people want them to like basketball, they're like,
‘why don’t you like it, why do you like that video,” you know, and stuff like that. And they're

299

like, ‘just play with us, just get in here’”. When asked what happens when some boys start peer
pressuring them, the participant noted that these boys “get mad and then they start telling
rumours and start spreading that stuff”.

Lack of Resistance, Despite Self-1dentifying as Resistant. Another interesting thing to
note was that all boys who participated in the study self-identified as boys who resist gender
norms and have a different experience of being a boy than others. However, when they were
questioned about what resistance looks like, and what happens to boys who resist norms,
including themselves, the overwhelming response was that boys are expected to simply live with
and accept these norms. This theme came up with both emotional and physical pain. When
discussing feeling emotionally hurt, Iron Man explained: “Let’s say that somebody, that calls
you a name, a name that really hurt, you can’t really cry about it or show that you’re mad or sad
about it. You kind of have to play it off and play it off like nothing happened. Like you’re okay
with it, you’re fine”. He also discussed getting hurt physically and said, “if you get hurt you can’t
really, really show your emotion [...] so you kind of have to hide it”. He went on to explain that
if a boy were to get hurt, “you kind of like just play it off or you just act like nothing really

happened”. Again, Iron Man references the response of boys to act in an appropriate way for a

male to do. While a boy may have wanted to cry, get angry, or show resistance in another way,
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Iron Man felt that it was necessary to perform in a way in which a male is “supposed to” — here
by “play[ing] it off” — in order to hide being physically hurt (Butler, 1988; Butler, 1990/1999).

This idea of ignoring negative behaviours or acting as if they were fine with it was
discussed in terms of participants’ own experiences, as well as in events they had witnessed. Bob
#1 described a time in which he stood up to a peer being bullied. He said, “I told them to back
off or else I’ll pretty much tell the teacher [...] So they didn’t [...] And I told him — I told them
one more chance to stop, they said, ‘What are you going to do about it?” And I was like, ‘Well
you guys are going to get in trouble anyways’”. At this point during the interview, the participant
shrugged his shoulders, indicating that he “gave up” on speaking with the bullies at that point. In
discussing a male peer he had seen being bullied, Iron Man said “I think [he] went to go tell the
teacher at one point, but other times he didn’t really do that much. He just kind of took it and
didn’t do anything about it”. These stories indicate these participants’ acceptance of letting the
negative behaviours go and ignoring them or trusting that a teacher would intervene.

Iron Man told another story of a peer being bullied for being “annoying” and said that he
did not intervene “because it was kind of, it was stuff that he did and it kind of escalated that it
was too much for me to encourage him because it got to the point where it was really bad.
Everybody was telling the teacher of the stuff he did but at that point I couldn’t really do
anything about it”. Bob #1 also told a story of a friend who did not want to participate in an
activity and ended up “giving in” and joining because it was easier than not conforming with his
peers’ preferred activity. He said, “originally, one of my friends, he was friends with them, the
people on the court, but then he wasn’t really into the sport [basketball], and then he was picked
on and stuff. And then he was, like, ‘okay, | see what the kind of cool things are happening, I'm

going to go to join them’”. It seemed that the most resistant activity participants engaged in was
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simply not caring or ignoring negative behaviour, rather than actively standing up to in. Oscar
stated, “I feel okay being myself at school because I don’t really care if people judge me. It
doesn’t really hurt me”. Bob #2 said, “I just don’t mind them if they call me names [...] I just
don’t care”. This is interesting to note as these participants resisting norms are doing so silently.
It is unlikely that any negative behaviours they experience or witness will change without active
resistance to societal gender norms.
Summary

This chapter discussed the in-depth thematic analysis of interview transcripts which was
conducted, uncovering three overarching themes present in their experiences. Each of these
themes was examined thoroughly in order to provide interpretation of the participants’ lived
experience. Chapter five will discuss the findings from the study, as well as discuss implications
for future research. A further discussion will also highlight the meaning these findings may have
on other male students and on those working with boys in education. Finally, an overview of the

limitations and implications of the researcher will be included.
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CHAPTER 5: DISCUSSION AND INTERPRETATION OF FINDINGS
Introduction
This study explored the phenomenological experience of boys’ perceptions of hegemonic
masculinity at school. Each of the participants discussed their own experiences, beliefs, and
attitudes about being a boy. The objective of this study was to answer the following research
question and its sub-questions:
1. How do adolescent Albertan boys who resist the norms of hegemonic masculinity
perceive it in their school community?
a. In what ways have they experienced hegemonic masculinity being reinscribed and
reinforced?
b. How do they describe their experiences of resisting the rules of hegemonic
masculinity?
c. Inwhat ways do they describe repercussions for resisting the rules of hegemonic
masculinity?
Summary of the Themes
This study explored the lived experiences of seven adolescent Albertan boys who self-
identify as resisting the rules of hegemonic masculinity. An analysis of the participants’
interviews revealed three primary themes: The Expectations Placed on Boys, The Challenges of
Being a Boy, and The Normalization of Negative Boy Behaviour. These three themes offer a
comprehensive interpretation of the participants’ lived experiences and perceptions of being a
boy. In particular, the theme of The Expectations Placed on Boys aligns closely with the existing

literature on boys’ experiences at school and in society. The other two themes, The Challenges of
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Being a Boy and The Normalization of Negative Boy Behaviour, also align with the prevailing
literature, but offer some experiences and perceptions less commonly represented in the research.

The first theme, The Expectations Placed on Boys explored participants’ experiences and
ideas around what they believe society expects of them. Throughout the interviews, participants
discussed feelings and lived-experiences in which they felt boys had certain expectations to live
up to. Participants talked about living up to being seen as “strong”, both emotionally and
physically. Participants also stated explicitly that being a boy meant not acting or appearing
“feminine”. The expectation that boys are heterosexual was also discussed by participants.
Finally, fitting into an expectation of what boys should physically look like was discussed by
participants.

The second theme, The Challenges of Being a Boy explored participants’ perceptions of
what made being a boy difficult. Participants felt that being a boy was more difficult than being a
girl. They also felt that ideas society has about what it means to be a boy made it difficult for
them to consistently make choices or do things they wanted to do. Finally, participants discussed
that boys have expectations which are higher than those of girls.

The third theme, The Normalization of Negative Boy Behaviour explored ways in which
participants minimized and normalized the negative words and actions made by boys. Within this
theme, the negative ways in which boys communicate with one another was discussed. The ways
participants highlighted that negative actions and word were performed by “other” boys or
“some” boys, but not by them was discussed. Finally, the participants all self-identified as
individuals who resisted gender norms, yet when discussing resisting or opposing these norms,
the participants all described incidents or feelings of surrendering and allowing negative

behaviours to continue or hoping that it would be dealt with by an adult. This behaviour from
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participants supports the power of hegemonic masculinity and how it is ingrained in our society
(Connell, 1995/2005); their lack of action could be a result of fear or inability to understand the
hierarchy at play.

Themes from this study converge with the existing literature as well as introduce points
which have been less investigated and could benefit from further meaning making and research.
Research on adolescent boys in Alberta should continue to be investigated. Additionally,
research into boys in Alberta from non-urban centres would provide further insight to
perspectives from other areas in the province. Further research can be done on how adolescent
boys navigate gender identity and hegemonic masculinity in a post-#MeToo society in which
social media plays a significant role in communication and access to knowledge. Finally,
research can be completed regarding how adolescent boys might resist gender norms in safe
ways and what challenges this can present to them.

Connections and Contributions to the Literature

The findings in the present study both connect to and contribute to existing literature.
Most participants noted differences between what it means to be a boy versus be a girl. The
participants consistently reinforced the established understanding that being a boy is the opposite
of being a girl. This aligns with research noting the dichotomous nature of masculine and
feminine (Capra, 1996; Connell, 2008, p. 134). Further, participants identified that things
considered feminine were considered negative and something that, if a boy were to engage with
them, would cause social isolation or being called names, supporting existing research (Capra,
1996; Drudy, 2008; Martino & Kehler, 2007; Pateman, 2016; Patil, 2013; Pinar et al., 1995;

Quinn, 2019; Skelton, 2002, 2009).
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Consistent with existing research, findings of the present study indicated that boys have
specific physical attributes, such as being athletic and muscular, and have the expectation of
participating in sports (Connell, 2008; Bennett, 2016; Burns & Kehler, 2014; Skelton, 2000;
Tischler & McCaughtry, 2011). Participants discussed the expectation of being physically strong
and participating in traditionally male activities, such as sports, reinforcing and contributing to
literature around athletic ability playing a large role in which boys dominate socially (Bennett,
2016; Burns & Kehler, 2014; Connell, 2008; Skelton, 2000; Tischler & McCaughtry, 2011).

