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Abstract

This research focused on how three principals in Melmioys-only schools
view and influence the place of massed singing within tiespective school cultures.
The views of the principals themselves and their own dgpfe self-reflection were
critical to the thesis. The study was underpinned bgeththeoretical propositions:
principals, although not usually involved in the teaching a$sed singing, nevertheless
exert an influence on it; massed singing has a unigue pmvenhance the broader
school culture; and, cultural assumptions about genderédipation in music-making

can affect student attitudes towards massed singing.

The review of literature highlighted three themes whicarimied the conceptual
framework underpinning the research: organisational and edo@hteadership; the
construct of masculinity in boys’ education and in leadprsand the nature and
benefits of massed singing. Given the themes of thewevi seemed appropriate to
undertake a study which would be essentially qualitatiteypretive, and based on in-

depth interviews with the key stakeholders.

In the case of each of the three participating princigkisa was collected from
key documents produced by the schools, from a written guesiire, and from a semi-
structured interview. The questionnaire was designed batbliect data and to raise
participants’ consciousness prior to the interview.e THuestionnaire’s 17 questions,
structured so as to address the three themes identifiedgththe review of literature,
were designed to create a flexible framework for an ptidexploration of key issues

in the context of the interview itself.



Findings from the study indicated that there was a s#ong belief amongst the
participating principals that massed singing affects theativauilture of their schools in
a range of profound and significant ways; that they themmsexercise a sponsorial or
support role in relation to the singing programs in thdiosets, and rely on experts for
the effective delivery of musical content; that trachtl stereotypes of gender can be
challenged and debunked through student participation inecha@gsging; and that their
own personal histories of singing, and their favourablg@adition towards it, are

significant factors in how effectively they are atwepromote and support it.

The study findings have implications for school leaderd &neir boards; the
teaching profession in general, and choral and vocal edaaatparticular; parents and
the arts community; government education authorities angypalakers; and this
researcher himself. Recommendations for further relsdaave also emerged out of

this study.
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CHAPTER 1

THE RESEARCH DEFINED

1.1 Introduction to the Research

In Australian culture there exist some strong traditi@meund gendered
participation in cultural activities such as music and sigpgiFor boys, these traditions
have tended to reinforce non-participation and the maligation and ridicule of those
who defy the prevailing consciousness. This, of coussggtithe case for boys in every
culture. Masculinity in Wales, for example, is vanuch tied to the ability to sing
resonantly and with confidence. What experiences rafirsj do adolescent boys in
Australia have across their years of secondary sirigidl How do their principals,
entrusted with shaping school culture and the personalagewent of their students,
see their role in influencing how massed singing happensimstieols, if indeed they

are at all interested in promoting and resourcing it?

This research project aims to explore the influence ofcipals in selected
Victorian boys’ secondary schools on the place apemate singing in their school
cultures. It therefore encompasses three intercoeshd@lds: educational leadership,
boys’ education and massed singing. The first centragfbefi this project is that
wherever a healthy culture of massed singing is absemt & boys’ school, the school
is greatly impoverished as a result. The second helteat school principals should be
aware of this fact, and act to promote, develop an@isuatcredible program of massed

singing in the lives of their schools.



| have been involved in education and educational leadersiup $982. My
teaching experience has been mainly in boys’ second&igols administered by the
Christian Brothers. | am also a singer and musicidh wiwide background in music
theatre and opera. Throughout my professional caregetescher, | have continued to
perform as a freelance musician, at the same timegtdke opportunity of supporting
the performing arts as strongly as possible wherevavé heen teaching. Currently, |
teach singing at St Kevin's College Toorak and Corpus ChRisgional Seminary in
Carlton. My professional experience over the yeassléd me to ask: How can we who
teach in secondary schools make available to boysxt@ordinary experience of

massed singing, and all of the many benefits which canfflomw it?

1.2 Research Site

The three Victorian secondary boys’ schools which coragribe research site
for this study into the role of the principal in influencimgssed singing were: School
A, located in Toorak and Richmond; School B, located int&#&ury; and School C,
located in South Yarra. School A is a Kindergarten tarY¥ school in the Catholic
Archdiocese of Melbourne with an enrolment of over 1709sbo School B is an
independent Grammar school in the Anglican traditioreraad for some 1200 boys in
Prep to Year 12. School C is a select-entry stateo$etith an enrolment of over 1300

boys in Years 9 to 12.

1.3 Identification of the Research Question
The research question embodies three interrelated ceng What are the
leadership decisions principals make about massed singingiirstheols, and what

factors influence these decisionsWhat understanding do principals have of the



relationship between the issues surrounding boys’ educatidrthe place of massed
singing in their schools®hat do principals understand about the nature and purpose of

massed singing?

1.4 Purpose of the Research

The purpose of the research is to investigate how paixisee themselves as
influencing the practice of massed singing in their sthhoand to explore the
connections they make between their role as leadershas specific activity. Central
to this statement of purpose is the belief that masegghg is an activity with great
potential for shaping school culture, and that principladailsl be encouraged to exploit
this potential in order to build a healthy and vibrant celtir which there are special

opportunities for challenging gender stereotypes and prognaéisthetic values.

1.5 Evolution of the Research Question

A number of sub-questions emerged out of the review efatitire. They are
listed as follows:

1. How do the life experiences of principals shape theawsi on massed
singing and they way they influence it?

2. In what ways do principals use their leadership to inflaethe practice of
massed singing in their schools?

3. What effect does the practice of massed singing in $€huwave on the
principals of these schools?

4. What particular cultural and educational challenges dacipals recognise

for single-sex secondary boys’ schools?



5. What understanding do principals have of the general ber#fimassed
singing for the human person?
6. What forms does massed singing take in secondary bdysoks@
7. In what ways do principals believe that a massed singimgram can affect
the climate of single-sex secondary boys’ schools?
Questions 1, 2 and 3 address the first component of thercesguestion whose focus is
the role of the school principal in relation to makssenging; Question 4 relates to the
second component of the research question which conseyss education and issues
of gender; and Questions 5, 6 and 7 inquire into the nandebanefits of massed

singing, especially in relation to schooling.

1.6 Design of the Research

The research was constructed as a qualitative in-degetitview study, designed
to afford maximal scope for hearing and understanding gwesvand experiences of the
participating principals. Specifically, data collection this research has resulted from
a questionnaire, a personal interview, and a documenthseditte questionnaire was
sent to each of the three participants two weeks iaramvof their interviews. Its aims
were threefold: to collect data related to the bro&beres raised by the research, such
as gender in education and priorities in boys’ educatiorgise lIconsciousness among
participants of the context of their interviews, thwrereparing them to participate
more deliberately in a face-to face dialogue with theearcher; and to assist in
impression management, a phenomenon documented by researchbe field of
gualitative research (Peeters & Lievens, 2006: Lopes &lidet 2004) in which the
risks of interviewees providing answers to satisfy the agpeas of interviewers are
acknowledged and explored. The second method, a semustdidhterview, was

designed to focus on the personal history and experi@fthe participant, with scope



for the participant to reflect and respond in depth. THiea@n of background data
from school publications and websites was also undertakea strategy to assist in

providing a context for the data obtained via the finst strategies.

1.7 Significance of the Research

The present research project is innately valuable famaber of reasons. In the
first instance, it has the potential to inform practe raising consciousness of the
particular relationships between sets of factors whalemot been examined before in
these particular combinations. These include the infei@fiche principal on massed
singing in a secondary boys’ school, and the principaésision the nature of massed

singing as an activity capable of shaping the broader eudtiua school.

Furthermore, the education of boys is currently a kayufe of the Australian
educational landscape, and informed attempts at exploringatés are increasing in
number and intensity at present. Through the House pfeRentatives Standing
Committee on the Education of Boys and its reporttledtBoys: Getting it Right
(2002), the Australian Government has recognized that tleenains much to be done if

the outcomes for boys in formal schooling are to h@awed and optimised.

The area of boys and singing belongs with other setsirdaimental issues
which go directly to the core of their identity. Thetféhat boys can feel pressured into
inauthentic subject or behavioural choices can reflebtoader cultural problem of
underperformance and alienation whose direst manifessatice depression, addictive
behaviour and suicide, issues on which a significant amouhterature now exists

(Dorais, Lajeunesse, Tremblay, 2004; Osborne, 2005; Neu &fidei 2006). The



broader social context of this research project foysband their families is of

immediate and far-reaching import.

Often the articulation of a problem and its attendasues can lead to a
breakthrough in thinking, or inform an improved course of actid’rincipals who
struggle with the issues surrounding the singing of their stedeay feel empowered
to improve the situation in their respective schoolslivating an awareness of why
singing is important in the greater scheme of things,lgrabpropriating a language to
allow enhanced dialogue in this field among principals,rthelleagues and school

communities.

1.8 Limitations and Delimitations of the Research

Limitations relate to the internal validity of theudy and addressing them helps
to identify potential weaknesses of the study, whilentigdtions deal with issues of
external validity and the ways in which the focushd tesearch has been narrowed to
specific variables or key phenomena (Cresswell, 2002)limAation affecting the
current research is the inclusion of only three sclpmicipals, all from secondary
boys’ schools in Melbourne. While this is fitting givéime nature of the research
problem, it does not allow for generalisability. This stugl delimited by two sets of
factors. The first of these relates to the fact trdy one type of research design - in
this case a qualitative interview study - has been adopiée. second set of factors
concerns the fact that the research concentrately sol1 the perceptions of principals.
No attempt was made to survey other members of theobdoonmunity who are
involved directly in massed singing, either as participamtseachers. This is a

conscious decision which is a response to the natule sésearch problem.



1.9 Definitions

1.9.1 Principal
Also referred to in some schools as bHead head teacheor headmasterthe

principal is the most senior member of staff whose i©Bommonly an executive one,
in the sense that he or she is often chiefly respanddyl the implementation of the
policies of the governing body in the operational liféref school. The principal is the
person in the school who must ultimately accept respiinsfor what happens (Gurr,
2008). In the context of leadership, principals also agesponsibility for developing
and articulating the school's vision, and empoweringer to join them in this and
other key tasks. In this study, the word ‘principal’ viak used as a generic term to
represent all of the possible titles which can be usedhis position, except when
variants appear in quotations from the participants thieese The role of the principal
and the terms, conditions and selection processes davrhier appointment can vary

significantly across systems and sectors.

This research involved three male principals of Melbows@eondary boys’
schools, one each from the State system, the Indepeséetor, and the Catholic
system. Two of these school leaders are referredttaeir own schools as headmasters
and the third is known as the principal. All threexsmHeaders completed the same
guestionnaire and participated subsequently in semi-structurediemie with the

researcher.

For the purposes of this research, it has been a kegrsiadding that the
principal is always involved in the most significant falrdecision-making processes of

his institution and holds the most senior designated pasiti leadership in his school.



1.9.2 Leadership

As the literature review establishes, leadership is aepinuighly resistant to
definition. Leithwood, Jantzi and Steinbach (1999) arguettiee is no universally
agreed definition of the concept of leadership. Furthezméukl (2002) contends that
attempts to define leadership are always arbitrary aneé g, a view also held by
Gronn (1998) who maintains that definitions of leadershigvitably reflect the
personal parameters of the person formulating the definitNearly two decades ago,
Cuban (1988) claimed that there were more than 350 definibbleadership but that
no clear and unequivocal understanding had emerged ofdighi@aiguishes leaders from
non-leaders. Since then, many more definitions haen ladvanced and some are
clearly more useful than others. In this research, kelerstandings of leadership are

explored and developed around the concepts of influence syala®n, and change.

Many definitions of leadership acknowledge the centralityaoprocess of
influence. Yukl (2002) contends that “most definitions ehdership reflect the
assumption that it involves a social influence proceseraby intentional influence is
exerted by one person [or group] over people [or groupsluotste the activities and
relationships in a group or organisation” (p. 3). Yukl belieted leadership can be
exercised by teams or groups, as well as by individuaigwareinforced by those who
advocate distributed leadership as an alternative to itmaalit hierarchical models
(Spillane, Halverson & Diamond, 2005; Day, Gronn & Sa¥)6). Leithwood and
Riehl (2003) explore the nature of this influence, stathg teaders do not impose
goals on their followers but create a shared senperpbse by working with others so
as to mobilize them towards the attainment of sharets,goBhe concepts of shared
goals and the primacy of influence are also taken up by StwkkeSames (1996) who

describe leadership as “the art of consistently influenar directing people towards



the achievement of a clear common goal...” (p. 1). Tdhescription of leadership as an
art form contrasts with the views of Cuban (1988) wkéens to the exerting of
influence as a bending process in which the motivatiodsaations of others are turned

towards achieving specific outcomes.

Certain alternative constructs of leadership emphasisendlee for a firm
grounding in personal and professional values (CaldwellesiaKarri & Bernal, 2008).
Sanders (1994) has described two of the most obvious peldadership as pride and
egotism. Power can become a potential danger if leadevs tlemselves to become
the centre of the enterprise, or if they focus ondimg resources only, rather than on
building their followers (Bass & Steidlmeier, 1999). Hees who lack integrity can
come to rely on dishonest and manipulative methods gdagenpeople’s support or to
promote their own agendas (Tucker & Russell, 2004). Isumitessful organisations,
including educational institutions, it is imperative that leadembody and exemplify
the shared values of that community, and that thearoese of leadership reflects the
utmost integrity. The need for leaders to avoid appganconsistent, or to be acting in
ways that communicate insincerity, has been stressedalhar8cco and Ellsworth
(1989). End values such as liberty, justice and equality beuste principal’s ultimate
concern (Beare, Caldwell & Millikan, 1997). When this ©, $he commitment,
enthusiasm and drive of employees can be intensifiddsacured, and the organisation
can increase in productivity and innovation. Out of thegearch on the relationship
between personal and organisational values, Kouzes andrf@604) have described

the various positive effects of shared leadership and shasied.vi

Vision is an increasingly significant component of leatlg, although there are

divided opinions on whether it is an essential aspe@aunfdrship or simply a feature of
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it (Caldwell, Bischoff & Karri, 2002). A key task of pdipals is to set direction by
articulating a vision for the future that can inspire cdhgeithwood & Riehl, 2003).
Hough and Paine (1997) have described vision as “the capacityetie and
communicate a compelling image of a desired state ofgiffga. 177). Some scholars
assert that the establishment of a shared vision isitlgge most common theme in
leadership studies (Bender, 2002; Leithwood, Louis, AndersoiWalalstrom, 2004).
Starratt (2004) has proposed that the deepest source aficgpals power lies in a
vision which can “attract the commitment and enthusiasthe members” (p. 43). On
the other hand, Treston (1994) has stressed the neagssignmunal ownership of the
leader’s vision, without which its legitimacy is compiieed. Sergiovanni (1996) has
described three sources of authority that enable a ld¢adferster commitment to a
vision. The first two sources, bureaucratic and petsamthority, derive from an
external mandate of th®llow-me variety. The third source, however, is directed
towards community leadership where the goal is to builoréad-based commitment to
shared values and conceptions that become a compellinge smiuacithority for what

people must do” (p. 83).

Leadership has become increasingly understood as beingtelgirbaund up in
the processes of change (Beach, 2006). Hallinger (2004) Hagyhigd the need for
principals to assess accurately the demands for changia tieir school communities
and to respond appropriately in light of the school's c#pafor change. The
principal’s key role in facilitating change has been dbedr by Pepper and Thomas
(2001) in terms of bringing about a renewal of commitmentatrds success for
students, teachers, staff and parents. Fullan (2006@rpgaed that school leaders must
not be content simply with achieving good school resblis,must work to develop a

sustainable pedagogical institution.
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The concepts outlined above establish a basis for undersgigahow leadership
is viewed in this research. Firstly, leadership is a oo influence which takes a
variety of forms (Yukl, 2002; Leithwood & Riehl, 2003; Stok&sJames, 1996).
Secondly, leadership is grounded in personal and professiahas which foster
productivity and innovation, and which achieve end values ssidibexty, justice and
equality (Tucker & Russell, 2004; Bass & Steidimeier, 1999; &e@aldwell &
Milikan, 1997). Furthermore, Kouzes and Posner, as citddesselbein, Goldsmith
and Beckhand (1996) have described the positive effects wésvain the practice of
shared leadership, asserting that when we “liberate délderden everyone, extraordinary
things happen” (p. 110). Thirdly, leadership is an activityugrowhich a compelling
vision of a desirable state of affairs is presented, thathit attracts the enthusiasm and
commitment of others (Starratt, 2004; Hough & Paine, 1997stly, leadership is
necessarily bound up in the processes of change which gaimcmust learn to
understand and influence in order to achieve sustainallitghéir school communities
(Pepper & Thomas, 2001; Fullan, 2006). The concepts discuksgd are key aspects

of the literature review.