Boys are expected to not enjoy or participate in “feminine” activities, also situating the
present findings alongside previous research (Braun & Davidson, 2017; Kagesten, et al., 2016;
Kehler, 2007; Kehler & Greig, 2005; Kehler & Martino, 2007; Martino, 2000; Newsom Siebel,
2015). Participants also discussed the possibility of being thought of as homosexual in a negative
light, consistent with existing research in the field (Braun & Davidson, 2017; Callaghan, 2018;
Epstein, 1997; Lapointe, 2015).

The participants in the present study discussed ways in which they felt as though they are
expected to fit into a specific role and how other boys may call them names or spread rumours
about them if they do not fit into these roles. Despite society seeming to be more accepting of
differences in gender, participants shared lived experiences that support research around boys
feeling as though they are policed or actively police other boys (Connell, 1995/2005; Kagesten et
al., 2016; Kehler, 2007, 2020; Kehler & Greig, 2005; Kehler & Martino, 2007).

Making Meaning and Understanding the Findings

The area of masculinity has been thoroughly studied and past research can support in

understanding the findings from the present study. Established research can be used to aid in

understanding participants’ perceptions and lived experiences.
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The questions informing this study were based upon resistance, but upon completion of
interviews and coding data, participants’ experiences appeared to be more aligned with their
navigating of masculinity in their lives, rather than aggressively or confidently resisting it. It is
interesting to note that all boys who participated in the study self-identified as individuals who
resisted gender norms, however, none of the participants actively stood up to established gender
norms and behaviours or activities they identified as negative in ways traditionally seen as
resistant (such as marches, protests, or profound non-conformity). Rather, they appeared to resist
through acceptance, noticing accepted rules, silence, and compliance. Instead of taking a bold
stand against peers who they did not agree with, they simply gave up, or they would inform a
teacher. This is likely to be the result of the enforced rules of hegemonic masculinity (Connell
1995/2005). There has been research noting that boys are unlikely to challenge accepted norms
or boys higher on the social ladder (McGuffey & Rich, 1999; Skelton & Francis, 2011). Rather,
real change in socially accepted behaviours tend to only occur if a boy who is high in the
hierarchy within hegemonic masculinity accepts a change and popularizes it (McGuffey & Rich,
1999; Skelton & Francis, 2011). It is likely that participants who discussed negative experiences
they witnessed or were part of felt it safer to simply comply with the behaviours, despite
recognizing them as negative, as school may become less comfortable for them if they did
actively resist norms. Indeed, many of the participants speculated that if themselves or another
boy were to actively and aggressively resist gender norms, it was likely that they would be talked
about behind their backs or called names. Aligning with existing literature, names they were
likely to be called were things such as “gay” or “chicken”; terms used to gender them as more
closely aligning to girls than boys and target sexuality or weakness (Braun & Davidson, 2017;

Epstein, 1997; Lapointe, 2015).
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Participants not taking a more actively resistant position against hegemonic masculinity
could also be due to living in Alberta. Alberta has a history of both social and fiscal conservatism
(The Canada Guide, 2021) and has been economically reliant on male-dominated farming and oil
and gas industries (Alberta Culture and Tourism, 2021; Gerson, 2019; Levinson-King, 2019;
Thomas, 2018). Alberta is also only one of three provinces still publicly funding Catholic
schools, which tend to adhere to traditional heteronormative ideals (Coren, 2020; Fletcher, 2018;
Government of Alberta, 2021). Furthermore, the government has made it more difficult for
students to start Gay-Straight Alliances (GSAs), further implying that heteronormativity is the
norm in schools and communities (French, 2019; Ramsay, 2019; Sharpe, 2020). Having majority
conservative beliefs and a large portion of the male workforce working in “blue-collar” jobs
results in a province structured heavily on heteronormative norms. Living in a province with
many heteronormative norms in place could result in participants having a more challenging time
actively resisting structures which have been so normalized. Indeed, in communities where
heteronormativity and traditional ideals of what it means to be male are standard, even
recognizing and noting that there is an expected way to enact being a boy, that not all boys
adhere to, is a way of resisting the social structure and norms in place.

Another point of interest from the present study is the ways in which participants all
witnessed or were part of negative lived experiences in regard to socially accepted views of how
to be a boy, yet they distanced themselves from these instances. They noted that boys who were
older would engage in negative behaviours, but not them. Or they would use the verbiage “some
boys” to clarify that it was not them participating in this type of communication or behaviour.
However, many of them were describing incidents that happened to them or among their friends.

Despite noting that it was other boys that participated in negative gendered behaviours, some
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participants noted that they remained friends with boys who had broken their trust, excluded
them for not wanting to participate in an activity, or called them names. One possibility for this
is that participants may have been censoring answers from the researcher for fear of potential
repercussion or because they did not want to be viewed in a negative light (Creswell &
Guetterman, 2019). Another potential reason for this is that the participants were so accustomed
to this type of behaviour and communication, that they did not notice how prevalent it was
among their peers and friendship groups. Organizing and gendering activities and preferences
begins at a young age and the hierarchy within hegemonic masculinity is prevalent within
schools and external communities (Capra, 1996; Connell 1995/2005). It is very likely that
participants have been so exposed to these behaviours from friends, peers, the media, and other
community members that they fail to fully recognize when they are involved in them.
Implications of the Research

For Boys. This study provides various implications for adolescent boys, both in and out
of school environments. Firstly, participants were able to clearly articulate their perceptions
around what it means to be a boy. These perceptions closely aligned with existing research,
indicating little change in the past several years regarding society’s understanding of male. This
is despite the #MeToo movement and examples of more diverse gender roles being portrayed in
mainstream media (Burrell, 2018; Godwin, 2018; Kehler, 2020; Meyers, 2021).

For Educators. This study offers several implications for educators. The three themes
which developed from participants’ interviews indicate that boys face specific challenges that are
worthwhile for educators to understand. Teachers can use the findings to recognize that boys
may feel the need to hide their feelings and emotions for fear of being called names or seen as

weak. Boys may also have a challenging time speaking to school staff in regard to negative
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behaviour they have experienced or witnessed. Boys in this study seemed to have a difficult time
challenging negative actions themselves, but noted that they may tell a teacher or hope that an
adult would intervene. Teachers may benefit from recognizing that words or actions which may
seem minor or like normal behaviour between male friends might be important to intervene on
and address. Discussions around negative behaviours and why it is being done may help students
be able to recognize power structures and norms. They may also help students feel more
empowered to stand up themselves and speak out when they witness or experience negative
behaviours in their own lives.

Further Areas to Investigate. Much of the responses from participants’ interviews
supported existing research. However, some findings introduced themes which previous research
has not fully explored and would be worthwhile for further investigation. The normalization of
negative behaviours, both from peers and those described as friends, is worthwhile to investigate.
Why is it that these behaviours understood and described as negative by participants are still
accepted as normal social behaviour? Further to this point, the acceptance of these negative
behaviours without opposition would be an area worth investigating. In particular, participants
self-identifying as individuals who resisted gender norms, but who did not articulate any active
resistance to events in which they witnessed negative behaviours is an area which could be
further investigated. What do these individuals believe it looks like to actively stand up to and
resist gender norms and/or hegemonic masculinity? Perhaps merely acknowledging and
understanding that there are socially acceptable ways to enact gender roles is considered a form
of resisting gender norms? An area to further research could involve the steps in which boys take
to actively oppose hegemonic masculinity. For example, perhaps the first step is acknowledging

accepted roles, the second step may be not participating in a popular sport, and so on. In relation
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to that, further investigation could be done in regard to boys’ experiences around the possible
steps involved in resisting gender norms and hegemonic masculinity. There is also further
research that can be done regarding Alberta boys. Alberta still remains a distinctive province
within Canada and its ever-changing political, economic, and social identity makes it a unique
place to grow up, particularly for boys who resist the rules of masculinity. The participants in the
present study were all from a large city. It would be beneficial to conduct research with
participants from other locations, especially ones that may lack the diversity and resources a
larger city does. Finally, there is research that can still be done around themes which do not
directly involve adolescent boy participants. Research can be done around ways in which
teachers and/or other school staff work to make school a safe place for all gender identities and
individuals who do not comply with traditional gender roles. Worth researching may also be how
school staff or other adults respond if and when boys report negative gendered behaviours which
they have normalized. Similarly, it would also be useful to conduct research in how educators
and school staff view boy behaviours; do they witness negative behaviours? If they do witness
negative behaviours, what are their reactions? Related, it would also be worth investigating the
experiences of teachers and/or support staff who themselves resist gender rules. Do they find
themselves having to follow specific rules? Are they able to support students who also feel that
they do not comply with society’s expectations around gender?
Limitations of the Research