1.9.3 Massed Singing

Sometimes also referred to esrporate singing, the practice more commonly
known asmassedsinging describes in this research any vocal performanoehearsal
of a group of secondary boys that is significantly lartiem an average classroom
cohort, and which comprises more non-specialist singes trained or designated
choristers. Examples of this would include groups of @ysn assembly, in a massed
singing item at a concert, in a cheer squad at a sgogirent, or in a whole-school or
year-level liturgical celebration. This research wa$ primarily concerned with the

formal choral programs which operate in secondary bogisbas, except in cases
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where a relationship between such a program and the prattinassed singing was

identified or discussed.

1.9.4 Secondary Boys’ School
Secondary boys’ schools, though holding in common thelraent of male

students only, can vary significantly in a number of wayfiey may be located on a
single campus or be spread over several differentitoxsa either on the one site or on a
campus or campuses which may be several kilometeng famra each other; they may
vary significantly in student numbers; they may comreaheir intake at different year
levels; or they may have their own primary sectiansaddition to their secondary
schools. In fact, all of these permutations applyoimes shape or form to the schools of

which the three participants in the research are ipais

School A, governed until 2007 by the Trustees of thes@an Brothers in St
Patrick’s Province, and now under the governance of EdrRice Education Australia,
enrolls boys from Preparatory to Year 12 on three sepaites: Glendalough and
Heyington campuses in Toorak, and Waterford campus in Richmbimel Glendalough
campus accommodates students in Preparatory to Year Bethegton campus caters
for boys in Years 7 and 8, and Years 10 to 12; and the Waterampus houses Year 9

students only.

School B is a single-campus independent school in tlggicam tradition with a
Junior School (4 year old Pre-Preparatory to Year 5), Mi@aghool (Years 6 to 8), and

Senior School (Years 9 to 12). lItis located in Canterbvgltbourne.
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Located in South Yarra, School C is a single-cammlsctentry secondary
school administered by the Victorian Department of Etlocaor boys in Years 9 to

12.

1.10 Outline of the Thesis

In total, the thesis consists of six chapters, amvaa@ of which is provided in

Table 1.1.

Table 1.1

Overview of the thesis structure

Chapter Heading
1 The Research Defined
2 The Context of the Research
3 Review of the Literature
4 Design of the Research
5 Presentation and Qualitative Analysis of Research
Findings
6 Review and Conclusions

1.10.1 Chapter Outlines
Chapter 1, The Research Defined, introduces the resegrektion, and
addresses aspects of the research design. It concludhesarnwoutline of the thesis

structure.
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Chapter 2, Context of the Research, outlines four najpects of context which
underpin research into the influence of principals on @@ate singing in secondary
boys’ schooling. These are the 2002 House of Represe&wdditanding Committee
report on the education of boys in Australia; the 2005 naltigrview of school music
education in Australia; and the particular backgrounds otlitee principals selected

for this research, and profiles of their respectiveetsh

Chapter 3, Review of the Literature, consists of a vevad the literature
concerning three main concepts: organisational and eduddgadarship; masculinity,
boys’ schooling and leadership; and the human experiehogassed singing. In the
first instance, the literature on organisational and edut leadership is significant
for this research because it creates a framework dadgaage for understanding and
discussing the concepts and issues which characteriséieldis These include the
expression of leadership referred to as transformatiandl the place of vision, values,
distributed leadership, culture and change. In relatioéosecond main section, the
literature on boys’ schooling and gender offers insighto the issues which affect the
willingness of boys to participate in massed singingeré&hare key issues here which
influence the decisions of principals who take respmlityi for determining whether or
not massed singing takes place in their schools. Asdeghe third section, literature
on the experience of massed singing helps to claréynditure of the activity about
which principals are called to make decisions, and affitmpositive characteristics.
The final section explains how the research is ilhated and enhanced by the review

of the literature.

Chapter 4, Design of the Research, outlines a strdtegihe collection and

analysis of research data. Ontological, epistegicdd and theoretical perspectives are
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discussed within the context of a theoretical frameworkhe research design is
discussed, and an explanation of data collection metlrogsovided in which the

relationship between the questionnaire and interview stagie process is explained.
This is followed by a description of the methods used lecsthe research participants
themselves. A discussion of trustworthiness is predantehich reference is made to
the concepts of credibility, reliability, generalisatyilidependability, confirmability and

methodological rigour. A six-phase data analysis exjsats outlined based on a coding
process. Out of the coding process, seven subtheraedeseloped as a means of

structuring the data. Finally, ethical consideratiomsdiscussed.

Chapter 5, Presentation and Qualitative Analysis of Research Findings,
consists of eight sections, the first seven of whiomtain the findings from the
guestionnaire/interview process for each of the particiggtrincipals. The findings
are presented according to the seven subthemes descrildhpter 4. In the final
section of the chapter, comparisons are made betweenesponses of the three

principals.

Chapter 6, Review and Conclusions, assesses the resthis @fsearch project
by revisiting the project’s stated purpose. The researsigrlés recalled and answers
to each of the research questions are addressed irofighe research findings. The
study findings are then compared with the principal them@shaemerged out of the
Review of Literature in Chapter 3. To conclude, a ldis€ussion is presented which
addresses the potential for this study to contribute holady debate. Finally, some
implications for the profession are discussed, togettidr suggestions for further

research in this field.
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CHAPTER 2

THE CONTEXT OF THE RESEARCH

2.1 Introduction

The purpose of the research, as stated in Chapter tb, ilsvestigate how
principals see themselves as influencing the practice ddadasnging in their schools,
and to explore the connections they make between thleiras leader, the culture of
their school, and this specific musical activity. Cahto this statement of purpose is
the belief that massed singing is an activity with great npiadefor shaping school
culture, and that principals should be encouraged to éxpisi potential in order to
build a healthy and vibrant culture in which there arecigpheopportunities for

challenging gender stereotypes and promoting aesthetic values

This chapter reviews four aspects of context which fatdiain understanding of
the research and situate it within an expanded socio-aulnitieu. Context informs
research by enlarging perceptions of the framework obfaethich influence the study
and its participants, including the researcher. The rdetbgies which underpin the
various forms of qualitative research are not asoaiadhostorical events, but rather
processes embedded in race, culture, historical period emdtitude of personal views
and biases (Wengraf, 2001). The four aspects of contiexte@ to above are set out in

Table 2.1.
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Table 2.1

Four aspects of the context

Aspect 1 Postmodernism and the Redefinition of Gender
Aspect 2 Boys’ Education in AustralisBoys:Getting it Right
Aspect 3 Music Education in AustraligNational Review of School

Music Education

Aspect 4 Backgrounds of the Participating Principals’ Schools

More specifically, these aspects of context locagerdsearch within a socio-historical
framework (Postmodernism), in which the role of gendéighlighted (Redefinition of
Gender); they describe key aspects of the contempofastralian educational
landscape pertaining to boys’ educatidoys: Getting it Right, 2002and music
education National Review of School Music Education, 200&nd they provide
historical summaries and environmental profiles of tlebosls from which the

participating principals in the study are drawn.

2.2 Postmodernism and the Redefinition of Gender

Postmodernism is a difficult concept to define and cannnmmeany things to
many different people. To understand Postmodernism,imhpsrtant to characterise
what came before it, namely the diversity of histrimovements known as Modernism
which encompassed the period from the late nineteenth getiotuhe early twentieth
century. The motivating spirit behind these movement®lded from a belief in the
power of human beings to improve, shape and influence éhgironment with the aid
of scientific knowledge, through technology and by meansexperimentation.

Modernism fostered a vigorous re-examination of every asgeexistence, from the
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smallest concerns of everyday life to the heights dbpbphy. Its goal was to identify
those practices and attitudes which impede progress, apgléawe them with new and
progressive means of achieving the same ends. PhilosophMaltlernism canonised
reason as the highest of epistemological tools, amdfisid the belief that humans more
or less universally possess the faculty of rationaldfit; reason is the “ultimate and
legitimate earthly judge of truth beauty, moral goodnesspalitical right independent
of the dictates of tradition and authority...” (Cahoone, 2q00317). Modernism has
also been described as closely sponsoring the domin&soeial masculinity (Mullins,

2006), a fact which is much clearer to the contemporandrdue to the work of the
feminist movement: “The Centrality of gender to an ustderding of Modernisn has
been made evident by feminist scholarship over the pastideades primarily through
the analysis of Modernism’s patriarchal ‘constructioal, deformation, of female

identity...” (Izenberg, 2000, pp. 2-3).

By the mid 28 century, a number of structural theories of human existéad

grown out of the assumptions of Modernism (Claude Léndtf3ts, 1949; Barthes, 1957;
Piaget, 1970). For the structuralist, the individual ispsebaby sociological,
psychological and linguistic structures beyond human cbn8tyucturalism, then, is “a
way of thinking about the world which is predominantly cenned with the perception
and description of structures” (Haw, 2003, p. 6). Thasetsires can be exposed using
appropriate methods of investigation. On the other hdrel,contrary worldviews
espoused in the mid to late "@entury by poststructuralism and deconstructionism
established a new set of theoretical formulations foatwwe now describe as the
postmodern condition. While conceding that language andtg@re clearly shaped by
rules and systems, the French philosopher, historianpamehinent poststructuralist

Michel Foucault (1961; 1969), emphatically rejected the siralists’ belief in definite
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underlying structures capable of explaining the human congitand denied the
possibility of critiquing a discourse objectively by stang outside it. Around the same
historical period, Derrida (1967; 1972) developed deconstructioanagpproach to
uncovering the multiple interpretations of texts. Infloesh by Heidegger and Nietzsche,
Derrida suggested that all texts are of their nature guobs, and therefore remain
resistant to final and definitive interpretation. Moreg Macleod (2001) has argued
that poststructuralism, in addition to influencing sbaisscourses such as those
surrounding childhood, language and education, has also b&éemestal in “inciting
self-reflexive modes of subjectivity, and in cultivating nearms of gender conduct”

(p. 259).

In many ways, Postmodernism has become a reaction aglaénpatriarchal
endorsement of reason, power and dominance which reptéseptetensions of high-
modernist culture. Hicks (2004) argues that many postmodéhm&ers deconstruct
reason, truth and reality because they believe tmath® name of reason, truth and
reality Western civilization has wrought dominance, opgion and destruction” (p. 3).
Hicks describes the conflict between men and women wha$ resulted from
modernism as a brutal one because “Males, whites amitthbave their hands on the
whip of power, and they use it cruelly at the expensearhen, racial minorities and
the poor” (p. 3). In recent decades, Western episteneslaj dominance have been
subjected to a growing and sharpened attack by those whottztgonally been
excluded from exercising defining roles in social theony practice. In her assessment
of the postmodernist landscape of the 1980s, Di Leonardo Y b®&htained that, over
the preceding 20 years, these “others” of the West —amprplonised peoples, ethnic
minorities, blacks, labouring people — had “disputed thegpldcement by the

intellectual mainstream, effecting profound changes indikeiplines of history and
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social life” (p. 142). In the 1990s, the postmodernist pslititgender assumed greater
definition, and the term ‘masculinity politics’ was ned by Connell (1995) who
described how, in this new political dispensation, tlaeglof men in the gender order is
always the principal focus. Subsequently, Lingard and Dol@2@9) articulated the
following range of masculine responses to post-1960mistinspired reforms: men’s
rights, profeminism, masculinity therapy and consesua The range of stances is
indicative of the plurality of responses among menh® ¢ontemporary politics of

gender.

In his discussion of the cultures of masculinity in teomporary Western
civilisation, Edwards (2006) summarises the plight of nmeteims of what he calls the
“crisis from without” (p. 7) and the “crisis from within”In the first instance, the crisis
from without “...includes some partially empirically docemted concerns relating to
the position of men within such institutions as famigyeation and work” (p. 8). This
crisis derives from the perception that men have @sgre losing, power or privilege
relative to their prior status in these institutionsn e other hand, the crisis from
within centres on a perceived shift in memgperiencesof their positionas men,
especially the feelings of powerlessness, meaninglessreb uncertainty. Edwards
sees the dynamic of power as central to both definitmmnsrisis: “The continuity
concerning the importance gfower here highlights not only its significance for
masculintiyper se but rather the sense that this is a key factor tifatms the entire

masculintiy in crisis thesis” (p. 8).

The notion of Postmodernism as an approach in which thertimgsaof social

phenomena are continually shifting and being re-assessedyéB& Coleman, 2007, p.
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40), especially in the discourses surrounding gender angdiitees of masculinity,
provides a backdrop to the investigation of how school lsaded the boys in their
schools view involvement in the arts, and in masseugirsy in particular.
Postmodernist gender politics also help to contextudliserdle of the male leader in
the cultures of traditional institutions. As this studyestigates how male principals
influence a particular activity in which adolescent @sgbarticipate, and because this is
an activity which is traditionally regarded in Australieuiture as more appropriate for
women and girls than for men and boys, historical petygscon and contemporary

understandings of gender identity are particularly retevan

2.3 Boys’ Education in Australia: Boys: Getting it Right

The initiative in 2000 of the Federal House of RepresesmtiStanding
Committee on Education and Training to undertake a studyhateducation of boys in
Australia reflected a widely held perception that issoésgender in Australian
schooling needed to be researched and understood as a ohattgency. The study
resulted in a Government report entitiBdys: Getting it Righ{2002). The report
acknowledged the attention given in previous decades to acdyessequities which
had worked to the disadvantage of girls and women in eduagani the workplace and
in the broader community, before endorsing the concermanfy parents, teachers,
academics and community workers that boys were not gopith school and life as

well as girls.

The Committee cited the following indicators as evidenéea context of
underperformance for boys in Australian schools:

* underachievement by boys in early literacy testing;
» significantly lower rates of school retention of Yd2 boys in 2001;
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* a marked widening of the gap between the superior achieverhgils in the
majority of Year 12 subjects and the results achieved by;boy

* lower rates amongst boys of admission to higher edugat

» other indicators related to formal disciplinary procegdi in school which

involve many more boys than girls (Bartlett, 2002, p. xvi).

The Committee also took into account a range of sectmomic factors and
education policy changes which it saw as having shaped thext@oirrounding boys
and their educational outcomes. The Report insisted'Huatcation does not occur in
isolation from the wider community, and must be cdexsad in the context of social and
economic changes that have occurred over recent de¢8@etétt, 2002, p. xvii). The
Report went on to describe influential changes inlabeur market which, for young
males and females aged between 15 and 24 years, had cobgestacularly while
school retention rates had doubled. Furthermore, atabloeir market continued to
demand better communication and interpersonal skills, ggooen who would

previously have filled unskilled labouring positions weireding the changing labour

market less congenial and accessible.

In discussing social change, the Committee citecthiamging status of women
and changing family structures as the most obvious sdeia&lopments impacting on
the present generation of boys. Recognition was givem increase in the number of
single-parent families headed by women, and of the patentpact of this on the

social development of boys.

The Inquiry also addressed the influence of the varicgasegies and programs
in girls’ education which had been designed to help girtsuilh the social and
economic changes of the previous twenty years. Itladad that, by contrast, “little

has been done to help boys understand and negotiat@nikechanges” (Bartlett, 2002,



23

p. xviii). Reference was made to the document “Gendert¥g#ai Framework for
Australian Schools” (Ministerial Council for Employmte Education, Training and
Youth Affairs, 1997) which had explored growing understandird®ut the
construction of gender and its implications for policgdapractice, as well as
developments in education addressing the differences iextheriences and outcomes
of schooling both for boys and girls. The Committeacluded that “Gender Equity: A
Framework for Australian Schools” is too narrow inatgproach, and proposed that the
way forward both for boys and girls was to “identiftyeir common and separate
educational needs and to implement policy framework wpitisitive strategies to

address those needs...” (p. xviii).

A more detailed examination of the Committee’s repoundertaken in Chapter
3. The present discussion is intended to inform onlyshee of context as it applies to
the present study. It is also important to recogniaettie Australian Government has
initiated, participated in, or supported, a large numbeproframs and studies into
gender in schooling. The website of the Department of &aug Employment and
Workplace Relations (DEEWR, 2008), currently lists 62 sudts) of which 27 relate

directly to the education and training of boys.

2.4 Music Education in Australia: National Review of School Music
Education

The past decade has seen a growing concern amongst rdus&tcgs and
academics that music education in Australian schools é@snte critically inadequate.
In March 2004, the Australian Government announced a natren&w of school
music education. A team led by researchers from Murdoolvelsity, Western

Australia, undertook the review on behalf of the AugtralGovernment to assess the
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current quality of teaching and learning of music in Austnabahools; to identify
factors that affect the quality and status of the tegchf music in Australian schools;
to describe examples of best practice in teaching andidgaof music both in
Australian schools and schools overseas; and tdbls$takey recommendations,

principles and priorities for enhancing school music edoicati

The study undertook an examination of the challengesdgaschools in
providing music education, and highlighted opportunities foengthening music
education in schools. The result&dtional Review of School Music Educat(@905),
also known as th&eares Repariafter its author Margaret Seares, provided a detailed
examination of the existing context for music educatiothe light of past studies and
reviews, all of which had identified significant deficiegxin the provision and delivery

of music education in Australia.

The immediate context for the Review was derived feowariety of factors which

may be summarised as follows:

» the widespread recognition that music is an important paitvery
child’s education;

* a general perception that Australian school music euncats
approaching a state of crisis;

» the influence of evidence from United States researcké€FiL999) and
current Australian studies, that education in the Amslyding music)
has the potential to enhance significantly the slahddren need to
flourish in the knowledge economy;

* the belief amongst educators that the arts achieve dierd valuable
educational ends that also have positive flow-on effiectdéher areas of
learning;

» the desire to affirm music as an important area tsf @ducation that can
provide powerful learning experiences for young people (Se2065, p.
2).
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More specifically, the Review addressed the disparittwden girls’ and boys’

participation in singing, particularly in the context of cdiagroups, and attributed this
to a number of factors including the designation iofjieg as a feminine or non-
masculine activity; the inhibiting impact of physiologi changes in boys’ voices
during puberty; and the vulnerability of boys to peer pressugactivities involving the

singing voice. These factors and the literature sudiogrthem is examined in greater
detail in Chapter 3; they are cited in this instance aseies which contribute to the
current debate on music education in Australia, andasriawhich shed light on the

context of the present study.

2.5 Backgrounds of the Schools of Participating Principals

This study focuses mainly on three secondary principadstize ways in which
they view and influence massed singing it their schawld, does not seek to make the
schools themselves a key focus. However, the principal®ols constitute the actual
arenas in which many of the phenomena under investigatitually occur, and as such,

represent important aspects of the context of this study

2.5.1 School A, Toorak, Victoria

In founding the College in 1918 the Christian Brothersos#tto establish a
strong tradition of high academic standards. School Athvadviatriculation centre for
all the Brothers’ schools in Melbourne. With its eaayademic success, the enrolment
soon outgrew its buildings in East Melbourne and so thée@oimoved to Toorak in
1932. Here it grew to a full primary and secondary schédhen the Associated Public
Schools of Victoria enlarged its number in 1957, Schoolas wmvited to membership

(School A Website2008).
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In recent years, much development has occurred at eéh@rscampus,
Heyington, while the modern Junior School, Glendalougls, @en revived. Most
recently, a dedicated campus for Year 9 students, Wadeitias been established on
Richmond Hill on the site of the former Vaucluse Collede partnership with Loreto
Mandeville Hall and St Peter’s Parish of Toorak, an\Ehdarning Centre has most
recently been opened as a venue for the beginning of thateshad journey of 3 and 4
year olds. The College has grown to over 1,400 studemgsngafrom Preparatory to
Year 12. School A is a prominent Catholic school oftMelne, an established member
of the Associated Public Schools of Victoria, and a f@tion member of the recently
inaugurated Australia-wide network of Edmund Rice Scho(8shool A Website

2008).

School A seeks to promote a love and appreciation ofcnassan art form that
facilitates emotional, cultural and spiritual developméaviusic is highly regarded
within the school community and is a major contributoth® College’s reputation for

excellence in the Arts.

All students at Glendalough in years 3 to 6 learn a stingind instrument for
a least one year. Over 200 boys participate in instriahissons which are available
for a full range of instruments including string, bras®d, percussion, guitar, voice

and church organ.

School A is also the home of the St Patrick's Cathe@tsoir which is

administered by the Catholic Archdiocese of MelbourBeys who gain admission to
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the Cathedral choir after a formal audition procetgnd School A on an academic
scholarship. As well, the College offers a wide raafjeands, orchestras and choirs
catering for all levels of development. The rich enslenprogram complements a
strong class music program and includes annual music camps atmiperformances
in the wider community, as well as weekly performanegsin the College. Each

week, 33 ensembles rehearse at School A.

Central to the mission of School A is the promotidexcellence in learning as
an essential means of facilitating human growth andaltion, the recognition of family
life as providing an affirming context for the nurturingtioé whole person, and a desire

for all to achieve fullness of liféMission Statement.d.).

The students at School A participate annually in a rangenudical and
theatrical productions which, in the secondary campus, lysimdolve girls from
nearby independent schools. In recent years, Scho@sAparformed.ittle Shop of

Horrors, My Favourite YegrandThePirates of Penzance

The current Headmaster, Participant One in this studyk tgo his present
appointment in 2004, after a period as Deputy HeadmasterthobSA. Out of a total
academic staff of over 200, there are over forty teacied instrumental tutors working

in the College’s Music Department.

2.5.2 School B
School B was founded by A. B. Tayor in 1886. By 1908, theaichad moved

to Burke Road in Camberwell, and the current Canterbugywsiis established in 1934
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with the purchase of the mansion house “Roystead”. Bnisling has remained the
focal point around which the expansion and developmetiteodampus has taken place.
Recent major building projects include the Danks Scidradgoratories and Wootton
Design Studios, the Performing Arts Complex and Mallndtusic School, and most
recently, the McDonald Humanities and Library Buildingd am new Middle School

(Prospectusp. 3).

School B enjoys a longstanding tradition of music-makingl students are
encouraged to learn a musical instrument and over 300 boy®,dassisted by 35
specialist members of the Music Staff. Many perforreamgportunities are available to
all the boys in the two symphony orchestras, threegstrchestras, two concert bands,
two stage bands, various chamber ensembles, and tleentlaia school choirs which
involve some 300 boys. Major school concerts, studeritate and church services

provide further opportunities for music-making.

In the classroom, music is a core subject up to Yeard7aanelective subject
from Year 9. The school also maintains a strong focudrama and productions occur
at all levels in the school. In the Junior School, opputies are presented through the
Drama Club and recent productions suchAasund The World in a Thousand Years
(2003),Ali Baba (2005) andCircus Norge(2006). Recent Middle School productions
have includedTreasure Island(2004), The Severbeadly Sins(2005) andMedieval
Night (2006) while the Senior School dramatic and musical produatiorecent years

have includedVest Side Stor§2004),The Front Pag€2005)and Hair! (2006).
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The school’s vision of education extends beyond thescbom, and students are
encouraged to involve themselves in the broad co-curriquiagram which offers
opportunities to participate on the sporting field, on stage, in the Concert Hall and

on the Debating platform.

In the words of the Headmaster, School B encouragestbdgsm high in their
studies, to take pride in their appearance, to work hatdabe sensitive to the rights
and needs of othersS¢hool Bn.d.). The school's Headmaster, Participant Twihis

study, commenced his current appointment at School B in 2001.

2.5.3 School C

Victoria’s first state secondary school, School Gsweaiginally known as the
Melbourne Continuation School, and was opened in 1905, witlgitB5and 68 boys.
The school was the result of the vision of Frank Ttte first Director of Education, to
enable students from the state primary schools toreenton with their education. It
was housed in the Old National Model School in Springebtréth Joseph Hocking, an
inspector of schools, the first principal. A rich exturricula life was built with the
strong academic curriculum, sports, music, cadets, exitiursions, sporting exchanges
with Adelaide High School (from 1910), social events anschool magazine. World
War | was an important hiatus for the school with magryiag in the Australian armed
forces (over 500), and the school having a special associaith particular military

campaigns$chool Cn.d.).

The School continued to grow until accommodation becanieal in the

1920s, with the building literally falling down, and the dan was made to split the
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School and move to alternative sites. The boys werdirst to move, in October 1927
to their new home on Forrest Hill, South Yarra whea $khool's current name was
officially adopted. The girls moved to Government Hous&931, then to King Street
Central School the following year, and finally to theaw home at Albert Park in 1934

when the girls’ school was renamed MacRobertson Glilgh School.

The outbreak of World War Il meant the school buildwas requisitioned by
the Royal Australian Navy, and the School was forcethdoe to two different sites:
the new Camberwell High School and Tooronga Road Stdted$ In 1944 the School
returned to Forrest Hill, with a new Principal, Maf@eneral (later Sir) Alan Ramsay.
By the 1980s the School was in poor physical condition,usrgédntly in need of new
facilities to meet the changes taking place in edooatparticularly following the
introduction of computers. In 1995 the original 1927 building wedurbished and the
expansion of facilities allowed the School to inceeis enrolment to 1366, the highest

level ever.

The present principal, Participant Three in this studgktup his current
appointment in 2002. He himself is a former student of &cGo He describes his
school as a place where “boys are well looked aftere are many learning options;
boys are expected to excel; boys are encouraged tebesd¢lves; and nonconformity
of thought and intellect is encouraged within an environmantrigorous, and

sometimes frenetic, application to learning opporturiiti€shool C Websit€008).

Music is firmly entrenched in the ethos and traditioh&chool C. All students

are involved in music in some way through the Schoolissincurriculum.  The
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school's website states that “This is best withesstedajor events such as Speech
Night and the House Choral competition, when the wholeo8l reflects its unity and

strength with the massed singing of over 1300 boys”.

2.6 Conclusion

This chapter has identified and addressed four aspectrgéxt which
contribute to the research: Postmodernism and the iméaaf of gender; recent
initiatives in boys’ education in Australia; the statenusic education in Australia; and
the backgrounds of the schools which the principals invalvékis study represent. In
light of these contextual aspects and given the purposkeofesearch, literature is
reviewed in Chapter 3 which focuses on organisational arabklgadership, especially
as it relates to influencing school culture; issues iysbeducation, particularly those

relating to gender; and the effects of music and massgohgion the human person.
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CHAPTER 3
LITERATURE REVIEW

3.1 Introduction

In Chapter 2, Context of the Research, a review was tak@er of four aspects
of context which facilitate an understanding of the aede and situate it within an
expanded socio-cultural milieu. These aspects were pdstmism and the redefinition
of gender; boys’ education in Australia and the ref@oys: Getting it Right(2002); the
Australian music education scene as described inNagonal Review of Music
Education in Australian School@005): and the backgrounds of the participating
principals’ schools. Context was seen as informingaieh by enlarging perceptions of

the framework of factors which influence the study, itdipi@ants, and the researcher.

Given these contextual factors, and the three intéeblaomponents of the
research question identified in Chapter 1, it seems appt®@poiexamine the literature
in three corresponding and overlapping areas. First, orgiamahand educational
leadership is examined in light of the emphasis in #@search question on exploring
factors which influence the leadership decisions prinsipadke about massed singing
in their schools. Second, masculinity in boys’ edwcatind leadership is examined,
given that the research question locates massed swiimg the context of boys-only
schools whose principals, in this study, all happen tanak. Lastly, the nature and
benefits of massed singing are explored in response tpritrity given in the research

guestion to the nature and purpose of massed singing.

In this chapter, literature relating to organisational anflool leadership is

reviewed with particular attention to the charactessof transformational leadership
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(Bass, 1985; Bass & Steidlmeier, 1999; Deluga & College, 20@imensions of
transformational leadership such as vision (Starratt, 2B@dlinger & Heck, 2002;
Spillane, Diamond, Sherer & Coldren, 2004) are also disduasd provide both a
framework and a language for conceptualising key aspedeadérship. Literature
pertaining to masculinity (Connell, 1995; Collins, 2005) and bewgsication (Connell,
1996; Crotty, 2001) provides a context for examining aspects of iggghgarticipation
in music (Green, 1997; Harrison, 2007), especially as it appiemassed singing
(Adler, 2002; Harrison, 2007), and attention is also givehaanfluence of masculinity
on leadership (Collins & Singh, 2006; Eagly & Carli, 2007).itelature on the
experience of singing establishes historical, musical awiolsgical contexts for
singing as a human activity, and points to the multyeleefits it provides for wellbeing
(Clift, Hancox, Morrison, Hess, Kreutz & Stewart, 200f0y, education (Fiske, 1999;
Hetland & Winner, 2001), and for therapeutic interventionre(Kz, Bongard,
Rohrmann, Hodapp & Grebe, 2004). Table 3.1 provides an overVi¢he Gtructure

underpinning the review of the literature perceived toelvant to this study.
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3.2 Conceptual Framework

The three themes identified above, namely organisatiamal educational
leadership, masculinities in education and leadership, ansetha&nging, combine to
create a thematic network which characterises theemual framework underpinning
this research. In the first instance, literature aganisational and educational
leadership informs the research by exploring aspectshefptofessional world of
principals whose views and actions are central to thidyst Secondly, literature on
masculinity and its expressions in the contexts of begatation and leadership culture
establishes a framework in which issues of gendered partarpati music can be
contextualised. Lastly, material specifically desergpomassed singing and its various
benefits clarifies the nature and history of the atiitself, and provides a point of
comparison between the viewpoints of the participantshis $tudy and those of
scholars and expert practitioners in the field of vaoal choral music. These three

themes and their interrelationships are illustratedgnre 3.1.

Figure 3.1

Conceptual framework of the literature

 Organisational & Educational Leadership

Influence of
Principals on
Massed Singing in
Secondary Boys’

Singing
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3.3 Organisational and Educational Leadership

Leadership has been variously defined, and is charactanitbe literature by a
wide range of adjectives such as instructional, partieypa democratic,
transformational, moral, and strategic (Leithwood, kpuhnderson & Wahlstrom,
2004). Early research into leadership concerned itselfapilynwith the leader as hero
(Bossert, 1988) and focused on the exercise of power andrigyitlis characteristic of
the role (Stokes & James, 1996; Hallinger & Heck, 1996). déeship has also been
described as situational (Hershey, Blanchard & Johnson, 200&tional (Hersey,
Blanchard & Johnson, 2008; Fernandez & Vecchio, 1997); instructijbe@hwood et
al., 1999; Southworth, 2002); or resulting from a particudadér’s individual style
(Tucker, 1997; Tuohy, 1999). Writers have described a range oésveéntred
concepts such as moral leadership (Sergiovanni, 1992; Ri20@6€) and servant
leadership (Neidhart, 1998; Hunter, 2004). Theories have lik@m@ed which stress
the importance of one person as leader (Burns, 1978 wamtth & Jantzi, 1999), while
others have developed models of collaborative or distidble@dership (Gronn, 2002;
Bennett, Wise, Woods, & Harvey, 2006; Spillane & Diamond)720 Some writers
have sought to cluster the vast literature on leadeiship broad themes or types.
Drawing on the work of Leithwood et al. (1999), Bush anvé (2003) have
proposed a typology for educational leadership which desceigbs broad categories

or theories, as represented in Table 3.2.
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Table 3.2

A typology for leadership

Leadership Type Description

1. Instructional Leadership Targets schools’ central activities of teach

and learning. However, underestimates other

aspects of school life such as socialisation
self-esteem and student welfare.

2. | Transformational Leadership Provides a normative approach to scr
leadership which focuses primarily on hov
leaders seek to influence school outcomes

rather than on the nature or direction of these

outcomes.

3. Moral Leadership Assumes that the critical focus of sch

leadership ought to be on the values ang

ethics of leaders.

4. Participative Leadership Assumes that decisi-making processes

the group ought to be the central focus of the
group. However, evidence of its successful

implementation in schools is sparse.

o Managerial Leadershig Assumes that the focus of leaders ought t

on functions, tasks and behaviours. Authotity

and influence are related to hierarchical status.
Can lead to managerialism if all that leaders
do is implement external policy decisions

6. Postmodern Leadershij Celebrates the multiplicity of subjective tru

as defined by experience and revels in the |oss
of absolute authority. Gives attention to the

diverse and individual perspectives of
stakeholders.

=

7. Interpersonal Leadershig Stresses the importance of collaboration
interpersonal relationships.
8. Contingent Leadershig Recognises the diverse nature of scl

contexts and advocates adapting leadershi
styles to particular situations, rather than
adopting a one-size-fits-all approach.

p

(Adapted from Bush & Glover, 2003, pp. 7-11).

The rich diversity of leadership theories is at oncéreemely valuable, and also
potentially confusing, as each definition sheds light @ &nother aspect of the
phenomenon of leadership with its own particular emphasdspriorities. These eight
models serve to emphasise the fact that the concepisadérship are complex and

diverse (Northouse, 2007; Kezar, 2008). However, theylsoeaatificial distinctions, as
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“most successful leaders are likely to embody mostlioof these approaches in their

work” (Bush & Glover, p. 12).

An important distinction has also been drawn between ishipe and
management (Bolman & Deal, 1997; Bush, 2003). While somersszhave argued that
both leadership and management are necessary in orgarssatich as schools (Bush
& Glover, 2003; Coleman & Early, 2005), Starratt (2005) has tegithe differences
between the qualities of leaders and administratorenms of basic polarities, as

illustrated in Table 3.3.