The largest limitation this study has was that the participants may have been — either
consciously or unconsciously — biased toward providing “correct” answers, or what they
presumed | wanted to hear (Creswell & Guetterman, 2019). Additionally, six of the seven

participants knew me as a teacher in their school, which could have impacted their interviews.
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As the intention of the study is to understand their perceptions, I did not want them to believe
there was an ultimate “truth” being sought, only to understand their own lived experiences. My
intention was to capture the most accurate and true accounts of participants’ experiences and
understandings of being male at school and deviating from their community’s rules of gender
norms. The mere fact that participants were formally interviewed for a study resulted in an
abnormal experience for participants. This could have potentially altered the way participants
thought about the concept being explored and resulted in them providing answers they normally
would not have considered (Creswell & Guetterman, 2019). This could have been positive or
negative, as it may have resulted in responses that participants believed the researcher was
searching for, or it may have resulted in them reflecting deeply on their own lived experiences
and providing insight they had never before considered. Six of the seven participants all
attending the same school is also a limitation as it does not provide the scope of perspectives that
participants in other communities may have provided. Additionally, some of the participants
were friends with one another and could have discussed what they would speak about before
interviews.

Though interviewing only seven participants could be considered a limitation in other forms of
research, it is not considered a limitation of phenomenological research (Creswell & Guetterman,
2019; Leavy, 2017; Merriam & Tisdell, 2016; Rundles, 2012). Having a large sample size is
important in applying the results of research to the larger population, but one key point of
phenomenology is that is not generalizable since it focuses on individuals own lived experiences
and assumes that all human understanding and experience is unique (Creswell & Guetterman,
2019; Leavy, 2017; Merriam & Tisdell, 2016). In order to have the time and ability to thoroughly

delve into participants’ views and perceptions, | aimed to interview five to ten participants. Due
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to this, the findings cannot and should not be assumed to reflect the views of multiple other
adolescent boys who do not follow the rules of hegemonic masculinity in other areas. The
findings are intended to represent only the participants’ experiences and to inform my own
understanding and practice as an educator (Randles, 2012).
Conclusion
The objective of this study was to answer the following research question and its sub-
questions:
1. How do adolescent Albertan boys who resist the norms of hegemonic masculinity
perceive it in their school community?
a. In what ways have they experienced hegemonic masculinity being reinscribed and
reinforced?
b. How do they describe their experiences of resisting the rules of hegemonic
masculinity?
c. Inwhat ways do they describe repercussions for resisting the rules of hegemonic

masculinity?

Using a phenomenological research method, participants’ lived experiences and perceptions
were obtained via one-on-one semi-structured interviews and transcribed for analysis. Based on
the ideas which emerged in the analysis, the participants identified three central themes common
to their experiences: The Expectations Placed on Boys, The Challenges of Being a Boy, and The
Normalization of Negative Boy Behaviour. Participants described that they felt boys have
various expectations placed on them, from how they should look to how they behave. They felt
that boys faced many challenges, and many felt they were not always able to do or say what they

wanted to for fear of repercussions. Finally, participants described lived experiences which
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further acted to reinscribe negative behaviours often enacted by fellow boys. Participants all self-
identified as resistant to gender norms, however their perceptions and experiences demonstrate a
navigation of masculinity and gender roles more so than an active resistance to these established
gender norms. Much of the findings from this study are consistent with the existing literature,
while some would benefit from further investigation and understanding. This study provides a
beginning understanding of some Albertan boys’ who resist the rules of masculinity’s

perceptions of hegemonic masculinity.

69



References
Alberta Culture and Tourism (2021). Conventional Oil. Alberta Culture and Tourism.
http://history.alberta.ca/energyheritage/oil/default.aspx
Alloway, N. (2007). Swimming against the tide: Boys, literacies, and schooling - an
Australian story. Canadian Journal of Education 30(2), 582-605.
https://doi.org/10.2307/20466651
American Psychological Association. (2012). Guidelines for Psychological Practice with
Lesbian, Gay, and Bisexual Clients. American Psychologist, 67(1), 10-42
American Psychological Association. (2015a). Guidelines for psychological practice with
transgender and gender nonconforming people. American Psychologist, 70(9), 832-864.
American Psychological Association. (2015b). APA dictionary of psychology (2nd ed.).
Washington, DC: American Psychological Association.
American Psychological Association. (2018). APA guidelines for psychological practice
with boys and men. https://www.apa.org/about/policy/boys-men-practice-guidelines.pdf
American Psychological Association & National Association of School Psychologists.
(2015). Resolution on gender and sexual orientation diversity in children and adolescents
in schools. Retrieved from http://www.apa.org/about/policy/orientation-diversity.aspx
Anderson, E. (2013). Adolescent masculinity in an age of decreased homohysteria.
Journal of Boyhood Studies 7(1), 79-93. https://doi.org/10.3149/thy.0701.79
Bates, T. R. (1975). Gramsci and the Theory of Hegemony. Journal of the History of Ideas,

36(2), 351-366. https://doi.org/10.2307/2708933

70



Bench, A. (January 10, 2021). Alberta shares economic struggle, right-wing divide that
helped spur U.S. Capitol protest: experts. Global News.
https://globalnews.ca/news/7566895/alberta-capitol-protest-experts-situation-jan-10/

Bennet, H. B. (2017, September 14). Boys don't cry: the changing nature of masculinity.
Campaign. https://www.campaignlive.co.uk/article/boys-dont-cry-changing-nature-
masculinity/1444434

Bennett, P. W. (2016). Training ‘blue-blooded’ Canadian boys: Athleticism, muscular
Christianity, and sports in Ontario’s ‘little big four’ schools, 1829-1930. Journal of Sport
History 43(3), 253-271. https://doi.org/10.5406/jsporthistory.43.3.0253

Borgonovi, F. (2016). Video gaming and gender differences in digital and printed reading
performance among 15-year-olds students [sic] in 26 countries. Journal of Adolescence
48(1), pp. 45-61. https://doi.org/10.1016/j.adolescence.2016.01.004

Bosacki, S. L. (2014). A longitudinal study of children’s theory of mind, self-concept,
and gender-role orientation. International Electronic Journal of Elementary Education
6(2), 213-228. https://doi.org/10.2224/sbp.2013.41.4.663

Bosacki, S., Harwood, D., & Sumaway, C. (2012). Being mean: Children’s gendered
perceptions of peer teasing. Journal of Moral Education 41(4), 473-489.
https://doi.org/10.1080/03057240.2012.690728

Bower-Phipps, L., (2017). Discourses governing lesbian, gay, bisexual, transgender,
queer, intersex, and asexual teachers’ disclosure of sexual orientation and gender history.

Issues in Teacher Education 26(3), 23-37.

71



Bragg, S., Renold, E., Ringrose, J., & Jackson, C. (2018). ‘More than boy, girl, male,
female’: Exploring young people’s views on gender diversity within and beyond school
contexts. Sex Education 18(4), 420-434. https://doi.org/10.1080/14681811.2018.1439373

Braun, S. S. & Davidson, A. J. (2017). Gender (non)conformity in middle childhood: A
mixed methods approach to understanding gender-typed behavior, friendship, and peer
preference. Sex Roles, 77(1), 16-29. https://doi.org/10.1007/s11199-016-0693-z

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp0630a

Brod, H. (1994). Some Thoughts on Some Histories of Some Masculinities: Jews and Other
Others. In H. Brod & M. Kaufman (Eds.), Theorizing Masculinities: Research on men
and masculinities (pp. 82-96). Sage Publications.

Brod, H. & Kaufman, M. (1994). Introduction. In H. Brod & M. Kaufman (Eds.), Theorizing
Masculinities: Research on men and masculinities (pp. 1-10). Sage Publications.

Buchmann, C. (2009). Gender inequalities in the transition to college. Teachers College
Record 111(10), 2320-2346. https://doi.org/10.1177/016146810911101002

Burns, J. & Kehler, M. (2014). Boys, bodies and negotiated school spaces: When boys
fail the litmus test. Culture, Society & Masculinities, 6(1), 3-18.

Burrell, S. (2018, July 4). Changing men and masculinities in the wake of #MeToo.
British Sociological Association. https://www.britsoc.co.uk/about/latest-
news/2018/july/changing-men-and-masculinities-in-the-wake-of-metoo/

Butler, J. (1988). Performative acts and gender constitution: An essay in phenomenology and

feminist theory. Theatre Journal, 40(4), 519-531. https://doi.org/10.2307/3207893

72



Butler, J. (1999). Gender trouble: Feminism and the subversion of identity (2nd ed.) Routledge.
(Original work published in 1990).