Table 3.3

Polarised qualities of leaders and administrators

Leader Administrator
Is concerned with growth Is concerned with maintenance
Is a director Is a stage manager
Writes the script Follows the script
Based in moral authority Based in loyalty and bureaucratic
authority
Challenges people Keeps people happy
Has vision Has lists, schedules, budgets

Exercises power of shared purpos| Exercises power of sanctions and rewards

Defines what is real as what is Defines what is real as what is
possible
Motivates Controls
Inspires Fixes
llluminates Coordinates

(Source: Starratt, 2005, p. 10)
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3.3.1 Educational Leadership

The literature of educational leadership has its origmerg non-educational
business-oriented literature. Leithwood and Riehl (2003) haserted that efforts to
improve educational leadership should build upon the foundabd well-documented
and well-accepted knowledge about leadership that alreadys.exid iterature
concerning educational leadership has flourished in recer@dde and a substantial
corpus of credible research now exists, representingde wariety of views and
approaches. Gunter (2001) has identified four main positiakentby those who
research and write about leadership in educational settorgscal, humanistic,
instrumental and scientific. The critical position aencerned with emancipatory
agenda in which there is a movement away from oppressiverpsiructures towards
the generation of more just and creative alternativectires (Ball, 1994; Blackmore,
1999; Grace, 1995; Smyth, 1989). The humanistic position isd basenarrative
bibliographical epistemology which provides a vehicle for ppials to tell their own
story of what it feels like for them to exercisadership in particular settings over time
(Ribbins, 1997). This position has been promoted as anieffeneans of investigating
the perceived realities of doing the job, and of revedimg the tensions and dilemmas
encountered in this work are negotiated in real time (PHarris, Hafield, Tolley &
Beresford, 2000). The scientific position sets out to smeathe causal impact of
principals (and other key leadership figures) on the behawbuollowers and on
student learning outcomes, thus allowing statistical evidémdee generated on the
links between policy and practice (Gunter, 2005). This fornrmegsearch is highly
congenial to those government departments and agencies rghigihe empirical data
as a basis for policy formulation and funding decisioiBhe emphasis here is on
guantitative research that deals with the production ofMedge and on models of

leadership that address what works and what doesn’t. Khowledge production lies
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more and more with commercial consultancies, ratian with professional researchers
in universities (Gunter, 2001; Forde, Hobby & Lees, 2000). ifsteumental position
is a site-based model which allows performance managetmdyg operationaliseth
situ (Grace, 1995). Those holding positions of responsibilydefined as leaders, the
behaviours of effective leaders are described, and gigatare devised to deliver
favourable organisational outcomes (Halpin, 1990). More ntBgeGunter and
Thomson (2007) and Thomson and Gunter (2008) have critiquéginsporary research
into educational leadership as excessively leader cemtribat it ignores the role of
students and other adults in shaping the vision. GunteThomson have attributed
this imbalance to a dominant positivist epistemology Wwliemphasises students (and
many adults) as objects to be identified and measured” (p. €tyrie and Lockett
(2007) has described how transformational leadership in martganisational contexts

is particularly vulnerable to the influence of policy-makeather than leaders.

3.3.2 Transactional and Transformational Leadership

In the late 1970s, Burns (1978) proposed a new leadership paradigh was
further developed in the 1980s (Bass, 1985; Yukl, 1989). It drestiadlion between
the traditional form of leadership describedirasisactionaland the newer form which
came to be known asansformational This distinction between the simple exchange
of one thing for another which characterises the tciw®l process, and the priority
placed by transformational leadership on “a relationgifipnutual stimulation and
elevation” (Burns, 1978, p. 28) as initially identified by Byrhas also been similarly
described by Beare, Caldwell and Millikan (1997). Transaatiteadership encourages
individuals to seek their own objectives, is task andiogiahip oriented, focuses on the
leader’s particular style (Tuohy, 1999) and involves “a barggiover the individual

interests of people going about their own separate w@grgiovanni & Starratt, 1993,
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p. 186). The leader motivates followers to bring aboenithéd outcomes, and rewards
them appropriately. This results in leader-subordinatbange relations, in which “the
subordinate receives some reward related to lower-osstsnin return for compliance
with the leader’s expectations” (Doherty & Danylchuk, 199692). Sergiovanni and
Starratt characterised transactional leadership aofhiae “administrator who sees to
the day-to-day management of the system, listening tocdhwlaints and concerns of
the various participants, arbitrating disputes fairly, imgdoeople accountable to their

job targets...” (p. 186).

Bass (1985), who developed the transactional-transfornadtioodel on the basis
of the earlier efforts of Burns (1978), proposed that stational leadership and
transformational leadership are, in fact, two distinchahisions rather than opposite
ends of one continuum, and that they remain closdbte@ aspects of leadership
despite their distinctive characteristics (Yukl, 198%aak, 1994). Bass and Riggio
(2005) have described transformational leadership as apafision” (p. 4) of
transactional leadership, in that transactional lehgersmphasis the exchange that
takes place among leaders, colleagues and followers widtased on the leader
discussing and specifying with others the conditions an@nasathey will receive for
their cooperation. However, transformational leadershises leadership to the next
level because it involves, “inspiring followers to coihta a shared vision and goals for
an organization or unit, challenging them to be innovativeblpros solvers, and
developing followers’ leadership capacity via coaching, méxprand provision of

both challenge and support” (p. 4).

In illustrating the differences between transactiosmadl transformational leadership,

Giancola and Hutchison (2005) have drawn a sharper distindiietween the
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administrator’s use of powever people, as opposed to the transformational leader’s
use of powemith people. They identify the former with the managed@amain, and

the latter with the humane dimension:

In relationships of the Managerial Domain, the managelesrebn
explanations, position power over people, and system aesseor
adherence to organisational policies and procedures. nimast in the
Humane Dimension’s second component, namely, Empowering
Relationships, the leader emphasizes the importance olpgr
deliberations, power shared with people, and self-awase(esl4).

A number of comparative studies have reported that ftnanational leadership
behaviours are more positively related to subordinatectefeness in a variety of
organizational settings than are transactional behayvi@lmu, Chew & Spangler, 2006;

Waldam, Ramirez, House & Puranam, 2001).

At the heart of the transformational leadership ¢igra is the view that
“leadership is not just the provenance of the peoptleeatop” (Bass & Riggio, 2005, p.
2), but can occur at all levels and be exercised by anyidhdil. In the last decade,
research has demonstrated that transformational Eaddas important in every sector
and setting (Avolio & Yammarino, 2002), and numerous stutie® reported positive
relationships between transformational leadership agdnisational outcomes (Zhu et
al.,, 2006; Howell & Hall-Merenda, 1999); between transforomati leadership and
outcomes at both the individual and firm levels (Avolib999); and between
transactional leadership and follower performance (Aydlibu, Koh & Puja, 2003;

Jung & Sosik, 2003).

In the educational context, transformational leadershgws attention to “a
broader array of school and classroom conditions thay need to be changed if
learning is to improve” (Leithwood et al., 1999, p. 4). Hakr and Heck (1996)

maintain that transformational leadership replacedunsbnal leadership in the early
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1990s as the dominant model of school leadership. Althougtuctisnal leadership
had focused on the school’s core technology of curmoudind instruction, “it did not
attend to important influences from outside the schoollds). The transformational
image posited a more overarching view of school leademshighich principals would
not intervene directly in curriculum and instruction, lguld develop conditions that
supported school improvement such as staff professionalagsuent programs and
strategies aimed at building a collaborative cultufieiansformational leadership has
therefore been viewed by some as having less to do ditbagonal leadership and

more to do with leadership in educational settings (GuRG£r1).

The four main components now widely regarded as charstaterof
transformational leadership were initially described bysBg1985) and have
subsequently been elaborated on and adapted by a wide ramgeed and researchers
in a variety of fields (Deluga & College, 2000; Armstro2§01; Bass, 2004). In the
original form, Bass’ four components are: charismagealized influence (attributed or
behavioural); inspirational motivation; intellectual nstilation; and individualised

consideration.

Charisma, or idealised influence, refers to the capa€titjeoleader to generate
“good symbolic power with which the employees want tantidg’ (Deluga & College,
2000, p. 302) and to foster the commitment of followers rakeo to optimise their
potential. Such leadership is envisioning, sets high standardenfulation, and
promotes ethical policies and procedures within organisatioass(B Steidlmeier,
1999). Fairholm (1998) has described the spiritual dimensiosisch influence, while
its moral dimensions have been identified by Kanungo amsddnca (1996) and

Rhode (2006).
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Inspirational motivation describes the means by whiahsformational leaders
inspire and encourage subordinates to identify more glogdi a future vision of their
organisation and to share in its gradual realization.eHgrch leaders tend to focus on
the best in people, and they work to promote harmony,itghand good works.
According to Bass and Steidlmeier (1999), they are, “... idlyaand outwardly
concerned about the good that can be achieved for the grmgmization, or society

for which they feel responsible” (p. 188).

Intellectual stimulation indicates how transformatb leaders “encourage
employees to approach old and familiar problems in newsWwéyeluga & College,
2000, p. 302), and to be more curious and creative in thinking arudepr solving.
The intellectual stimulation of transformationaldeaship favours an open architectural
design for processes of situation analysis, vision faatimri and patterns of
implementation (Bass & Steidlmeier, 1999). The openaédapanese commercial and
business organisations to adopt and improve upon Westémmolegies has been cited
by Bass and Riggio (2005) as illustrative of this approaattelléctual stimulation
creates the expectation that everyone will be involvetl lstened to in the strategic
planning process and that all creative thoughts, even thassdem irrelevant, will still
be entertained (Barbuto, Stohs & Matkin, 2003). Whemm@anization is practising
intellectual stimulation and brainstorming, it makes psses such as envisioning and
free-ranging discussions the norm. It is during thigtohintellectual stimulation that

an organization most optimally realises its cregpotential (Avolio, 1999).

Individual consideration expresses how the leader seage: mentor to
employees, recognizing and responding to their individualshaad concerns. Doherty

and Danylchuk (1996) have shown that this recognition can opatrdteo levels: in
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developmental orientation and individual orientation.the former, leaders assign tasks
“that will enhance an individual’s potential, abilitiesdamotivation” (p. 295); while in
the latter, the leader emphasises “mutual understandohdaamliarity via one-to-one
relations and two-way communication” (p. 295). Thus, ttamsformational leader
treats each follower as an individual; provides coachingntonmg and growth
opportunities; prefers and uses two-way communicationeamzhthy; and is willing to
delegate (Bass & Riggio, 2005). By understanding and deweglggaople, the leader is
also developing the knowledge, skills and dispositions reduifor achieving
organisational goals (Leithwood, Day, Sammons, Harrl$ofkins, 2006). Bass’ four
components of leadership appear in various guises in thmgsriof other theorists.
Some see them as falling most congenially under thgaatef charismatic leadership

(Mumford, 2006; Conger & Kanungo, 1998; Kanungo & Mendonca, 1996).

Transformational leadership has also been the subjeztrafge of important
critiques (Yukl, 1999; Kelley, 2005; Lakomski, 1995; Gronn, 1996). 8&naud
Shacklock (1998) have argued that transformational leadensige a disciplinary
function which is couched in optimistaerosolwords such as commitment, consensus,
empowerment, quality, standards and excellence, wheedhdiscourse relates to what
can and cannot be said or done. Yukl (1999) has suggested ahsfotmational
leadership suffers from a form of heroic leader biad, lzas failed to give attention to
shared leadership or reciprocal influence. Gunter (2001) &apied that
transformational leadership is not really transfornmatioat all, but rather #op-dog
theory that meets the needs of management contrdle “particular demands of
teaching and learning do not seem to shape its purposeharmédctice of it is not
educative for leaders and led” (p. 98). Gurr (2001) has critiqueetsformational

leadership as leader-centred and generally ignoranttlodr €'the context in which
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leadership is exercised or other personal dimensionsrismatbe important” (p. 2). In
recognising that history is full of charismatic individualeovhave used their power
influence destructively, Northouse (2007) has cautiondddasformational leadership
“puts a burden on individuals and organisations to be awal®w they are being
influence and in what directions they are being askegbtdp. 187). Thus, there is a
need to understand how transformational leaders afféotviErs psychologically, and

how leaders respond to followers’ reactions (Bailep&Irod, 2001).

In a detailed discussion of transformational leaderstpproaches, Sashkin
(2004) contends that only through further longitudinal reseeaiohwe determine which

variables are crucial for transformational leadership.

By contrast, pseudotransformational leadership (Bass &dliier, 1999),
which endorses corrupt modal values such as nepotisnmigation, racial superiority
and social Darwinism (Solomon, 1996), is a dark form adiéeship, often arising out of
what Gill (2006) describes as “dysfunctional charisma’5@). Pseudotransformational
leaders tend to encourage adversarial competitivenessiepiinsir own interest rather
than the common good, and use the symbols of authowdtyh@rarchical differentiation
to their own corrupt advantage. This type of behaviour l&en compared with
Machiavellianism (Deluga, 2001).  Furthermore, Dasboroughfamkanasy (2005)
have argued that manipulative pseudotransformational behavawarsuch that they
may not be obvious to others because of their supenfesaimblance to the behaviours
of true transformational leaders. Their detectionretioee, requires astuteness on the

part of researchers.
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3.3.3 Vision

A key task of principals is to set direction by articimgta vision for the future
that can inspire others (Leithwood & Riehl, 2003). Hougld ®aine (1997) have
described vision as “the capacity to create and commena&abmpelling image of a
desired state of affairs” (p. 177). Some scholars ags#rthe establishment of a shared
vision is the single most common theme in leadership efudlieithwood et al., 2004).
Shared vision leads to shared purpose and the acceptagoeupfgoals (Leithwood,
Day, Sammons, Harris & Hopkins, 2006). Starratt (2004) hasosed that the deepest
source of a principal’'s power is the vision which canréatt the commitment and
enthusiasm of the members” (p. 43), and Sergiovanni (199@)dsasibed three sources
of authority that enable a leader to foster commitnbeiat vision. The first two sources,
bureaucratic and personal authority, derive from an extenandate of th&llow-me
variety. The third source, however, is directed towaodemunity leadership where the
goal is to build “a broad-based commitment to shared vadunels conceptions that

become a compelling source of authority for what peoplé dais(p. 83).

Crow, Matthews and McCleary (1996) have made a distindbetveen the
processof vision and theontentof vision, along similar lines to the argument advanced
by Sergiovanni (1996). In relation to the process of visioonwCet al. propose that this
entails the leader using the power resources of offich, asiexpertise, loyalty, rewards
and charisma whenever he or she is “exchanging ideamtiaigng purpose, and
building consensus” (p. 80). This results in bonding betweader and followers
which provides a commitment to the shared vision. Regatbeagontent of the vision,
Crow et al. argue that the vision should not be constagedstrategic plan, but more as
a compass that points in a direction which people are @bparticipate in shaping.

They also maintain that the traditional view of printipa the sole keeper of the
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school's vision is “unrealistic given the complexity environmental changes and the
enormity of the task” (p. 81). Nevertheless, the prifaip@s have a role to play in the
creation of a collective vision, but needs to recogthiae others play leadership roles in
this process. Indeed, not only does the principal not reepthy every key leadership

role in a school, he or she may at times also gl@llower role.

In an attempt to restore balance to an otherwiseisgghtiscussion of vision
and leadership, Kouzes and Posner (2007) have described bogevklopment of
organisational vision shows “the untidiness, plural page, and emergent nature of
that process” (p. 54). There is an “unheroic” (p. 53) sdeésion, in the same way that
there are unheroic sides to all the other key dimenséhsadership. In educational
institutions, it is rare to see vision articulated diedy a leader at the top of the
hierarchy and then installed by followers. It is mokely that, during the process of
providing a scaffold for collaboration or a general dcien rather than a specific
destination, leaders will discover a vision as a conseguef involving other actors

and “clarifying and synthesizing their views” (p. 54).

3.3.4 Values, Integrity, Authenticity and Credibility

Sanders (1994) has described two of the most obvious pelgadership as
pride and egotism. Power can become a potential danigaddrs allow themselves to
become the centre of the enterprise, or if they farubuilding resources only, rather
than on building their followers (Bass & Steidlmei&899). Leaders who lack integrity
can come to rely on dishonest and manipulative mettmodagage people’s support or
to promote their own agendas (Tucker & Russell, 2004) Il suecessful organisations,
including educational institutions, it is imperative that leadembody and exemplify

the shared values of that community, and that thearozse of leadership reflects the
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utmost integrity. The need for leaders to avoid appganconsistent or acting in ways
that communicate insincerity has been stressed by Ramamnd Ellsworth (1989).
Kouzes and Posner (2008) have described the belief of froin a credible leader as
the “Kouzes-Posner First Law of Leadership: if you dbelieve in the messenger, you
won't believe the message” (p. 38). From their studiesy have identified five likely
behaviours of people who recognise their immediate maregdighly credible, and
five likely reactions of those who perceive their mamdagenhave low credibility. These

behaviours are represented in Table 3.3.

Table 3.3

Likely employee reactions to high and low credibility in their managers

Likely Employee Reactions to | Likely Employee Reactions to
Managers with High Credibility | Managers lacking Credibility

Are proud to tell others they're | Produce only if they're watched
part of the organisation carefully

Feel a strong sense of team spif  Are motivated primarily by
money

See their own personal values § Say good things about the
consistent with those of the organisation publicly but
organisation criticize it privately

Feel attached and committed to § Consider looking for another jop
organisation if the organisation experiences
problems
Have a sense of ownership of th Feel unsupported and
organisation unappreciated

(Source: Kouzes & Posner, 2008, p. 38)
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By acting with integrity and authenticity leaders are dblereate an effective
context for carrying out the core business of their osgioin (Duignan, 2004).
Starratt (2004) has identified a commitment to authentastthe first of three ethics of
leadership, along with the ethic of responsibility andetiec of presence. Authentic
leaders are “a moral presence” (Duignan, 2002, p. 172) addlmalues for others in a
world that frequently lacks a commitment to values ahctak standards. They act out
of a deep moral purpose and regard their leadership as af@nvice to others (Gurr
& Duignan, 2007). Successful principalships are “underpinnetthéyore values and
beliefs of the principal” (Gurr, Drysdale & Mulford, 2006, 379). End values such as
liberty, justice and equality must be the principal’s udtienconcern (Beare, Caldwell &
Millikan, 1997). When this is so, the commitment, enthasisi and drive of followers
can be intensified and secured, and the organisation ncaease in effectiveness,

productivity and innovation.

3.3.5 Principals and Shared Leadership

The environmental and organisational contexts for eduedtieaders are much
more complex today than they have ever been beforéh{i@od & Riehl, 2003).
Educational systems are multi-layered, dispersed amapra@hensive, a fact which
impacts in varying degrees on all members of any partisyletem. School leadership
is not a simple task that can be accomplished by aesipglison (Knapp, Copland,
Darling-Hammond, McLaughlin & Talbert, 2002), but rather, guiees an interrelated
set of roles and functions addressed simultaneously sathessystem (Leithwood &
Riehl, 2003). Inquiry into the concept of distributed lealgr has been fuelled by
organisational restructuring programs and corporate init@taiened at developing

team leadership (Day & Harris, 2002; Hall, 2002).
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Leithwood and Riehl (2003) have reported that, although sufigpattte idea of
distributed leadership is widespread, empirical evidenceeramg its nature and
effects in any organisational context is at an eadges of development. However,
research activity in this field is now on the rise mi®rest in the area of distributed
leadership grows (Woods, Bennett, Harvey & Wise, 2004; $pillat al., 2004;
Spillane, Camburn, & Pareja, 2007). Questions have alr@@sn out of this research
which address more specific aspects of distributed leagersduich as the
interrelationship of the various roles and functiongsi@e as colleagues and peers share
in the experience of distributed leadership, and as &legivity is enacted in real time.
Spillane, Halverson & Diamond (2005), have observed that distribution of
leadership “involves not only a consideration of who tatesponsibility for which
leadership functions, but also a consideration of how lelipetasks are co-enacted by
two or more leaders” (p. 125). Leithwood and Riehl (2003) eswhtthat there is an
urgent need for more conceptual and empirical reseamtiedaiat identifying the

contexts in which this orientation to leadership is nppstiuctive.

Leithwood, Louis, Anderson and Wahlstrom (2004) have adoptedore
cautious tone in relation to the concept of distribdéadership, suggesting that it is in
danger of becoming little more than a slogan unless givMen more thorough and
thoughtful consideration. They advise that policymaland leadership developers
would do well to adopt a more conservative attitude tdwhe concept “until more
evidence is developed to move the term beyond the obwndsprovides a clearer
understanding of its actual impact on schools and studgntS). Spillane (2006) has
stressed, however, that distributed leadership means themeshared leadership. It is
not the number of people involved in leadership that counis the quality of the

interactions in which they participate:
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Too frequently, discussions about distributed leadershippeschaturely

with an acknowledgement that multiple individuals takepomsibility for

leadership: that there is a leagus other leaders at work in the school.

Though essential, thieader-plusaspect is not sufficient to capture the

complexity of the practice of leadership. From a distied perspective, it

is the collectiventeractionsamong leaders, followers and their situations

that are paramount. (pp. 3-4)
Robinson (2007) has argued that shared leadership is alssdrelaghared learning on
the part of the principal. The more that leadershigasused on the core business of
teaching and learning the greater its impact” (p. 15). Tthesleader participates with
his or her staff as “the leader, learner or both” (p. 183 Munro (2007) has suggested,
principals need to be able to demonstrate that theyeadersin learning as well as
leadersof learning. Nevertheless, while principals do rely on atherachieve school

success, they “remain pivotal in connecting schools withwider knowledge about

learning and what works in schools” (Gurr, 2008, p.17).

3.3.6 Leadership and Organisational Culture

It is not easy to define or explain culture in any greatldeas it is often only its
external characteristics which can be perceived andts:@bre features. Leithwood,
Jantzi and Steinbeck (1999) have defined culture as “the ndoefiefs, values and
assumptions shared widely by members of an organizafmn82). In the realm of
institutional schooling, Peterson and Deal (2002) haveritbesicschool culture as a
combination of the complex elements of values, traokti language and purpose. They
maintain that, operating beneath the surface of everifgay

School culture exists in the deeper elements of ackchite unwritten

rules and assumptions, the combination of rituals andgtitmasl the array

of symbols and artifacts, the special language and phrésagtaff and

students use, the expectations for change and learningatiaate the
school's world. (p. 9)
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This “unwritten tablet of social expectations” (Fio29Q05, p. 5) influences almost
everything that happens in a school, creating a systaneahing that provides people
with continuity, tradition, identity, meaning and sigeéince. Robbins and Alvy (2003)
have described school culture in terms of eight key etsnwhich proceed from the

core values of the organisation. These categoriepresented in Figure 3.4.

Figure 3.4

Elements of school culture

Physical
Environment

Historian’s
Tales

Norms

Rituals
Celebrations

Priest &
Priestess

Heroes

Heroines Rules

Stories

(Source: Robbins & Alvy, 2003, p. 28)

Robbins and Alvy see the physical environment of a scleoobmmunicating symbolic
messages about what it values and makes room for. Rsuelisas meetings can be
used to reinforce the cultural value of learning from onetlzer. Celebrations “call
attention to what is important” (p. 32), and reflect ¢héture’s values in forums that are
shared by groups and subgroups within the organisation. Indigsigduah organisation
behave toward each other according to the expectationkeotulture which are
“usually a function of an unwritten code for behaviour edlhorms” (p. 34). The

written code of expectations is represented by rulesemdations. Story is an avenue
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through which “new and existing members of a culture afernmed about and
reminded of its values” (p. 35), especially the group’s mogiortant values and
beliefs. Respected people within cultures are entrustidpassing on the most sacred
cultural stories, many of which concerned involve theddegnd qualities of heroic
figures. Official and special tasks linked to the cultudEgpest sources of meaning
are performed by those who are assigned priestly rates,who are the only ones

entitled to operate in this cultural sphere.

The role of leaders in shaping organisational culturdobags widely recognised.
Leithwood, Jantzi and Steinbeck (1999) have suggested thatrdeade able to
influence the building of organisational culture by exhibitiredpaviours which develop
these characteristics. Examples of such behaviowtsd® the use of rituals and
symbols to embody and express cultural values, therfogt of collaborative work
practices and frequent explicit focusing on vision and go@lgawa and Bossert (1995)
assert that school culture does not exist in a vacaaththat the practices of the school
principal are crucial to its creation and maintenan@milarly, Peterson and Deal
(2002) have argued that, “Although school culture is deeplyeeed in the hearts and
minds of staff, students and parents, it can be shapedder$dp. 12). Schein (2004)
has claimed that the only really important thing thatgypmls do is to manage culture,
and Sarason (1996) has argued that the only way a leadeh&age the culture of a
school is by understanding it and trying to improve it befonaking other more
significant changes. One way of doing this has been penpby Peterson and Deal
(2002) who suggest that, as core features of school catarenolded over time, new
principals should ask the following questions about the estarf their schools in

order to understanding the foundations of the culture theglaout to lead:
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* How long has the school existed?

* Why was it built and who were the first inhabitants?

* What was the school’'s design and architecture supposechwey?

* Who has had a major influence on the school’s dire@tidvVhat were
that person’s core values?

* What critical incidents occurred in the past and howeweey resolved,
if at all?

» What were the previous teachers, principals and studketmlthe

1970s, 80, and 90s? (pp. 52-53)
Bolman and Deal (2005) have added to the need to know andstamtkeschool culture
the further tasks of celebrating it; diagnosing its égsstrengths and reinforcing and
celebrating them; and marking transitions with ceremonyhe significance of
commencement rituals in schools has been explored lgyplda (2003) who describes
them as powerful means of transmitting cultural nornddl of these tasks represent
ways in which the transformational leader contributesatonore desirable school
culture. Thus, the principal is in a unique position téuerice the norms, values and
beliefs that shape policies, practices and procedures ¢haols(Leithwood & Jantzi,
1997). Drawing on a series of qualitative studies in maaa #00 organisations, Kotter
and Heskett (1992) have supported the view that leadershiptivedfeEss results
primarily from the leader’s influence over culture.y Beveloping practices aimed at
establishing shared norms, values, beliefs and attitudesgsmstaff, and by promoting
mutual caring and trust across the organisation, leadensftz@nce school culture at a
profound level (Leithwood & Riehl, 2003). The task of thauwmall leader is “to shape
this culture and to devise ways and means whereby that cigltiressmitted to others”
(Sultmann & McLaughlin, 2000, p. 90). Fiore (2005) has asser&dthone occupies

a more influential position from which to shape a scsanllture than its principal.
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3.3.7 Leadership and Change

The leadership of change has been described as a vast shbhjecannot be
“definitively sewn up and solved” (Rowland & Higgs, 2008, p. Rlevertheless, a key
finding to which Rowland and Higgs have referred is thaddes who see change as an
ongoing process which “occurs naturally around them altithe’, as opposed to those
who see change as a “one off event”, are more liteelge successful in realising the
desired change outcomes. Beach (2006) has suggested thashgademecessarily
about change, “but not arbitrary change” (p. 1), adding dihganisations can find
themselves in trouble if they do not change in resptmfee “dynamics of internal and
external environments”. It is, therefore, a prime respmlity of those in leadership to
work with others to acquire and interpret informatiommwtbthe environments. This
form of assessment usually consists of,

. information about the current status of the externad @ternal
environments, forecasts of future status of the environmessl
indications of the present and future intentions and desiretakeholders
... The goal is to create a picture of how the organimatiath its unique
internal environment, functions within its unique extemalironment. (p.

2).
The importance of understanding environmental factorsdrcontext of education and
schooling has also been raised by Hallinger (2004) whatgaged that principals must
assess the “demands for change originating in the schdaisaenvironment in light of
the school’'s capacity for change” (p. 62). This mednas principals should always

remain sensitive to the competing pressures for stabiitychange (Tyack & Cuban,

1995; Lam, 2003).

Kotter and Cohen (2006) have argued that large-scale organgathange
occurs less because people are given analysis that thi@itsthinking, than because

they are shown a truth that influences their feelinghough thinking and feeling are
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both essential ingredients in processes of change, Hdat of change is in the
emotions” (p. 2). The importance of emotional respomseseating a positive climate
for change has also been affirmed by Leithwood, JanziMascall (2002), and Kelley,
Thornton and Daugherty (2005). Moreover, Pepper and Th(2084) have described
the “profound effect” (p. 156) on school climate of thenpipal's role as leader,
especially through the use of facilitative power:

There is hope, optimism, and energy in a kind of lediletbat facilitates

the process of change, the refocusing of the school rtovgher

collaborative goals, and a renewal of the commitntewiard success for
students, teachers, staff and parents. (p. 157).

In a study of 400 people from 130 organisations, Kotter atC@005) found
that successful large-scale change is a complex pradesh happens in eight stages,
each with a core imperative:

The flow is this: push urgency up; put together a guiding teagate the

vision and strategies; remove barriers to action; actsimghort-term

wins; keep pushing for wave after wave of change untilmbek is done;

and create a new culture to make new behaviour stick” (p. 2).

The central challenge in all eight stages is changioglp&s behaviour — “What people
do, and the need for significant shifts in what people do28).— and the first step in
the process of changing people’s behaviour depends on tingestoe of a “leader with
a vision, or a leader who works with others to creat®mwis Gladwell (2000) has
proposed that, in order to change people’s behaviouy fyged to create a community
around them where new beliefs can be expressed and nurfpred3). A number of
researchers have also linked the behaviours of principalhea quality of school
climate, the likelihood of positive change (Deal & étsbn, 1990: Bulach, Boothe &

Pickett, 1998; Sergiovanni & Starratt, 1998), and pupil outco(@es;, Sammons,

Hopkins, Harris, Leithwood, Gu et al., 2007).
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Fullan (2006) has argued that it is the organisation lsagbo must act to
change the contexts in which they work. School leadaust not be content simply
with achieving good school results, but must also work aeldping a sustainable
pedagogical institution. The key to moving forward is “told@deaders to experience
and become more effective at leading organizations tsvanstainability” (p. 115).
The second of the eight elements of sustainabiliyneiated by Fullan concerns a
commitment to changing contexts at all levels. la thse of educators, the tri-level
contexts are school/community, district, and systéfallan maintains that, in order to
change systems, it is important to “increase the amofipurposeful interaction
between and amongdividuals within and across the tri-levels, and indeed within and

acrosssystems(p. 116).

3.3.8 Personal Awareness and Self-Reflection

The importance of leaders understanding themselves pirsional histories and
gualities, and the ways in which these awarenesseagdhtgith their professional roles
is a field of ever-increasing interest to leadership riseoand researchers. Schaetti,
Ramsey and Watanabe (2008) contend that leaders take darskip, form
relationships and engage in reflection based on who tieeyalhile personal leadership
is therefore highly relational, it begins by focusingtba self, rather than on the other.
Covey (1997) has suggested that self-awareness is centta tauilding of positive

relationships in organisational culture:

The place to begin building any relationship is inside duesginside our
circle of influence, our own character. As we beeomdependent —
proactive, centered in correct principles, value-drinaamd able to organize
and execute around the priorities in our lives with integritye can
choose to become interdependent: capable of building enturing,
productive relationships with other people. (p. 60)
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In personal leadership, reflective practice is importantin individual level. Kouzes,
Posner and Sheppard (2006a) have stressed that leadersocaleaeners and that
growth as a leader means learning from one’s experiencesién to improve future

practice. Donaldson and Marnick (1995) have described how nadrseflection on

professional experience puts leaders in touch with thist§vand turns of our evolving
identities as leaders” (p. 7). According to Petrie, Lindand Tountasakis (2000),
leaders, especially in education, “need an introspeatiok at themselves to become
more self-aware, productive, and effective” (p. 243). Orectiwal reason for

principals being aware of their own strengths and weaksessso that they can hire
people who complement them with strengths they themseldo not possess

(Schmieder and Cairns, 2005).

Critical self-reflection has also been described bytBar{(2005) who sees it as
a tool for dealing with issues such as the leader's assmpabout power and
authority; his or her predispositions towards teachedst@ work they perform; and
how he or she responds to issues of patriarchy, podipondege, and racial and class
divides. This form of reflection should not be regardedaa optional activity for
leaders, but as an essential part of developing idiograpbrality, a quality which,
“forces school leaders to contend with themselvesairserious ontological and
axiological debate. This process challenges leadeeetthemselves within the whole

social, political, and economic context within whiclhsals are mired” (p. 42).

By contrast, Avolio (2005) has stressed that self-reflacis, to some extent,
oxymoronic, in that it rarely occurs alone, and is lyajest about oneself. His own
experience of asking leaders to self-reflect is thair ttesponses are “almost always

focused on the leader and someone or something else” (p. Ho8Jever, he regards
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this as highly appropriate, given that leadership is esHigndbout some form of
“bilateral relationship” (p. 108). Leaders are therefdske @0 learn about themselves
and their practice by reflecting on these relationshifgsan the many actions in which
they participate:

At the core, reflection after action is a way of docting learning in

parallel with performing. It causes short delays, but tikely

improvements in performance would counter the disadgastassociated

with stopping to think for a moment about what you hawst gdone. (p.

108)
At the same time, Dantley (2005) has warned that thieadrgelf-reflection of school
leaders is in danger of becoming inane navel gazing, urléssaccompanied by “a
serious effort to develop strategies designed to rémspersistent policies, procedures,

and personal as well as organisational behaviours” (p. 42hvg@mote inequity in

schools.