Callaghan, T. D. (2018). Homophobia in the hallways: Heterosexism and transphobia in
Canadian Catholic schools. University of Toronto Press.

Canadian Cultural Mosaic Foundation. (2019). A long way to go: Educator Perspectives
on multiculturalism and racism in Alberta K-12 classrooms.
http://www.canadianculturalmosaicfoundation.com/uploads/5/1/1/9/5119051/a_long_way
_to_go.pdf

Capra, F. (1996). The web of life: A new scientific understanding of living systems. New
York, NY: Anchor Books, Random House Publishers.

Carlana, M. (2019). Implicit stereotypes: Evidence from teachers’ gender bias. The
Quarterly Journal of Economics 134(3), 1163-1224. https://doi.org/10.1093/qje/qjz008

Carlson, A., Salam, M., Cain Miller, C., Lu, D., Ngu, A, Patel, J. K., & Wichter, J.
(2018, Oct. 29). #MeToo brought down 201 powerful men. Nearly half of their
replacements are women. The New York Times.
https://www.nytimes.com/interactive/2018/10/23/us/metoo-replacements.html

Carlson, D. P. (2017). The bully curriculum. In Flinders, D.J. & Thornton, S.J. (Eds.) The
curriculum studies reader (pp. 337-348). New York, NY: Routledge.

Carrington, B., Francis, B., Hutchings, M., Skelton, C., Read, B., & Hall, I. (2007). Does
the gender of the teacher really matter? Seven- to eight-year-olds’ accounts of their
interactions with their teachers. Educational Studies 33(4), 397-413.

https://doi.org/10.1080/03055690701423580

73



Carrington, B. & Skelton, C. (2003). Re-thinking ‘role models’: Equal opportunities in
teacher recruitment in England and Wales. Journal of Education Policy, 18(3), 253-265.
https://doi.org/10.1080/02680930305573

Castellanos, M., Saldarriaga, L., Lopez, L. S., Bukowski, W. M. (2019). Contextual
variance and invariance in self-perceived gender typicality and pressure to conform to
gender role expectations. International Journal of Behavioral Development 43(4), 305-
308. https://doi.org/10.1177/0165025419844037

Charlton, E., Mills, M., Martino, W., & Beckett, L. (2007). Sacrificial girls: A case study
of the impact of streaming and setting on gender reform. British Educational Research
Journal, 33(4), 439-478. https://doi.org/10.1080/01411920701434011

Chemaly, S. (2015, February 12). All teachers should be trained to overcome their
hidden biases. Time. https://time.com/3705454/teachers-biases-girls-education/

Cimpian, J. (2018, April 23). How our education system undermines gender equity: And
why culture change — not policy — may be the solution. Brookings.
https://www.brookings.edu/blog/brown-center-chalkboard/2018/04/23/how-our-
education-system-undermines-gender-equity/

Claussen, C. (2017). The WiseGuys program: Sexual health education as a pathway to
supporting changes in endorsement of traditional masculinity ideologies. Journal of
Men’s Studies, 25(2), 150-167. https://doi.org/10.1177/1060826516661319

Collier, D. R. (2015). ‘I’m just trying to be tough, okay’: Masculine performances of
everyday practices. Journal of Early Childhood Literacy, 15(2), 203-226.

https://doi.org/10.1177/1468798414533561

74



Coltrane, S. (1994). Theorizing Masculinities in Contemporary Social Sciences. In H. Brod & M.
Kaufman (Eds.), Theorizing Masculinities: Research on men and masculinities (pp. 39-
60. Sage Publications.

Connell, R.W. (1994). Psychoanalysis on Masculinity. In H. Brod & M. Kaufman (Eds.),
Theorizing Masculinities: Research on men and masculinities (pp. 11-38). Sage
Publications.

Connell, R. W. (2005). Masculinities (2nd ed.). Berkeley, CA: University of California
Press. (Original work published 1995).

Connell, R. (2008). Masculinity construction and sports in boys’ education: A framework
for thinking about the issue. Sport, Education and Society, 13(2), 131-145.
https://doi.org/10.1080/13573320801957053

Connell, R.W. (2009). Gender: Short introductions. (2nd ed.) Polity Press.

Connell, R. W. & Messerschmidt, J. W. (2005). Hegemonic masculinity: Rethinking the
concept. Gender & Society, 19(6), 829-859. https://doi.org/10.1177/0891243205278639

Coren, M. (January 6, 2020). Why are we still paying for Catholic schools? The Walrus.
https://thewalrus.ca/why-are-we-still-paying-for-catholic-schools/

Corey, D. (2017, Nov. 8). A growing list of men accused of sexual misconduct since
Weinstein. NBC News. https://www.nbcnews.com/storyline/sexual-
misconduct/weinstein-here-s-growing-list-men-accused-sexual-misconduct-n816546

Coston, B. M. & Kimmel, M. (2012). Seeing privilege where it isn’t: Marginalized
masculinities and the intersectionality of privilege. Journal of Social Issues 68(1), 97-

111. https://doi.org/10.1111/j.1540-4560.2011.01738.x

75



Crawford, C., Macmillan, L., & Vignoles, A. (2017). When and why do initially high-
achieving poor children fall behind? Oxford Review of Education 43(1), 88-108.
https://doi.org/10.1080/03054985.2016.1240672

Creighton, G., Oliffe, J., Ogrodniczuk, J., & Frank, B. (2017). “You’ve gotta be that
tough crust exterior man”: Depression and suicide in rural-based men. Qualitative Health
Research 27(2), 1882-1891. https://doi.org/10.1177/1049732317718148

Creswell, J. W. & Guetterman, T. C. (2019). Educational research: Planning,
conducting, and evaluating quantitative and qualitative research. New York, NY:
Pearson.

Cruickshank, V., Pedersen, S., Cooley, P. D., & Hill, A. (2018). Towards a measure of
gender-related challenges faced by male primary teachers. Australian Journal of
Education 62(1), 49-60. https://doi.org/10.1177/0004944117751440

DelLay, D., Martin, C. L., Cook, R. E., & Hanish, L. D. (2018). The influence of peers
during adolescence: Does homophobic name calling by peers change gender identity?
Journal of Youth Adolescence 47(3), 636-649. https://doi.org/10.1007/s10964-017-0749-
6

Drudy, S. (2008). Gender balance/gender bias: The teaching profession and the impact of
feminisation. Gender and Education 20(4), 309-323.
https://doi.org/10.1080/09540250802190156

Epstein, D. (1997). Boyz’ own stories: Masculinities and sexualities in schools[1].

Gender and Education 9(1), 105-116. https://doi.org/10.1080/09540259721484

Evans, R. T. (2016). “Faggots, fame and firepower”: Teenage masculinity, school

shootings, and the pursuit of fame. Canadian Review of American Studies, 46(1), 1-21.

76



Farr, K. (2018). Adolescent rampage school shootings: Responses to failing masculinity
performances by already-troubled boys. Gender Issues 35(2), 73-97.
https://doi.org/10.1007/s12147-017-9203-z

Fletcher, R. (April 21, 2018). Why does Alberta still have a separate Catholic school
system? Here's a 2-minute explanation. CBC.
https://www.cbc.ca/news/canada/calgary/why-alberta-saskatchewan-ontario-have-
separate-catholic-schools-1.4614462

Fletcher, R. (July 4, 2018). Why Calgary's downturns tend to be ‘'mancessions'. CBC.
https://www.cbc.ca/news/canada/calgary/calgary-mancession-recession-male-income-
declines-1.4726410

Fletcher, R. (October 24, 2019). Boys in Alberta schools get assaulted, threatened,
robbed and slurred more often than rest of Canada. CBC.
https://www.cbc.ca/news/canada/calgary/school-violence-bullying-alberta-student-
survey-1.5331861

Frank, B., Kehler, M., Lovell, T., & Davison, K. (2003). A tangle of trouble: Boys,
masculinity and schooling - future directions. Educational Review 55(2), 119-133.
https://doi.org/10.1080/0013191032000072173

French, J. (June 6, 2019). Bill 8: GSAs, school fees, power of boards to be tweaked under
Education Amendment Act. Edmonton Journal. https://edmontonjournal.com/news/local-
news/bill-8-gsas-school-fees-power-of-boards-to-be-tweaked-under-education-

amendment-act

77



Gerson, J. (November 7, 2019). Why so many Albertans are giving up on their country.
Maclean’s. https://www.macleans.ca/news/canada/why-so-many-albertans-are-giving-up-
on-their-country/

Goble, P., Martin, C. L., Hanish, L. D., & Fabes, R. A. (2012). Children’s gender-typed
activity choices across preschool social contexts. Sex Roles 67(7-8), pp. 435-451.
https://doi.org/10.1007/s11199-012-0176-9

Godfrey, R. V. & Manis, K. T. (2017). Filling the educator pipeline: Recruiting male
family and consumer sciences teachers. Journal of Family and Consumer Sciences
109(2), 48-53. https://doi.org/10.14307/JFCS109.2.48

Godwin, R. (2018, March 9). Men after #MeToo. ‘There’s a narrative that masculinity is
fundamentally toxic'. The Guardian.
https://www.theguardian.com/world/2018/mar/09/men-after-metoo-masculinity-
fundamentally-toxic

Government of Alberta. (2021). Education rights. Government of Alberta.
https://www.alberta.ca/education-rights.aspx

Gramsci, A., Hoare, Q., & Nowell-Smith, G. (1971). Selections from the prison notebooks of
Antonio Gramsci. International Publishers.