3.4 Summary

The review of the literature on organisational leadersbqudes on historical
and current understandings of organisation and educatiograltlite, with a particular
emphasis on transformational leadership. Attentsodrawn to the broader context of
organisational leadership on which the insights of educdtiteadership have been
based (Leithwood & Riehl, 2003). The corpus of literatureedumcational leadership
which has become available in recent decades is dividedhet four main positions
described by Gunter (2001). These positions underline thendooe of the globalised
model of transformational leadership developed initiallyBloyns (1978), expanded on
in the 1980s by Bass (1985), and further explored in subsecgemstlyy a large number
of theorists and researchers. The distinctions betwéeeansactional and

transformational leadership are highlighted (Beare, Cadl&vilillikan, 1997; Starratt,
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2005), critiques of transformational leadership are discudsester, 1989; Smyth &
Shacklock, 1998; Gunter, 2001), and the notion of pseudotransadeadership is also
addressed (Bass & Avolio, 1997; Gill, 2006). The role of wisio leadership is
considered (Starratt, 1985; Leithwood & Grace, 2002) and #tenction between the
process of vision and the content of vision is identifiécbve, Matthew & McCleary,
1996). The relationship between leadership and organisatiolbalecis also explored
(Leithwood, Jantzi & Steinbach, 1999; Peterson & Deal, 28@2nan & Deal, 2005).
Shared and distributive leadership are addressed througiett® of its contemporary
advocates (Gronn, 2002; Spillane et al., 2005), as welleapdrspectives of those who
counsel a degree of caution in respect of this approactihiteod et al., 2004; Gunter,
2001). Literature is presented on values, integrity, autiigntand credibility in
leadership (Bass & Steidlmeier, 1999; and the Kouzes-Pé&arse Law of Leadership
(2008). Lastly, the notions of personal awareness difideflection in the lives and
practices of leaders are acknowledged (Petrie, Lindadioé@ntsakis, 2000; Sachetti,

Ramsay & Watanabe, 2008).

The literature on organisational and educational leadeishggnificant for this
research because it creates a framework and a languagenderstanding and
discussing key concepts and issues which characterisdéieldis The light shed by
these issues on the current research problem lead tilibwing questions which
emerge as a focus for the research:

* How do the life experiences of principals shape thawsion massed singing

and the way they influence it?

* In what ways do principals use their leadership to influethee practice of

massed singing in their schools?
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 What effect does massed singing in schools have on theigais of these

schools?

3.5 Masculinity, Boys’ Education and Leadership

As this research project aims to explore the influerigariacipals on the place
of massed singing in three secondary boys’ schoolegihs appropriate to explore the
effects of masculinity and gender stereotyping on thereaif boys’ schooling, and on
their participation in music and singing. Furthermore hasprincipals in question are
all males, the relationship between masculinity ardideship is also explored. These

concepts are now addressed as a second theme impactimg tesearch.

3.5.1 Gender

Masculinity and femininity are commonly viewed as opssiin a binary
structure (Harrison, 2004a), though achieving a precise defirof either key term is
problematic. The historical roots of Western male gehdge been described by Doyle
(1995), whose survey traces the development of mascuirfiben the epic sagas of
Greece and Rome to the bourgeois world df é8ntury Europe. Kimmel (2005) has
proposed that in the late "l@&nd early 18 centuries in the United States, three models
of masculinity prevailed: the genteel patriarch, whoivaer his identity from land
ownership; the heroic artisan, who embodied the palstrength of the yeoman
farmer, independent craftsman or shopkeeper; and the pladetman, who was an
absent father, devoting himself more and more to workirghomosocial environment
in which he pitted himself against other men. Westermaisoof masculinity in
subsequent periods have been described by Tosh (2005), Edwards (006,

Hagemann and Clark (2007), and Forth and Taithe (2007).
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The identification by Jung (1962) of the anima and animusddtie theory of
individuation whose various characteristics Brome (1980) luadhbert (1984) have
described. Jung’s insights into gender have been developddtdsywriters and
theorists (Johnson, 1989; Bly, 1991; Goldberg, 1984) who haydored the
psychology of masculinity, principally by qualitative fmetls. Nevertheless, sustained
academic research into masculinity and its multigjgessions is still only decades old.
Carrigan, Connell and Lee (1987) have argued that feminismisrieeration and gay
activism have contributed directly to the acceleratedeldpwment of research into
masculinity. They identified the need for a socioladymasculinity “built on actual
social practices rather than the discussion of rieét(p. 141). Inthe 1990s, Edley and
Wetherell (1995; 1996) undertook an historical investigationr@gings on masculinity,
covering the period from the late 1960s to the early 199bgy presented a variety of
understandings of masculinity which they grouped under sigppetives: biological,
psychoanalytical, role theory, social relations,icatiltural, and the feminist critique of
masculinity. As Lee (2003) has observed, the work of\ediel Wetherell is useful in
that it provides a framework for reporting the contestdohitiens of masculinity, and
an acknowledgement that there is no single, correaryhef masculinity. This
emergent sociology of masculinity became what Whitéhead Barrett (2001) have
described as a “critical study of men, their behavioysactices, values and
perspectives” (p. 14). Along with the feminist traditidinhas contributed significantly
to deconstructing the view that masculinity and femigiaite opposite polarities, and

that males and females will more or less automayicalhform to one or the other.

3.5.2 Multiple, Hegemonic and Alternate Masculinities
Over the last two decades, the concept of multiplecoledties has gained

enormously in credibility and currency (Jefferson, 1994; dmld997; Connell, 1995;
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White, 2004). Instead of focusing on masculinity as the madée this model asserts
that “there are a variety of masculinities, which mak@&se only in hierarchical and
contested relations with each other” (Pascoe, 2007).p.The notion of contest has
been popular in definitions of multiple masculinities. &e990) has referred to
“‘competing masculinities” (p. x), and the various diffeses between men which
become particularly significant in their struggle for ap@nand Oliffe (2001) has
suggested that masculinities are continually contestedea@totiated in each context
that a man encounters. They require compulsive prati@smause they can be contested
and undermined at any moment, such as when a man logeb bisis hospitalised with
a debilitating illness (Courtenay, 2000). Others have artjusdcontest is only one
dimension of the dynamic and that relations betweerditfierent masculinities include
alliance and subordination, since they are “constdutiteough practices that exclude

and include, that intimidate, exploit, and so on” (ConmelB7).

From among these competing masculinities, a dominartiegemonic form
arises and subjugates the others. The concept of hegemasculinity is traceable to
Carrigan, Connell and Lee (1987) who were the first auttwodescribe it. They had
borrowed from Gramsci (1971) an understanding of hegemorheasotial dominance
of a group, and adapted it for the purposes of applying ihéoekpression of an
authoritative masculinity. In Britain, Tolson (1977) exaed class differences arising
out of the politics of masculinity, and this was felled in the United States by an
examination by Messerschmidt (1993) of how white collar amgbscrime can become
resources in the construction of class-specific nigsoes. In Australia, Connell
(1995) then took the concept further by challenging the deimiif masculinity as an
object, maintaining instead a focus on the “processes datbnships through which

men and women conduct gendered lives” (p. 71). Connell alsated a fourfold
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hierarchy of masculinities which has become a referpogd within the literature. He
described this hierarchy as a movement from marginalisescutuaity, through
complicit masculinity, to subordinated masculinity, antimately to hegemonic

masculinity.

More recently, two fundamental aspects of hegemonic uhagg have been
identified by Howson (2005). The first is the axiomaticipms it holds within the
literature as both the symbolic representative ofeébpéiinate masculine ideal, and also
as a focus for the critigue of masculinity; and theosd is the fact that hegemonic
masculinity emerges from the socio-cultural milieuhea than being forced upon it
exogenously. Furthermore, in Western societies, hegienmasculinity is classically
characterised by the expulsion of all contesting formhsmasculinity, especially
ambiguous behaviours which are labelled as feminine or hommis@all, 2002). To
be a normal male, therefore, is to be “white, maseulnd heterosexual” (Collins,
2004, p. 97), a set of criteria constituting what Collins haslled as “core hegemonic
white masculinity”, and which Butler (1993) has referred a® the “hegemonic

presumption” (p. 171).

Those who reject hegemonic masculinities, to whatelegree, necessarily
become part of a marginalised minority, working ouallbérnate models of masculinity
and running the risk of disapprobation and rejection frondtrminant majority. Most
examples of alternate masculinities can be descrisee@ither protest masculinities,
which adopt some of the themes of hegemonic masculibity, rework them; or
complicit masculinities, which reject direct displayspower, but nevertheless accept

the privileges of their gender (Connell, 2005).
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3.5.3 Masculinity in Australia

Gender researchers such as Doyle (1995), Layoun (2001) and Ca20i&g (
have asserted the significance of situational, histoacal cultural factors in the
discussion of gender within particular geographical bourslariecConstructing a
geography of gender allows the researcher to call aitetdithe significance of “place,
location and cultural diversity” (Pollock, 1996, p. xii), atml connect “issues of

sexuality to those of nationality, imperialism, migoati diaspora and genocide”.

In Australia, masculinity has been closely linked tbamal identity by theorists such as
Grimshaw, Lake, McGrath and Quartly (1994), Moylan (2000), @arton (1998). As
a nation, we have generated no real, solid, or cohesittenal identity, only substitute
forms based on a mythology conceptualised solely in geommasculinity. The
colonial roots of Australian masculinity and its foundaal mythologies have been
traced by Moore (1998) who explains the dominance of Anglbi€Cmasculinity in
early settlements as a reaction to the presence mleworecent immigrant males and
non-Caucasian males. Colling (1992) has described the mwayhkich male roles in
Australia have been shaped by key events and periods imglutde arrival and
settlement of the early convicts, the gold rush of the 1866swo World Wars and the
sexual revolution of the 1960s. Furthermore, he has sugg#siedhe growth of
Australian models of masculinity has proceeded alomgstime lines of hegemonic
presumption as those articulated by Butler (1993). In@pdiview,

It is now abundantly clear that the Australian idgntitas not just

constructed around the image of a man, but around the iofagevhite

man and that race relations and racialised identitesfagreat importance
in the enactment of masculinities. (p. 14).

Hegemonic presumption is also evident in the work of Cr@®d@p1) who has explored

the construction of middle-class masculinity in Ausérah the period 1870 — 1920 by
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examining changing emphases at boys’ schools; mutatibntheo ideal hero in
children’s literature and boys’ adventure stories; ané #volution of boys’
organisations such as the Try Society and the Boy Scmwement. A classic
description by Ward (1958) characterises Australians of ntie 20" century as
independent, imbued with an ethic of mateship, laconic, ireeweegalitarian, rough,
sharing, cooperative and male:
According to the myth the typical Australian is a piad man, rough and
ready in his manners and quick to decry any appearancéeofagion in
others. He is a great improviser, ever willing to hage at anything, but
willing to be content with a task done in a way thatear enough ... he
swears hard and consistently, gambles heavily and ofteh, dainks
deeply on occasion ... he is usually taciturn rather thdiative ... he
believes that Jack is not only as good as his master,abdgast in
principle, probably a good deal better and so he is a drestker of
eminent people. (pp. 1-2).
Bode (2006) has identified the most dominant and prevailingorersi Australian
masculinity as the Aussie battler. In the past dechdeyever, this hegemonic
construction has begun to yield to the “white male mtftip. 1) or the “man in crisis”,
a prominent figure in American society who has now ewdteAustralia’s cultural
consciousness. The contemporary reality for Austratiaciety is that “the Aussie
battler and the man in crisis currently exist in temsioLouie and Low (2003) have
argued that dominant Australian masculinity in the newlemmium “appears to

emphasise sporting prowess, the ability to consume alcslexual conquest and

heterosexuality” (p. 203).

3.5.4 Masculinity and Sport
A key contributing factor to hegemonic Australian masgtyliis watching and

participating in sport. Connell (2005) has described comgetiport in Australia as
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“intensely gender-segregated and male-dominated” (p. 15). Ba®ihecome a major
institutional influence on Australian culture, and is hygldignificant in shaping
masculine identity and gender relations (Parker, 1996; RowicKay, 2003). The
images and symbols of sport characteristically invob@ntestation and categorisation,
marginalisation and incorporation of elements of mastyli (Whannel, 2001, p. 64).
Moreover, the influence of sport on teenage boys canelhermous (Hickey,
Fitzclarence & Matthews, 2000; Connell, 1996; 2000), to thentxthat a boy's
masculinity is frequently judged on the basis of his penémce in sport (Messner,
1992). Sports such as the various codes of football arengedty popular, enjoying
high participation rates among boys and young adult f&mecreation involving
bodies in ritualised combat is thus presented to enormombers of youth as a site of
masculine camaraderie, a source of identity, an areoampetition for prestige, and a
possible career” (Connell, 2005, p. 15). A major implicafmmboys of the need to
perform creditably in sport is the size and strengthheirtbodies which become
powerful symbols of the attainment of hegemonic masetylfiVest, 2000). Totems of
muscularity, physicality and bodily posturing become ‘icgied in the self-regulatory
and policing practices of normative masculinity” (Maoti& Pallotta-Chiarolli, 2003, p.
17). Drummond (2003) has also referred to the "unsuccessfyl jpd134), a term
which relates to social and cultural stigmas associatttdless skilled boys in the area
of sport and physical activity. Just as the successfy plays an important role in the
construction of positive masculine identity for theiwdual, so too can perceptions of

an unsuccessful body impact adversely on the selémstd adolescent boys.

Participation in sport reinforces the imperatives of pdalsistrength and

toughness, and can also teach boys to tolerate painoaddntonstrate appropriate
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physical aggression: “Physical education and sport aralsp@ctices and they are
bodily practices, one’s involvement as a participanthiough one’s physicality.
Through such practices, young men learn some things al®ubtdies and what it is

to be a male” (Tinning, 2000, p.109). However, Laberge and AIb889) have argued
that powerful taboos are in place against transgresisenqules of the gender order and
participating in so-called women’s sports. In a study lviug the contenainalysis of
174 essays written by boys from three diffesar@ioeconomic milieus on the subject of
gender transgressions in male sports, Laberge and Albaridfthat the study
participants showed a markectluctance toward degendering based on class

backgrounds, interests and power relationships.

Harrison (2003) has described how, in the problematic oalktip between
music and sport in Australian schools, success in sigogtmdeavours is often prized to
such an extent by hegemonic masculinity, that the acsnbe marginalised, creating in
many schools an “unhealthy divide between music and sfartf0). This can inhibit
boys to such an extent that they choose not to beaovoéred in music at all. In the
case of those who do become involved, the range of mmesical activities may be

reduced by the social acceptability of particular instrusmenmusical styles.

3.5.5 Masculinity and Schooling

Over recent decades, the influence of schooling on shapidgnt masculinities
has been well documented (Blye, Kehler, Lovell & Davigs2003; Willis, 1996;
Heyward, 1988; Nayak & Kehily, 2001). Connell (2005) has argued fihvalarge
numbers of boys, especially middle-class boys, “schamd the most important formal
institutions in their lives” (p. 21). Like other institut®nschools have definable gender

regimes where different constructions of masculirarg possible, and where such
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regimes can change through social factors or through icolsseceform. In an
investigation of male student culture in an inner city Aalstn school, Walker (1988)
found that the peer group was a key influence on the masgmdiof boys. Beynon
(1989) studied the induction of eleven and twelve year olds boyo a large
comprehensive boys’ school in New South Wales in the 198fix;luding that the
school is unmistakably a gendering agency in which théledtad order favours and

sponsors aggressive masculinity.

Connell (1996) has highlighted the pivotal role of teacharsducational
reform, asserting that teachers need to be activeiylvied in gender equity and the
transformation of masculinity. He has also acknowlddgeat schools are major
institutions, and have a significant capacity for influirggender and the transmission
of culture; that teachers and schools impact on magguh a mostly unreflective way;
and that many male teachers find little reason to emgdl or subvert conventional

understandings of masculinity.

3.5.6 Boys’ Education in Australia

As reported in Chapter 2, the Federal House of Repres@staftanding
Committee on Education and Training undertook a study in 2000 th&
underachievement and underperformance of boys in Austistiaool. This resulted in
the report entitledoys: Getting it RightBartlett, 2002). The report highlighted aspects
of social change which had shaped the context surrogifmiigs and their educational
outcomes and, on the basis of 178 submissions, forrduf2de recommendations
grouped under four headings. These headings are listed in 3.dblegether with a
brief summary of the recommendations proposed in esthnce, and a comment on

the significance of each set of recommendations.
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A summary of recommendations frBaoys: Getting it Right

Heading

Numbers

General Description of
Recommendations

Comments

(Adapted from Bartlett, 2002, pp. XXv-XXXi)

Putting it in 1 A recommendation aimed at poli This recommendatic
context: Labour reform to ensure that the social ang addresses certain
market, social academic needs of boys and girls ai procedural requirements gf
and policy being met. government reports and i$
change directed at the Minister for
Education, Science and
Training.