Green, S. L. & Martin, D. (2018). Playing the game: Recruiting Black males in teaching.
Multicultural Learning and Teaching 13(1), 48-53. https://doi.org/10.1515/mlt-2017-
0005

Greenham, K. (2019, October 16). Dispute over boy’s head covering erupts into
accusations of racism at Edmonton school. Grandin Media.

https://grandinmedia.ca/durag-incident/

78



Greig, C. J. (2011). Boys-only classrooms: Gender reform in Windsor, Ontario 1966-

1972. Educational Review 63(2), 127-141.
https://doi.org/10.1080/00131911.2010.518756

Grumet/Hobart, M. & Smith Colleges, W. (1981). Pedagogy for patriarchy: The
feminization of teaching. Interchange 12(2-3), 165-184.
https://doi.org/10.1080/07393148108429534

Gutek, G. L. (2014). Philosophical, ideological, and theoretical perspectives on
education (2nd ed.). Boston, MA: Pearson.

Hadjar, A., Backes, S., & Gysin, S. (2015). School alienation, patriarchal gender-role
orientations and the lower education success of boys: A mixed-method study.
Masculinities and Social Change 4(1), 87-116. https://doi.org/10.17583/msc.2015.1319

Halpern, D.F. et al (2011). The pseudoscience of single-sex schooling. Science, New
Series 333(6050), 1706-1707). https://doi.org/10.1126/science.1205031

Holmes, K., Gore, J., Smith, M., & Lloyd, A. (2018). An integrated analysis of school
students’ aspirations for STEM careers: Which student and school factors are most
predictive? International Journal of Science and Mathematics Education 16(4), 655-675.
https://doi.org/10.1007/s10763-016-9793-z

Hopkins, R. M., Regehr, G., & Pratt, D. D. (2017). A framework for negotiating
positionality in phenomenological research. Medical Teacher 39(1), 20-25.
https://doi.org/10.1080/0142159x.2017.1245854

Howes, S. S., Henning, J., Mills, M. J., & Huffman, A. H. (2018). Yes Virginia, there is a
gender disparity problem — and it goes beyond STEM. Industrial and Organizational

Psychology 11(2), 318-323. https://doi.org/10.1017/iop.2018.22

79



Imrie, A. (2019, August 7). Alberta Government Rolls Back Protections for Students in
GSAs in Passing Bill 8. Rights Watch Blog. http://rightswatch.ca/2019/07/08/alberta-
government-rolls-back-protections-for-students-in-gsas/

Jackson, M. C., Leal, C. C., Zambrano, J., & Thoman, D. B. (2019). Talking about
science interests: The importance of social recognition when students talk about their
interests in STEM. Social Psychology of Education 22(1), 149-167.
https://doi.org/10.1007/s11218-018-9469-3

Justman, M. & Mendez, S.J. (2018). Gendered choices of STEM subjects for
matriculation are not driven by prior differences in mathematical achievement.
Economics of Education Review 64(1), 282-297.
https://doi.org/10.1016/j.econedurev.2018.02.002

Kagesten, A., Gibbs, S., Wm Blum, R., Moreau, C., Chandra-Moul, V., Herbert, A.,
Amin, A. (2016). Understanding factors that shape gender attitudes in early adolescence
globally: A mixed-methods systematic review. PLoS ONE 11(6),
https://doi.org/10.1371/journal.pone.0157805

Kalish, R. & Kimmel, M. (2010). Suicide by mass murder: Masculinity, aggrieved
entitlement, and rampage school shootings. Health Sociology Review 19(4), 451-464.
https:///doi.org/10.5172/hesr.2010.19.4.451

Kehler, M. D. (2007). Hallway fears and high school friendships: The complications of
young men (re)negotiating heterosexualized identities. Discourse: Studies in the Cultural

Politics of Education, 28(2), 259-277. https://doi.org/10.7202/1003567ar

80



Kehler, M. (2009). Boys, Friendships, and Knowing “It Wouldn’t Be Unreasonable to Assume I
Am Gay”. In W. Martino, M. Kehler, & M.B. Weaver-Hightower (Eds.), The problem
with boys’ education: Beyond the backlash (pp. 198-223). Routledge.
https://doi.org/10.4324/9780203877715

Kehler, M. (2010). Boys, books and homophobia: Exploring the practices and policies of
masculinities in school. McGill Journal of Education, 45(3), 351-370.
https://doi.org/10.7202/1003567ar

Kehler, M. (2020, March 9). Mobilizing men, masculinities and movements for change in
a post #metoo era. ATA Women in Leadership Summit. Keynote address conducted at the
ATA Women in Leadership Summit, Edmonton, AB.

Kehler, M. & Greig, C. (2005). Reading masculinities: Exploring the socially literate
practices of high school young men. International Journal of Inclusive Education, 9(4),
351-370. https://doi.org/10.1080/13603110500146874

Kehler, M. & Martino, W. (2007). Questioning masculinities: Interrogating boys’
capacities for self-problematization in schools. Canadian Journal of Education 30(1), 90-
112. https://doi.org/10.2307/20466627

Kerr, K. (December 18, 2018). Opinion: Time for Catholic Church to fund its own
schools in Alberta. Edmonton Journal.
https://edmontonjournal.com/opinion/columnists/opinion-time-for-catholic-church-to-
fund-its-own-schools-in-alberta

Kimmel, M. (1994a). Forward. In H. Brod & M. Kaufman (Eds.), Theorizing Masculinities:

Research on men and masculinities (pp. vii-ix). Sage Publications.

81



Kimmel, M.S. (1994b). Masculinity as Homophobia. In H. Brod & M. Kaufman (Eds.),
Theorizing Masculinities: Research on men and masculinities (pp. 119-141). Sage
Publications.

Kimmel, M. (2009). Hostile High School Hallways. In W. Martino, M. Kehler, & M.B. Weaver-
Hightower (Eds.), The problem with boys’ education: Beyond the backlash (pp. 169-197).
Routledge. https://doi.org/10.4324/9780203877715

Kimmel, M. (2013). Is it the end of men, or are men still in power? Yes! Boston
University Law Review 93(3), pp. 689-697.

Kimmel, M. S. & Mahler, M. (2003). Adolescent masculinity, homophobia, and violence:
Random school shootings, 1982-2001. American Behaviouraal Scientist, 46(10), 1439-
1458. https://doi.org/10.1177/0002764203046010010

Knight, R., Shoveller, J. A., Oliffe, J. L., Gilbert, M., Frank, B., & Ogilvie, G. (2012).
Masculinities, ‘guy talk’ and ‘manning up’: A discourse analysis of how young men talk
about sexual health. Sociology of Health & IlIness, 34(8), 1246-1261.
https://doi.org/10.1111/j.1467-9566.2012.01471.x

Lapointe, A. A. (2015). Standing “straight” up to homophobia: Straight allies’
involvement in GSAs. Journal of LGBT Youth 12(2), 144-1609.
https://psycnet.apa.org/doi/10.1080/19361653.2014.969867

Lawless, B., & Chen, Y. (2019). Developing a method of critical thematic analysis for qualitative
communication inquiry. Howard Journal of Communications, 30, 106 - 92.

https://doi.org/10.1080/10646175.2018.1439423

82



Leavy, P. (2017). Research design: Quantitative, qualitative, mixed methods, arts-based,
and community-based participatory research approaches. New York, NY: The Guilford
Press. https://doi.org/10.1111/fcsr.12276

Levinson-King, R. (October 11, 2019). Wexit: Why some Albertans want to separate from
Canada. BBC. https://www.bbc.com/news/world-us-canada-49899113

Lindsey, L. L. (2015). Gender roles: A sociological perspective. Boston, MA: Pearson.
https://doi.org/10.4324/9781315664095

Lugman, M. (2018). The Trump Effect: Impacts of political rhetoric on minorities and
America’s image. Master's thesis, Harvard Extension School.

Martin, C.L. & Dinella, L.M. (2012). Congruence between gender stereotypes and
activity preference in self-identified tomboys and non-tomboys. Archives of
Sexual Behavior 41(3), pp. 599-610. https://doi.org/10.1007/s10508-011-9786-5

Martin, C.L. & Ruble, D. (2004). Children’s search for gender cues: Cognitive
perspectives on gender development. Current Directions in Psychological Science 13(2),
67-70. https://psycnet.apa.org/doi/10.1111/j.0963-7214.2004.00276.x

Martino, W. (2000). Mucking around in class, giving crap and acting cool: adolescent
boys enacting masculinities at school. Canadian Journal of Education 25(2), 102-112.
https://doi.org/10.2307/1585744

Martino, W. (2003a). ‘We just get really fired up’: Indigenous boys, masculinities and
schooling. Discourse: Studies in the Cultural Politics of Education 24(2), 159-174.
https://doi.org/10.1080/01596300303037

Martino, W. (2003b). Boys, masculinities and literacy: Addressing the issues. Australian

Journal of Language and Literacy 26(3), 9-27. https://doi.org/10.7202/1003567ar

83



Martino, W. (2008a). The lure of hegemonic masculinity: Investigating the dynamics of
gender relations in two male elementary school teachers’ lives. International Journal of
Qualitative Studies in Education 21(6), 575-603.
https://doi.org/10.1080/09518390701546732

Martino, W. M. (2008b). Male teachers as role models: Addressing issues of masculinity,
pedagogy and the re-masculinization of schooling. Curriculum Inquiry, 38(2), 189-223.
https://doi.org/10.1111/j.1467-873X.2007.00405.x

Martino, W. & Cumming-Potvin, W. (2011). “They didn’t have out there gay parents —
they just looked like normal regular parents”: Investigating teachers’ approaches to
addressing same-sex parenting and non-normative sexuality in the elementary school
classroom. Curriculum Inquiry 41(4), 480-501. https://doi.org/10.1111/j.1467-
873X.2011.00557.x

Martino, W. & Cumming-Potvin, W. (2016). Teaching about sexual minorities and
“princess boys”: a queer and trans-infused approach to investigating LGBTQ-themed
texts in the elementary school classroom. Discourse: Studies in the Cultural Politics of
Education 37(6), 807-827. https://doi.org/10.1080/01596306.2014.940239

Martino, W. & Frank, B. (2006). The tyranny of surveillance: Male teachers and the
policing of masculinities in a single sex school. Gender and Education, 18(1), 17-33.
https://doi.org/10.1080/09540250500194914

Martino, W. & Kehler, M. (2006). Male teachers and the “boy problem”: An issue of
recuperative masculinity politics. McGill Journal of Education 41(2), 113-131.

https://doi.org/10.7202/1009172ar

84



Martino, W. & Kehler, M. (2007). Gender-based literacy reform: A question of
challenging or recuperating gender binaries. Canadian Journal of Education 30(2), 406-
431. https://doi.org/10.2307/20466644

Martino, W., Mills, M., & Lingard, B. (2005). Interrogating single-sex classes as a
strategy for addressing boys’ educational and social needs. Oxford Review of Education
31(2), 237-254. https://doi.org/10.1080/03054980500117843

Martino, W. & Rezai-Rashti, G. (2012a). Neoliberal accountability and the politics of
boys’ underachievement: Steering policy by numbers in the Ontario context.
International Journal of Inclusive Education 16(4), 423-440.
https://doi.org/10.1080/13603116.2011.555097

Mayo Jr., J. B., (2020). Queer teacher to queer teacher: Reflections, questions, and hopes
from current and aspiring educators. Teaching Education 31(1), 32-44.
https://doi.org/10.1080/10476210.2019.1709813

McDowell, J. & Klattenberg, R. (2019). Does gender matter? A cross-national
investigation of primary class-room discipline. Gender and Education 31(8), 947-965.
https://doi.org/10.1080/09540253.2018.1458078

McGuffey, C. S. & Rich, B. L. (1999). Playing in the gender transgression zone: Race,
class, and hegemonic masculinity in middle childhood. Gender & Society, 13(5), 608-
627. https://doi.org/10.1177/089124399013005003

McLeod, S. A. (2008). Social roles. Simply Psychology. www.simplypsychology.org/social-
roles.html

Meidl, C. (2019). Challenges to recruiting Black males into early childhood education.

Urban Education 54(4), 564-591. https://doi.org/10.1177/0042085918789745

85



Messerschmidt, J. W. (2019). The salience of “hegemonic masculinity”. Men and
Masculinities, 22(1), 85-91. https://doi.org/10.1177/1097184X18805555

Meyers, A. (2021). How activist audiences are changing the TV industry. ShondalLand.
https://www.shondaland.com/inspire/a35856162/activist-audiences-changing-the-tv-
industry/

Mills, M., Martino, W., & Lingard, B. (2004). Attracting, recruiting and retaining male
teachers: Policy issues in the male teacher debate. British Journal of Sociology of
Education 25(3), 55-369. https://doi.org/10.1080/0142569042000216990

Mills, M. & Keddie, A. (2010). Cultural reductionism and the media: Polarising
discourses around schools, violence and masculinity in an age of terror. Oxford Review of
Education, 36(4), 427-444. https://doi.org/10.1080/03054985.2010.494449

Moreau, M. P. & Brownhill, S. (2017). Teachers and educational policies: Negotiating
discourses of male role modelling. Teaching and Teacher Education 67(1), 370-377.
https://doi.org/ 10.1016/j.tate.2017.07.001

Murphy, J. (2019, April 29). Should these school clubs be kept secret from parents?

BBC. https://www.bbc.com/news/world-us-canada-47901707

Neubauer B. E., Witkop, C. T., Varpio, L. (2019). How phenomenology can help us learn
from the experiences of others. Perspectives on Medical Education 8(2), 90-97.
https://doi.org/ 10.1007/s40037-019-0509-2

Newsom Siebel, J. (Director). (2015). The mask you live in [Film]. The Representation
Project.

Nussbaum, E. (2019, May 27). TV’s reckoning with #metoo. The New Yorker.

https://www.newyorker.com/magazine/2019/06/03/tvs-reckoning-with-metoo

86



O’Grady, K., Duessing, M., Scerbina, T., Tao, Y., Fung, K., Elez, V., & Monk, J. (2019).
Measuring up: Canadian results of the OECD PISA 2018 study: The performance of
Canadian 15-year-olds. The Council of Ministers of Education, Canada.
https://www.cmec.ca/Publications/Lists/Publications/Attachments/396/P1ISA2018_Public
Report_EN.pdf

Offin, S. (December 6, 2018). Calgary Catholic students and teachers claim they re

facing ‘roadblocks’ in setting up GSAs. Global News.
https://globalnews.ca/news/4737598/calgary-catholic-students-and-teachers-claim-
theyre-facing-roadblocks-in-setting-up-gsas/

Ontario Ministry of Education (2004). Me Read? No Way! Retrieved from
http://www.edu.gov.on.ca/eng/document/brochure/meread/meread.pdf

Ontario Ministry of Education (2009). Me Read? And How! Retrieved from
http://www.edu.gov.on.ca/eng/curriculum/meread_andhow.pdf

Paechter, C., Toft, A., Carlile, A. (2021) Non-binary young people and schools: pedagogical
insights from a small-scale interview study. Pedagogy, Culture & Society, 29(5), 695-
713, https://doi.org/10.1080/14681366.2021.1912160

Pappas, S. (2019). APA issues first-ever guidelines for practice with men and boys.

Monitor on Psychology, 50(1), http://www.apa.org/monitor/2019/01/ce-corner.

Pateman, C. (2016). Sexual contract. In Naples, N. A. (Ed.), The Wiley Blackwell
Encyclopedia of Gender and Sexuality Studies (pp. 1-3). John Wiley & Sons, Ltd.

Patil, V. (2013). From patriarchy to intersectionality: A transnational feminist assessment
of how far we have really come. Signs: Journal of Women in Culture and Society, 38(4),

847-867. https://doi.org/10.1086/669560

87



Patten, S. L., (2019). Measures of socio-economic status in educational research: The
Canadian context. International Journal of Education Policy and Leadership 14(3), 1-15.
https://doi.org/10.22230/ijepl.2019v14n3a858

PettyJohn, M. E., Muzzey, F. K., Maas, M. K., & McCauley, H. L. (2019).