Putting it into 2-3 Two recommendations addressing The focus on thes
practice: pre-service and in-service needs of recommendations is on
Curriculum teachers, with a view to raising equipping teachers with g

and pedagogy teachers’ awareness of the learning wider repertoire of skills
styles of boys and girls; and calling d  with which to address
government to fund professional differences in gendered
development and research. learning styles.
Building strong 4-13 Nine recommendations focusing In the main, thes
foundations: behaviour and learning; health issue recommendations are
Literacy and including specific strategies relatingt  directed at improving
numeracy hearing and auditory processing; th outcomes for prepubescent
role of parents in the pre-literacy stag children.
literacy and numeracy programs,
services and assessment procedurg
and class sizes in lower primary.
Making the 14-21 These eight recommendations ca These recommendatio
connections: school-based issues such as retentii  represent an attempt at
Schools, rates and suggest further research il addressing relational issues
teachers and the influence of school structures or] within schools in order to
role models. boys and girls. Issues such as promote effective
behaviour management; teacher relationships with boys.
education; and the use of inducemer
to attract skilled teachers are also
represented.
Conclusion 22,23,2 The last three recommendations The emphasis here is
essentially administrative and deal wi| government attending to the
review mechanisms, data collection major structural supports
practices, and policy frameworks. which will enable it to
manage the implementatian
of the recommendations.

Francis and Skelton (2005) have suggested that the resmomise teport has been
“mixed” (p.31), while expressing their own concern that sy documents in this
field are mistakenly conflating academic underachievemdht pgychological illness.
In general, the report is notable for its strong emishas literacy and numeracy, its

preoccupation with administrative and infrastructuralterat and its failure to address
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in detail either the issue of multiple masculinities,the role of the arts in improving
social and educational outcomes for both genders. Initiguer of the report’s

understanding of gender construction, on which many ofet®mmendations are
predicatedGill (2005) has questioned the depiction of the differebet&een boys and
girls as “attached to some notion of a biological byrdivide instead of recognising the
processes which produce boys and girls as different” (p.. 1\2)reover, Gill has

rejected the report’s assumption vis-a-vis role modbé, boys are influenced from the
outside to behave in particular ways, since this igndhas boys are inside the
discourses which offer numerous ways to be. Dallagifr (2006) has also critiqued
the report’s understanding of gender, and its failure to addtlee complex and
multifaceted issues pertaining to boys’ education. Is faindamentally, however,
“because it does not move away from essentialistegnalisations of masculinity” (p.
31). Instead, it operates in such a way as to sterebtyypeand girls, and works from

“within an essentialised category” of all boys.

3.5.7 Gender and Musical Activity

Gender-based participation in musical activities has loegnbaccepted as a
common sociological phenomenon (Kunst, 1958; Pucciani, 1888jes & Porter,
1978). In Australia, Bartle (1968) was amongst the firstrésearch musical
stereotyping in schools, drawing on a sample of 474 sshddé expressed concern at
the high frequency of girls-only choirs in coeducatiordio®ls and noted that in at
least half of the schools he sampled, the voiceseaior boys were not being used to
any appreciable extent. Since then, strong views amouderss about the
appropriateness of certain instruments for males amdlés have been identified by a
large number of researchers (Bruce & Kemp, 1993; O’'NeiBdulton, 1996; Green,

1993; 1997). Harrison (2007) has constructed a select chroradlogpnew of literature
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relating to gendered patrticipation in music which surveytena from 1916 to 2007.
The studies fall into two basic categories: researcich “seeks to prove the existence
of stereotyped musical choices”; and “gender-related stuthas examine the

association of masculinity and femininity with pamer instruments” (p. 269).

3.5.8 Gender and Adolescent Boys’ Singing

Koza (1993) was motivated in her efforts to find empiridata on gendered
participation in music education programs by the reluctarideoys to participate in
school singing groups, and by the work of Gates (1989) who fthatdin the United
States, “the female percentage in choral activitiepasses the male percentage by
greater than a 5:2 margin” (p. 37). Koza began by examimead/tsic Educators
Journal from the early part of the J0century with a view to ascertaining whether or
not a comparable discrepancy existed at that time. Uaingocialist feminist
perspective, she endeavoured to discover if the subject rafegereference was
discernible in any significant way. In her discussidriihe place of singing in music
education, she identified the view that singing is notsiciared an appropriately
masculine activity. One of the reasons for this —gheblems associated with the
breaking voice of boys — has since been researched by G663) and Schmidt
(1995). Changes in the physical properties of the adolegso@& have been described
by Harries, Walker, Williams, Hawkins and Hughes (1997), Cepk2000) and Welch
(2001; 2002). In a longitudinal study of 26 boys, Harries.etasessed changes in the
male voice in relation to the biological charact&ssof puberty. They found that,

Anthropometric changes are considerable at the timenaé puberty.

Changes also occur in the organs of phonation. Tihese&de an increase

in breathing capacity and an increase in neck width amdhewhich leads

to a relative decent of the larynx, and subsequent enfenmjeof the vocal

tract and resonatory system. Growth of the paranasases and nasal

turbinates, with atrophy of the tonsils and the adenailds, affects vocal
quality. (p. 447).
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In addition to physiological issues, social obstacearticipating in vocal
music also affect adolescent boys. Hall (2005) has arga¢délgemonic masculinity
regards singing as feminine and inappropriate for boys bedduséher constructs nor
defends masculinity” (p. 6). Adopting a developmentaspective, Adler (2001) has
identified a change in the attitude of young boys to sopgas they move into
adolescence: “Many boys make a decision not to sing betwdementary and
secondary school, in response to psychological andlsgitial messages that singing is
not an appropriate activity for males beyond a cerdgei’ (p. 2). Hanley (1998) has
noted that girls are clearly more successful at singlmn boys. Singing, she
maintained, is viewed as a feminine activity; therefdoeys who engage in singing are
feminine by implication” (p. 58). Some exceptions to tWisw include aggressive
singing, singing in a jazz choir, rock band, bebop band trerschool musical. Green
(1997) has suggested that boys view singing in stage producticzadeabecause the

stage provides a mask and an audience.

The so-called singing “disability” (Hall, 2005, p. 70) of koyemains
contentious, with opinions divided on whether the caasesssentially physiological,
psychological, or a combination of both. Welch (1997) uagyested that any decline
in boys’ song-singing from the age of seven, when theghpnatching ability is
comparable with girls, is “more likely to be culturalarigin than biological” (p. 711).
White and White (2001) have attributed the reticence of ackriésnales to engage in
singing to a variety of factors including sociological ppt@mns about music and
singing; psychological and physiological developmerdsring puberty; and
inappropriate choral literature and training. Harrison (20G% ¢tompiled a list of

solutions to the problem of the “missing males” (p.21) inrahand vocal programs by
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drawing on existing literature, fieldwork, and discussionsvatkshops held around

Australia. These suggestions are represented in Table 3.4

Table 3.4

Suggestions for overcoming the missing males problem

1. Employment of role models: teacher, community, industry,
student

Selection of repertoi

Flexible scheduling, particularly in relation to confligigh
academic, sport and work commitments

Sensitivity in uniform desic

Single sex activities here appropria

Producing high standards which are honoured by the comr

Providing a variety of opportunities for involvem

Cautious use of sporting analo¢

©f ©| N @ g &

A physiological approach to singi

10. Achievement of a critical nss, involving so many boys
singing that the notion of minority is negated

11. Multicultural environments, where divergent views
masculinity are present seem to enjoy higher success rates

12, A developmental program that starts boys young ancs them
singing

13. In schools, a zero tolerance approach to bul

(Source: Harrison, 2003, p. 23)

3.5.9 Masculinity and Leadership

Though professional leadership roles are exercised todayhbyowomen and
men in a wide variety of professional fields, the nmalge and powerful roles, even in
professions such as education and nursing which embody soltieral images, have
essentially “agentic definitions” (Eagly & Carli, 2007, $6). Often, the masculine
nature of leadership roles mirrors the extent to whely thave been in the provenance

of men. Furthermore, it appears that, in the past dedade women in western
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countries have moved into leadership positions in eitheprtivate or public sectors of
the corporate world (Adler, 2001). Joy (2008) has argued dithbugh businesses
have become more inclusive of women over recent decades,dismantling many of
the traditional barriers to women’s advancement, “pregyteas been slow at the very
top” (p. 4). Nevertheless, Collins and Singh (2007) hargpied that organisational
cultural barriers built on biases and gender stereotypek t@ prevent women from
attaining senior positions, and that women continue “tee facejudice and are

disadvantaged in the workplace” (p. 12).

The various discourses of leadership and administraien in many ways,
products of their specific historical moments and padicteadings. Blackmore (1999)
has argued that some discourses of leadership have beédeged in education.
Foremost amongst these are the discourse of patmlanc&sculinism, created by the
regulative practices of emergent state educational buresies of the late f9century;
the discourse of paternalistic masculinism, encapsuletehe post-war ideal of the
neutral, rational bureaucrat; and today, the discoursgategic masculinism embodied
in the image of the multiskilled, visionary, entrepreypost-modern manager. These
three discourses may reflect different priorities @mdphases, but “their underlying
thread is the ongoing association between masculiaitg leadership” (p. 24).
Researchers have also described an additional emergaetslei@ discourse known as
emotional or affective leadership (Bono & llies, 2006; Gsd@onnelly & Mumford,
2004) with its associated concerns of emotional inteldgenintimacy, trust,
informality, and self-esteem. Affective leaderslepects the old-fashioned role of the
bureaucrat who sidelines personal preferences and emadiothgssues a call for the
humanising of managers and leaders (Kerfoot, 2000). Im#wis model of affective

leadership, “... the emotional individuality of the leadertérms of their enthusiasm,
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vision, charisma and strong values is critical to dgyely affective relations between

leaders and followers and bringing about transformatidhe workplace” (p. 64).

In the past decade, however, there has also beerstmes to what Reay and
Ball (2000) have termed “homogenising conceptions of whaedns to be female” (p.
145) which “depict women as uniformly nurturant, affili&iand good at interpersonal
relationships”, and fail to represent a reality whiclmisre complex. In contrast, Reay
and Ball have suggested that, “... gendered identities arentext more fluid and
shifting than they are depicted in such texts ... femaldelship practice frequently
appears to be both more multi-faceted and more contaglithan the idealized
depictions in some feminist texts”. Similarly, Maogpe (2007) has suggested that it is
important to avoid relating feminine traits only to wemmand girls, and masculine traits
only to boys and men, and to “think of feminine and miseueadership styles as
modern and traditional” (p. 64). Furthermore, leadership is also about the perso
leading and the context in which leadership is being exatcias well as gendered
leadership style.  Much of the discussion around genddeadership, therefore,
depends on generalisations: “While some girls and womay maturally use more
modern styles, and some boys and men may naturally usetraditional styles, these

statements are in fact generalizations” (Macgreg@4p.

3.6 Summary

The review of literature on boys’ schooling and gender éx@snthe construct
of masculinity and identifies an historical legacy (Bnyll995), a multiplicity of
expressions, a contemporary hierarchy (Connell, 1995), andustralian context

(Colling, 1992; Crotty, 2001). The influence of schooling on thmepsg of student



78

masculinities is discussed (Angus, 1993; Nyak & Kehily, 208dJ, the pivotal role of
teachers in modelling gender equity is affirmed (Conrd96). The tradition of
gender-based participation in musical activities is idieati{ Kunst, 1959; Pucciani,
1983; Abeles & Porter, 1978; Green 1997), and the particulartefd Koza (1993,
1994) and Harrison (2007) to investigate the reluctance oftbogarticipate in singing
are outlined. Lastly, the relationship between masdtyleand leadership is discussed

(Eagly & Carli, 2007; Collins & Singh, 2007).

The literature on boys’ schooling and gender is of fitance to this research
because it offers insights into the issues which aftbet willingness of boys to
participate in corporate singing. Literature on thatr@hship between masculinity and
leadership helps to illuminate key aspects of the rolpriocipal. In the light of the
high degree of relevance of these issues in underlining dhglex nature of the
research problem, the following question evolved as a fémushe conduct of the
research:

* What particular cultural, social and educational issuepra@ipals recognise

for single-sex secondary boys’ schools?

3.7 Massed Singing

The third theme impacting on this research into theiemite of principals on
massed singing is the nature of massed singing itselfrasiaal activity which impacts
on many aspects of human existence. A number of issuesge from the literature
and provide a context and rationale for understanding aheen and significance of
participation in massed singing in schools. The followiagdings represent the range
of these issues: historical perspective; the benefitemadic and singing; effects on

physical, psychological and social wellbeing; educatidreiefits; group singing in
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liturgy and worship; choral and massed singing in the cwltafeschools; choral music
in Australia, an historical perspective; and music and atheducation in Australia,

contemporary issues.

3.7.1 Historical Perspective

Singing has been described as the most common everydaigamhactivity
observable in all cultures (Nettle, 2000). Its precisgimgiare unknown as it predates
recorded history. Prehistoric music, beginning somewlerg late in geological
history, may stem from a vocal imitation of naturadlgcurring sounds and rhythms,
and may have been used to particular effect in caves whepeeoustic properties of the
venue endowed the human voice with special qualitiesnjkReft, 2005). It is therefore
widely believed the first musical instrument was thenhn voice itself (Eliasar, 2006;
Wald, 2006), which can make a vast array of sounds, fromngindgpumming and
whistling through to clicking, coughing and yawning. Prehistonsic is followed by
the period known as Ancient Music which extends to 500 ARis is followed in the
Western tradition by the Early Music Period which extetad$760. The era known as
Common Practice covers the period from 1600 — 1900, and tiddlasved by the
modern and contemporary periods which carry through tprésent day. Although the
history of music can also be told in terms of theoidtrction, disappearance and
fluctuating popularity of various musical instruments, saisbi@ is unanimous in
asserting that the human voice has always beenatéatmusical expression in all of
the world’s cultures, irrespective of other developteein solo or concerted

instrumental music (Bonds, 2005; Griffiths, 2006).
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3.7.2 Benefits of Music and Singing

Many scholars, writers and researchers have recogrigepotver of music to
bring to the human person a wide range of benefitseiasasuch as personal well-being,
spiritual growth, psychological health, pain managemeagsthetic pleasure,
interpersonal and communication skills, fine and gross omatkills, cultural
understanding and identity, problem-solving skills, academicfopeance, and
creativity (Chapman & Aspin, 1997; Fowler, 1994). More sjllf, a number of
gualitative and survey studies have shown that adytisrrexs wide range of social,
psychological, spiritual and health benefits derived freinging together (Clift &

Hancox, 2001; Silber, 2005).

3.7.3 Effects on Physical, Psychological and Social Wellbeing

Early affirmations of the holistic benefits of musian be found in classical
Greek ideas about music education. Pythagoras taught toukis students on the
understanding that, if used properly, it could bring aboutriatyeof benefits, including
improvements to physical health, and “he called the nregliwhich is obtained through
music by the name of purification” (Rudhyar, 1982, p. 167). G#reek philosophers
speculated on the effects of music on bodily chemigirtgvman, 2000), and
recommendations were formulated for using music theraadlytagainst mental and

physical illness (Bruhn, 2000).

Horden (2000) has described how, in subsequent historicablpesich as the
Renaissance and Early Modern Period, and in non-Europediniains such as Judaism
and Islam, music has been employed in various waysing Bbout improvements in
wellbeing. In a longitudinal analysis of music-theraplatesl articles in theetude

music magazine for the period 1883 to 1957, Hunter (1999) has arguedippatt for
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the physical and psychological health benefits of smgacross these years was
consistent and emphatic. The various advantages debkambe both physical and
psychological, and were recommended prophylactically forl vpersons and

therapeutically for ill persons. Although the articlegie@ in the perspectives and
methodologies adopted, there was a consistent hafisdicine theme which shaped

the early practice of music therapy.

Moreover, music as a therapeutic medium has been dé@imas to be
efficacious for pain management (Trauger-Querry & Haghm®®9); in assisting the
resolution of grief (Bright, 2002); as a means of congtigca personal identity
(Smeijsters & van den Hurk, 1999); in improving the lives ofbopie with
communications problems stemming from cognitive impairnj@oiddear & Abraham,

1994); and in enhancing the quality of life for sufferers @h&imer’s (Hanser, 1999).

In a recent study involving 600 choral singers drawn from Ehgihoirs, Clift,
Hancox, Morrison, Hess, Kreutz and Stewart (2007) destribe “generative
mechanisms” (p. 4) linking choral singing with wellbeing andltfie According to
their findings, singing in a choir,

* Engenders happiness and raised spirits, which countermgaigfe of
sadness and depression;

* Involves focused concentration, which blocks preoccupatidth
sources of worry;

* Necessitates deep controlled breathing, which counteaagisty;

» Offers social support and friendship, which diminish feelinfgsalation
and loneliness;

* Involves education and learning, which keeps the mind actine a
counteracts the decline of cognitive functions;

* Requires a regular commitment to attend rehearsals;hwiniotivates
people to avoid being physically inactive (pp. 4, 5).
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Medical science has also offered new insights into cisp&f singing and its
influence on wellbeing. A relationship between singing iamdune functions has been
investigated by Kreutz, Bongard, Rohrmann, Hodapp and Grebe (2003}omcluded
that amateur group singing leads to increases in the productio salivary
immunoglobin A, a protein considered as the first linedefence against respiratory
infections. Their conclusion “replicates previous waldkmonstrating an association
between singing and immune function, and suggests a posdibience of musical

behaviour on wellbeing and health” (p. 632).