#HowWilllChange: Engaging men and boys in the #MeToo movement. Psychology of
Men & Masculinities, 20(4), 612-622. http://dx.doi.org/10.1037/men0000186

Pinar, W. F., Reynolds, W. M., Slattery, P., & Taubman, P. M. (1995). Chapter 7:
Understanding curriculum as gender text. Counterpoints, 17(7), 358-403.

Quinn, Naomi. (2019). Historical circumstances and biological proclivities surrounding
patriarchy. In Mathews, H. F. & Manago, A. M. (Eds.), The psychology of women under
patriarchy (pp. 31-50). University of New Mexico Press.

Ramsay, C. (July 5, 2019). Controversial Alberta education bill passes after marathon
debate. Global News. https://globalnews.ca/news/5463387/alberta-legislature-bill-8-
education-gay-straight-alliances-debate/

Randles, C. (2012). Phenomenology: A review of the literature. National Association for
Music Education, 30(2), 11-21. https://doi.org/10.1177/8755123312436988

Renold, E. (2001). Learning the ‘hard’ way: Boys, hegemonic masculinity and the
negotiation of learner identities in the primary school. British Journal of Sociology of
Education, 22(3), 369-385. https://doi.org/10.1080/01425690120067980

Renold, E. (2009). Tomboys and “Female Masculinity”: (Dis)Embodying Hegemonic
Masculinity, Queering Gender ldentities and Relations. In Martino, M. Kehler, & M.B.
Weaver-Hightower (Eds.), The problem with boys” education: Beyond the backlash (pp.

224-241). Routledge. https://doi.org/10.4324/9780203877715

88



Richards, J. (2017). Red flags for educators: Lessons for Canada in the PISA results. C.D.
Howe Institute. Commentary No. 488.
https://www.cdhowe.org/sites/default/files/attachments/research_papers/mixed/Comment
ary_488.pdf

Ringrose, J. & Renold, E. (2010). Normative cruelties and gender deviants: The
performative effects of bully discourses for girls and boys in school. British Educational
Research Journal, 36(4), 573-596. https://doi.org/10.1080/01411920903018117

Rymbhs, D. (2012). In this inverted garden: Masculinities in Canadian prison writing.

Journal of Gender Studies, 21(1), 77-89. https://doi.org/10.1080/09589236.2012.639173

Ruiz, R. (2018, June 16). You haven't heard of this masculinity movement, but it's exactly
what men need right now. Mashable. https://mashable.com/2018/06/16/how-to-be-a-
better-man-healthy-masculinity/

Saee-Nazari, A. (2015). The role of masculinity in school shootings. Massachusetts Daily
Collegian, University of Massachusetts. https://dailycollegian.com/2015/10/the-role-of-
masculinity-in-school-shootings/

Sassler, S., Glass, J., Levitte, Y., Michelmore, K. M., (2017). The missing women in
STEM? Assessing gender differentials in the factors associated with transition to first
jobs. Social Science Research 63(1), 192-208.
https://doi.org/10.1016/j.ssresearch.2016.09.014

Scott, L. A. & Alexander, Q. (2019). Strategies for recruiting and retaining Black male
special education teachers. Remedial and Special Education 40(4), 236-247.

https://doi.org/10.1177/0741932517732636

89



Sharpe, B. (May 5, 2020). Are the queer kids alright in Kenney’s Alberta? The Sprawl.
https://www.sprawlcalgary.com/lgbtg-gsa-kenney-alberta

Skelton, C. (1996). Learning to be ‘tough’: The fostering of maleness in one primary
school. Gender and Education, 8(2), 185-198.
https://doi.org/10.1080/09540259650038851

Skelton, C. (1997). Primary boys and hegemonic masculinities. British Journal of
Sociology of Education 18(3), 349-369. https://doi.org/10.1080/0142569970180303

Skelton, C. (2000). ‘A passion for football’: Dominant masculinities and primary
schooling. Sport, Education and Society 5(1), 5-18.
https://doi.org/10.1080/135733200114406

Skelton, C. (2002). The ‘feminisation of schooling’ or ‘re-masculinising’ primary
education? International Studies in Sociology of Education 12(1), 77-96.
https://doi.org/10.1080/09620210200200084

Skelton, C. (2007). Gender, policy and initial teacher education. Gender and Education
19(6) 677-690. https://doi.org/10.1080/09540250701650599

Skelton, C. (2009). Failing to get men into primary teaching: A feminist critique. Journal
of Education Policy 24(1) 39-54. https://doi.org/10.1080/02680930802412677

Skelton, C. & Francis, B. (2011). Successful boys and literacy: Are “literate boys”
challenging or repackaging hegemonic masculinity? Curriculum Inquiry 41(4), 456-479.

https://doi.org/10.1111/j.1467-873X.2011.00559.x

90



Skelton, C. & Read, B. (2006). Male and female teachers’ evaluative responses to gender
and the implications of these for the learning environments of primary age pupils.
International Studies in Sociology of Education 16(2), 105-120. https://doi.org/
10.1080/09620210600849802

Stewart, S., Coombs, L. & Burston, B. (2016). What’s sex got to do with it? The
preparation of elementary male teacher candidates. Journal for Multicultural Education
10(1), 2-18. https://doi.org/ 10.1108/JME-07-2015-0024

Stockfelt, S. (2016). Economic, social and embodied cultural capitals as shapers and
predictors of boys’ educational aspirations. The Journal of Educational Research 109(4),
351-359. https://doi.org/10.1080/00220671.2014.968911

Stolz, J. (2005). Masculinity and school violence: Addressing the role of male gender
socialization. Canadian Journal of Counselling, 39(1), 52-63. https://doi.org/
10.1016/j.jadohealth.2017.06.022

Taylor, A., Servage, L., & Hamm, Z. (2014). Trades and aides: The gendering of
vocational education in rural Alberta. Journal of Research in Rural Education 29(8), 1-
14.

The Canada Guide (2021). Past Canadian Federal Election Results. The Canada Guide.
https://thecanadaguide.com/data/federal-elections/

Thomas, M. (December 12, 2018). What we mean when we talk about Alberta
conservatism. CBC. https://www.cbc.ca/news/canada/calgary/alberta-populism-melanee-

thomas-polling-data-1.4939893

91



Tischler, A. & McCaughtry, N. (2011). PE is not for me: When boys’ masculinities are
threatened. Research Quarterly for Exercise and Sport, 82(1), 37-48.
https://doi.org/10.1080/02701367.2011.10599720

Veas Iniesta, A., Lopez-Lopez, J. A., Gilar Corbi, R., Minano Perez, P, & Castejon
Costa, J. L. (2017). Differences in cognitive, motivational and contextual variables
between under-achieving, normally-achieving, and over-achieving students: A mixed-
effects analysis. Psicothema 29(4), 533-538. https://doi.org/10.7334/psicothema2016.283

Watson, A. (2017). “Male delivery”: A critical investigation of what boys have to say
about the influence of male teachers on literacy engagement and achievement.
Educational Review 69(1), 102-117. https://doi.org/10.1080/00131911.2016.1169996

Watson, A., Kehler, M., & Martino, W. (2010). The problem of boys’ literacy
underachievement: Raising some questions. Journal of Adolescent & Adult Literacy
53(5), 356-361. https://doi.org/10.1598/JAAL.53.5.1

Watson, A. & Kehler, M. (2012). Beyond the “boy problem”: Raising questions, growing
concerns and literacy reconsidered. New England Reading Association Journal, 48(1),
43-55.

Watt, H. M. G., Hyde, J. S., Petersen, J., Morris, Z. A., Rozek, C. S., & Harackiewicz, J.
M. (2017). Mathematics — a critical filter for STEM-related career choices? A
longitudinal examination among Australian and U.S. adolescents. Sex Roles 77(3-4), 254-
271. https://doi.org/10.1007/s11199-016-0711-1

Wells, K. (2018). Transgender teachers: The personal, pedagogical, and political. Journal

of Homosexuality 65(12), 1543-1581. https://doi.org/10.1080/00918369.2017.1380989

92



Will, M. (2018). Latino male teachers: Building the pipeline: Why ‘it takes a village’ to
recruit Hispanic men into the teaching profession. Education Week 37(18).
https://www.edweek.org/leadership/latino-male-teachers-building-the-pipeline/2018/01

Woodson, A. N. & Bristol, T. J. (2020). Male teachers of color: Charting a new landscape
for educational research. Race Ethnicity and Education 23(3), 281-287.
https://doi.org/10.1080/13613324.2019.1663912

Yazan, B. (2015). Three Approaches to Case Study Methods in Education: Yin, Merriam, and
Stake. The Qualitative Report, 20(2), 134-152. https://doi.org/10.46743/2160-
3715/2015.2102

Zalis, S. (2019, January 22). The future of masculinity: Overcoming stereotypes. Forbes.
https://www.forbes.com/sites/shelleyzalis/2019/01/22/the-future-of-masculinity-

overcoming-stereotypes/#631cOcfalaf3

93



APPENDIX A
PARTICIPANT INFORMATION LETTER/ASSENT FORM

Alberta Boys’ Lived Experiences at School: Resisting Hegemonic Masculinity

My name is Katie Symons and | am a Graduate Student at the University of Lethbridge. | want to
see if you would like to be in my study. | want to see what you think about being a boy who does
not follow gender rules at school.

What is the purpose of the project?
| am doing this study to better understand how some boys feel at school so I can help to make
schools kind, safe places for everyone to be.

What are the requirements of participation?

If you participate in this study, you will be interviewed once for between one to two hours
regarding your experiences of being a boy at school. The interview will take place at a time and
place which works well for you.

What are the benefits of participating?
The study will not help you directly, but you will help me better understand what it is like to be a
boy at school.

What is the withdrawal procedure?

You do not have to participate in this study if you do not want to. Your parents or guardian have
to agree for you to be in this study and then you get to decide if you want to be in this study or
not. If you do not want to be in my study, that is okay and no one will be upset. If you want to be
in the study and then change your mind later, you can do that, too. You can stop being in the
study at any time by telling me.

How will confidentiality be ensured?

If you participate in the study, you will be asked to choose a nick-name of your choice so that no
one will know who you are. Only that name will be used during the study. Anything that has
your name on it will be kept private so no one will know who you are. You will not be the only
person | interview; everyone will also have a nick-name and no one will know who participates.

How will results be shared?

| will be using interviews from you and other anonymous people for my Master’s Thesis to
graduate from university. The findings may also be published in a research journal, conferences,
and other publications. Part of interviews that do not contain any identifying information may be
published as examples of participant responses.

If you want to read the results of the study, you can ask me to read a plain-language summary
and the full transcript.
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If you have any questions, you can email me anytime at:

katie.symons@uleth.ca

[ ] I'understand that an in-person interview will be audio recorded and an online interview will
be audio and video recorded.

|| 1'would like the final transcript and simplified summary emailed to me.
Your signature below indicates that you understand the above conditions of participation and

consent to participate in this study and that you have had the opportunity to have your questions
answered by the researcher.

Name of Participant Signature Date

Contact information Phone: Email:

A copy of this consent will be left with you and a copy will be taken by the researcher.
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APPENDIX B
PARTICIPANT PARENTAL INFORMATION LETTER/CONSENT FORM

Alberta Boys’ Lived Experiences at School: Resisting Hegemonic Masculinity

Your child is being invited to participate in a study entitled Alberta Boys’ Lived Experiences at
School: Resisting Hegemonic Masculinity, which is being conducted by Kathleen Symons
(University of Lethbridge, Graduate Student, Faculty of Education) under the supervision of
Dawn Burleigh (University of Lethbridge, Faculty of Education).

This study has been reviewed for ethical acceptability and approved by the University of
Lethbridge Human Participant Research Committee.

What is the purpose of the project?

The primary purpose of this project is to understand Alberta boys’ lived experiences of
masculinity. The research seeks to understand the experiences of boys’ who self-identify as
individuals who do not follow traditional gender rules in their school communities. The
researcher seeks to address the following research question: How do these adolescent Albertan
boys who resist the rules of hegemonic masculinity perceive it in their school community?

What are the requirements of participation?

Your child has been invited to participate in this project because they have self-identified as an
adolescent (aged 11-17) male living in Alberta who does not follow the rules of masculinity
enacted in your school community. Your child’s involvement in the project would include being
interviewed once regarding their experiences and perceptions of masculinity in their school
community. The interview will take place at a time and location which accommodates your child
and the researcher. Participation in the interview will take approximately one to two hours.

What are the benefits of participating?

The potential benefits of your child’s participation in this research include allowing the
researcher and other educators to learn about their experiences of hegemonic masculinity in their
school community. There is the potential for educators who read the research to better
understand how to create safe and inclusive school communities in Alberta. An inconvenience of
participating in the project is the time necessary to participate in the interview. Participation in
the study requires reflection, which could elicit an emotional response.

The researcher will provide participants with 24-hour phone and online mental health resources
should any emotional distress occur. The researcher will provide your child with the contact
information for the Alberta Mental Health Line (1-877-303-2642) and Kids Help Phone (1-800-
668-6868; kidshelpphone.ca), both of which provide 24 hour support available.

What is the withdrawal procedure?

Your child’s participation in this research is completely voluntary. If your child decides to
participate, they may withdraw at any time up to two weeks after the transcript has been shared
with you without any consequence or any explanation. If your child does withdraw from the
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study, all of their interview data will be immediately destroyed and they will not be contacted
again by the researcher.

How will confidentiality be ensured?

If your child participates in the project, they will be asked to choose a pseudonym so that
anonymity will be maintained in the interview. Only that pseudonym will be used throughout the
digital recording of the interview. Documentation that connects the pseudonym to the
participant’s actual name will be kept separate and private by the researcher. For the interview,
responses will be digitally recorded and later transcribed for analysis purposes. A written
transcript of each participant’s interview will be prepared by the researcher. The researcher will
ensure the transcripts do not contain any identifying information. After the data has been
transcribed, digital recordings of interviews will be destroyed.

Your child’s identity and the confidentiality of the data will be protected. The anonymized data
will be stored for ten years on a password-protected computer in the researcher’s office. After ten
years, this data will be permanently erased. The findings will be collected for the researcher’s
Master’s Thesis. The findings may also be submitted for publication in a research journal,
conferences, and other publications. Excerpts from the transcripts that do not contain any
identifying information may be published as examples of participant responses.

How will results be shared?

The results of this research project will be published in the researcher’s Master’s Thesis as part
of the requirements for graduation. The results may also be published in academic and
professional journals, presented at conferences, and other publications. Upon request, the results
will also be shared with participants and/or their parent(s)/guardian(s) in the form of the
competed transcript and a plain-language summary.

If you have any questions or concerns regarding this study, you may contact the researcher at the
following:

Kathleen Symons
katie.symons@uleth.ca

Questions regarding your child’s rights as a participant of this research may be addressed to the
Office of Research Ethics, University of Lethbridge (Phone: 403-329-2747 or Email:
research.services@uleth.ca)

I understand that an in-person interview will be audio recorded and an online interview will
be audio and video recorded.

[ ] 'would like a copy of the completed transcript and a plain-language summary emailed to
me.
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Your signature below indicates that you understand the above conditions of participation and
consent for your child to participate in this study and that you have had the opportunity to have
your questions answered by the researcher.

Child’s Name (printed):

Name of Parent/Guardian Signature Date

Contact information Phone: Email:

A copy of this consent will be left with you and a copy will be taken by the researcher.
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APPENDIX C
POTENTIAL INTERVIEW QUESTIONS

Potential questions for the interview:

e What does it mean to be a boy?

e s there a certain way people expect boys to act?

e What does it mean to be a boy outside of school?

e What does it mean to be a boy at school?

e Do you think that boys act differently than girls at school?

Do you feel like you have to act a certain way because you’re a boy?

Have you ever witnessed anyone being picked-on for not being the right kind of boy?
Have you ever seen people in your school trying to get others to act a certain way?
Do you feel like you can act like yourself at school?

Have you ever tried to resist the rules boys are expected to follow?
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APPENDIX D
PARTICIPANT RECRUITMENT POSTER

University of

Lethbridge

PARTICIPANTS NEEDED
FOR RESEARCH ABOUT
BEING A BOY AT SCHOOL

Is your experience as a boy different from other boys at
school?

We are looking for volunteers to take part in a study of
Alberta boys’ who resist the rules of masculinity experience of being a boy at
school.

Participants will be asked to: participate in an interview.

Participation would involve one session,
this session will be about 60-120 minutes long.

Participation is confidential.

For more information about this study, or to volunteer for this study,
please contact:

Katie Symons
Graduate Student, Faculty of Education
Phone or Text: 403-554-1155
Email: katie.symons@uleth.ca

This study has been reviewed for ethical acceptability and approved by the University of
Lethbridge Human Participant Research Committee.
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