Music in various forms has also become widely used blghhpeofessionals as a
form of therapeutic intervention across a diverse rasfgpatient groups (Snyder &
Chlan, 1999), although scholarship does not universally acdaiefficacy. Kenny
and Faunce (2004) have explored the impact of group singingoama, coping and
perceived pain in chronic pain patients attending a mulipgdisary pain clinic. A
group of singers participated in nine 30-minutes sessions, witidenparative group
listened to music during regular exercise. A shomnfof The Profile of Mood States
(POMS) was administered before and after select sirggsgions to assess whether or
not singing produced short-term elevations in mood. Hewew only one of the 15
variables was the set of pre-to-post scores differemsa the two groups. While the
study suggests that singing may have some benefits, ithabtights the fact that

guantification of the benefits of singing in clinicalntexts remains problematic.

The idea that group participation in singing leads to ng#o emotional
experiences and more positive moods has gained curreregeint studies conducted in
the field of music psychology. In a study involving 121nmbers from three different

choirs, Bailey (2005) assessed the comparative effectgranfp singing, isolated
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listening and social listening. On 73% of the items, whigltuded ‘getting a high’,
having an exhilarating experience and being in a better namtigle singing was found

to be more beneficial than either of the two listeniagggories.

Group singing has also been shown to improve the stdém and social skills
of marginalised groups. Bailey and Davidson (2002; 2005) have dhgdi the crucial
importance of group singing for homeless men. Theyddtat singing in a group not
only created the potential for social bonding betweercttoristers themselves, but also
established a social distance from which they couldnbegibuild a relationship with
the public in which it was possible to demonstrate that wWere much more than might

be suggested by their appearance (Davidson & Bailey, 2005).

3.7.4 Educational Benefits

Plato’s vision of the ideal state included a privileg&te for education and the
arts. The Greek word for music also included literatude dancing, as well as vocal
and instrumental music (Mark, 2002). Rrotagoras and MenoPlato asserts that
proficiency in music is not only an important form of pneg@n for good citizenship,
but also as a means of developing the best qualitiee ckth

The music masters by analogous methods, instill selaloand deter

the young from evil-doing. And when they have learned &y fhe

lyre, they teach them the works of good poets of ancibe, namely

the lyrical, which they accompany on the lyre, famitisng the minds

of the children with the rhythms and melodies. By this mag#hey

become more civilized, more balanced, and better adjuste

themselves and so more capable in whatever they say far dbythm

and harmonious adjustment are essential to the wdfoleiman life.

(Keith & Guthrie, 1965, p. 57).

Wong (1998) has compared Plato’s teachings on the placesa¢ mweducation

with those of Confucius who expected his students to ldearsix arts: rites, music,
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archery, chariot-driving, literature and mathematicsnf@aus affirmed the capacity of
music to cultivate the mind and to create people endowedoertbvolence. During the
lifetimes of the Confucian scholars, music was use@ &®ol in moral education”
(Wong, p. 111), and as an aide to maintaining high moradlatda and promoting just

human relationships.

In more recent times, the volume of literature ingzgtng the relationship
between arts programs and academic achievement has gra@mormous proportions.
Hetland and Winter (2001) have located 11,467 publications andlistpad papers of
this kind. One of the most significant contributionsthis field has been a massive
landmark study involving 25,000 American high school studentssamdn teams of
researchers which examined the impact of the arts amitey and socialisation,
including the influence of intensive involvement in music dmdent achievement.
Although the researchers employed a range of methodslognd conducted their
investigations and presented their reports independentlye tvas a remarkable
consensus among their findings. The final report, edtifhampions of Change: The
Impact of the Arts on Learnin@~iske, 1999), found that learners could increase their
level of achievement through their engagement with tke aOf the fourteen major
findings, the following ten relate directly to the edimaadl environment:

* When well taught, the arts provide young people with aedl authentic
learning experiences that engage their minds, hearts oaleksb

* Whereas learning in other disciplines may often focua emgle skill or
talent, the arts regularly engage multiple skills aoititees;

 Engagement in any of the arts nurtures the developmecbgrfitive,
social, and personal competencies.

» The arts reach students who are not otherwise being tkache

» The arts reach students in ways that they are notrvade being
reached,;

* The arts connect students to themselves and each other

* The arts transform the environment for learning;

* The arts provide learning opportunities for the adults whokwath
young people;
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* The arts provide new challenges for those students glre@usidered
successful;

* The arts connect learning experiences to the worldadfwerk (pp. ix-
Xi).

In his work on the Mozart Effect, Campbell (1997; 2000) $tased that music
can increase the 1Q, help in relieving pain, and faciliteéening in young children.
Shaw and Rauscher (2000) have investigated the capacity ot rmasenhance
brainpower and showed that music can facilitate cregtiwerbal and social skills,
logic, order and abstract reasoning. Music can alsoalafe in assisting students to
cope with conditions such as autism, attention defisirder, learning disabilities and
sensory processing disorders. Louise (1997) has highlightesbtiiological relevance
of music in shaping socio-cultural values, stating thatieriuslps in socialising people,
transmits ideologies and shapes patterns of thought amdeppen through
epistemological constructs. From a technical point@fyichoral singing also supports
students in developing improved levels of musicianship ssi@dueal and sight-reading
skills, and it is also economically equitable and asibés to students of all academic

levels (Phillips, 1988).

3.7.5 Group Singing in Liturgy and Worship

Parker (1991) has described singing as the most human otshaférming its
special power as a group activity: “When we sing alone,reded out of ourselves into
the world of song. When we sing together, we createnanmunity, a communion in
sound. The group becomes more than the sum of its gartd15). The corporate
nature of song has also been explored by Wren (2000) whaléscribed massed
singing from the point of view of liturgy and congregatibhymn singing. He has

proposed a set of seven hallmarks of congregational stfngihich the first three
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categories are directly relevant to this study: cafsrcorporeal and inclusive. First,
the corporate nature of singing is signalled by thetfatt“no individual voice is heard,
and no single participant receives recognition” (p. 88)simging together, people agree
not to be soloists, self-absorbed mediators or catopgtbut to compromise with each
other by joining their voices and keeping the same termaging together is a
powerful way of embodying a commitment to one anoth8econd, congregational
song is also corporeal that it is a body-experience. The diaphragm edpda draw
in air which is expelled through the delicate muscles®farynx, producing sound that
resonates through the head and is given meaning by theartcalators. Davies and
Jahn (1998) have pointed out that there are only a few glatte body not involved in
some way in voice production. Third, congregational songnddusive: almost
everyone can sing or make a joyful noise. Jourdain (1B83)found that only five
percent of the population are monotones and even tlewlde to hear a half-step
alteration in pitch. Wren has argued that the congragakies not require advanced
musical education or expensive instruments to join énatt of singing: it is innately
accessible to the human being. Poor musical performanagoiup situations is
inevitably the result of psychological and attitudinattéas rather than any want of
ability on the part of the singers. Given that congiiegat song is by definition
inclusive, the issue is not so much whether or not oeeahaice, but whether or not
one has a song; and not whether or not one can sihgyhHether or not one is prepared

to sing.

3.7.6 Choral and Massed Singing in the Cultures and Rituals of $mols
Hylton (1981) has suggested that, within schools, choralmgjnggpresents a
cooperative, creative, expressive force with meaningsvirg from student to student.

Literature examining massed singing outside the realm rofiabchoral activity and
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more directly in association with the cultural, syhb and ritualistic dimensions of
schools, appears to be extremely rare. A longitudinaly by Welch (2000) found that
school ethos is a factor in influencing whether orymtng children sing at school, but
here the focus was on the student as recipient, rdtharon the school and its culture.
A number of other studies reinforce this unidirectionalwof the relationship between
massed singing and school culture (Finney, 2006; Hall, 2005. paper analysing the
rituals of a number of Adelaide private schools, Kapf€t®B81) highlighted the role of
hymns sung at assemblies and speech nights in “inculcagingjous and social
morality” (p. 266), and identified the singing of hymns and etlsbngs as key
elements in the schoolstes de passageNorton (2008) has conducted a multicultural
feminist critical narrative inquiry into the relationgkibetween singing, schooling and
spirituality, and has described how spiritual people natgotpublic schools in the
United States. The findings demonstrate how the partispage, ethnicity, class and
spirituality shape music as a spiritual practice, andiemice whole-school values such

as the desirability of working together as a community.

3.7.7 Choral Music in Australia: Historical Perspective

Choral performance and composition can be traced batletearly settlements
when, as a transplanted tradition, its characterisgfiected the tastes of British and
European musical style (Dumont, 1996). In the lat8 a8d 28' centuries, Percy
Grainger attempted to compose a distinctively Australianregeof choral music.
Though innovative in its use of scale-less and non-oatriotation, it nevertheless
followed trends in the western music of his time (Sha®88). In the early 20
century, Australian choral music composition took two distde directions. On the
one hand, composers such as Margaret Sutherland and Haergtruggled to find a

new musical language for Australia; while on the othee, ttaditional musical idioms



88

of Britain were maintained by the likes of Miriam Hydad William Lovelock.
Government funding for the arts was introduced in the 1950#areased significantly
under the Whitlam Labour Government of the 1970s. Howdwethis time, choral
composition was in decline. Radic (1991) has documentedi¢bkne of the ABC
Wireless Chorus which was established in the 1930s, but waitkikintegrated by the
1960s. In schools, choral singing was displaced by the g@agyubf school bands
programs. Pride (1996) has argued that, prior to World Wainlging was regarded as
a natural part of everyday life, and not considered theaerassing activity it became

after 1960.

3.7.8 Music and Choral Education in Australia: Contemporary Issues

As reported in Chapter 2, the past decade in Austrakaskan a growing
concern amongst music educators and academics that rdustien in the nation’s
schools has become critically inadequate. In March 20@4Australian Government
announced a national review of school music educationewai®nale derived from a
widespread recognition that music is an important pagtvefy child’s education; from
a general perception that Australian school music etucét approaching a state of
crisis; from the influence of evidence from United Statsearch (Fiske, 1999) and
current Australian studies, that education in the artsu@nay music) has the potential
to enhance significantly the skills children need to f&luin the knowledge economy;
from the belief amongst educators that the arts achisegse and valuable educational
ends that also have positive flow-on effects to otlveas of learning; and from the
desire to affirm music as an important area of arts eucthat can provide powerful
learning experiences for young people. A team led byarelers from Murdoch
University in Western Australia undertook the review onaltielbf the Australian

Government to assess the current quality of teachingeandimg of music in Australian
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schools; to identify factors that affect the quaéid status of the teaching of music in
Australian schools; to describe examples of besttipeamn teaching and learning of
music both in Australian schools and schools overseast to establish key

recommendations, principles and priorities for enhancihgaanusic education.

The National Review of School Music Educati¢®eares, 2005), provided a
detailed examination of the existing context for music egmcan the light of past
studies and reviews, all of which had identified significdeficiencies in the provision
and delivery of music education in Australia. A key conadentified by the review
was the disparity between girls’ and boys’ participatin singing, particularly in the
context of choral groups. The Review attributed this tmber of factors including
the designation of singing as a feminine or non-mascaltieity; the inhibiting impact
of physiological changes in boys’ voices during pubertg @@ vulnerability of boys

to peer pressure in activities involving the singing voice.

The review also established a set of priorities for Adlistn schools aimed at
“improving and sustaining the quality and status of music edwucat{p. V).

Specifically, it identified seven key action areas wtach represented in Table 3.7.
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Table 3.5

Priorities of the National Review of School Music Education (2005)

1 Improve the equity of access, participation and engagement in
' school music for all students.

2 Improve teacher pre-service and in-service education.

3 Improve curriculum support services (advisory, instrumental
music, vocal music and music technology).

4. Support productive partnerships and networking with music
organisations, musicians, the music industry and the Aiastral
community.
5. Improve music education in schools through supportive

principals and school leadership, adequately educated kgiecia
teachers, increased time in the timetable, adequatitiéacand

equipment.
6. Improve levels of accountability.
7 Improve the overall status of music in schools.

(Source: Seares, 2005, pp. v-vii)

These “key messages” (p. v) formed the basis of a cdmpsive set of strategic
directions and recommended actions. The report madeasesypecific references to
principals, and stressed the need for them to supportadne their music programs in
practical ways including the provision of increased teactimg for music, adequate

facilities and equipment, and suitably qualified spediadiachers.

3.8 Summary

The literature on corporate singing examines eight kegsain the experience of
singing together as a group: historical perspective; thefiteoé music and singing;
effects on physical, psychological and social wellbemdycational benefits; group

singing in liturgy and worship; choral and massed singmghe cultures of schools;
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choral music in Australia, an historical perspectivel aantemporary issues in music

and choral education in Australia.

The literature highlights the ancient origins of singing human culture
(Reznikoff, 2005) and affirms the voice as the first ofnalisical instruments (Eliasar,
2006; Wald, 2006). The many benefits resulting from the sffetiparticipation in
music and singing are identified (Chapman & Aspin, 1997;|€&Q9wW996), with specific
reference to their impact on wellbeing (Clift, HancdMprrison, Hess, Kreutz &
Stewart, 2007); psychological states (Bailey, 2005); thetapé&reatment (Synder &
Chlan, 1999); and socialisation skills (Davidson, 2008). Drgwn the work of Fiske
(1999), the educational benefits of music and singing arusised, with particular
reference to learning and socialisation. The placena$sed singing in liturgy and
worship is examined, with a focus its corporate, cagband inclusive properties
(Wren, 2000). The effect of massed singing in the rituélscbool culture is also
discussed (Kapferer, 1981). The origins of choral musi®ustralia are traced
(Dumont, 1996), and contemporary issues in music educatidastralia are examined
in the light of the Commonwealth Government’s 2004 reportthe state of music

education in Australian schools.

The literature on massed singing is significant to theectiresearch because it
clarifies the nature of the musical activity whictcentral to this study, and about which
principals are called to make decisions; it situatesiltucally and historically; and it
affirms its many positive characteristics and effect$ie light shed by these insights
into the current research problem leads to the followingtipres which emerge as a

focus for the research:
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* What understanding do principals have of the general bgid¢fimassed singing
for the human person?

* In what ways do principals use their leadership to influethee practice of
massed singing in their schools?

* In what ways do principals believe that a massed singingygnocan affect the

culture of single-sex boys’ schools?

3.9 Conclusion

The three themes which form the conceptual framework rpimdeng this
research into principals and corporate singing repteseatwork of fields in which the
themes link directly to the research topic and also wite another (Figure 1.). The
research topic is illuminated in a variety of ways by élploration of literature relating
to organisational and educational leadership; to masgulmiboys’ education and in
contemporary leadership; and to the experience of masisgthg and its various
benefits (Summaries: 5.1.8; 5.2.5; 5.3.4). In the firdame, literature on leadership
provides a framework and a language for conceptualizing impaatpects of the field
and significant trends within it. Of particular signific® in this area are
transformational leadership and educational leadership, epdar the ways in which
they highlight vision, integrity, collaboration, cultusnd self-awareness. Second,
literature on masculinity and its influence on boyshaoling and leadership offers a
context both for the decision-making of school principaisl for the activity of massed
singing about which these same principals make potentiallyeimtial decisions. The
problematic nature of gendered participation in musicalvides helps to underline
some of the complexities inherent in the research pmolitieelf. Last, literature on

massed singing locates this activity within the broadetestrof the performing arts
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and music performance, affirming its value at a numbefeweéls as beneficial to

physical wellbeing, psychological health, learning, sociadisaand self-esteem.

The review of the literature informs and illuminates ti@search in three
principal ways. First, it brings into focus a body afokledge which informs our
understanding of how principals lead. Second, literatureifspgo masculinity, boys’
education and gendered leadership highlights the range of issw®rpinning the
participation of boys in corporate singing. Last, therditure relating to massed singing
illustrates how it is perceived as a positive and foweadictivity for human beings in

general, and for adolescent boys in particular.

3.9.1 Concepts

The literature establishes that leadership is mostteféewhen it is enacted out
of higher values such as vision and integrity, rather thanmperatives of efficiency or
productivity. This distinction is illustrated clearly dyetdifferences Starratt (2005) has
described between leaders and administrators. Trangfonabdleadership asserts itself
in the literature as a key expression of leadership whicigdsubstantial benefits to all
who participate in it, not just to leaders (Crowe,ttlew & McCleary, 1996). It is
important in understanding school leadership because educa&ioabout the
development of people, and leaders need to be visionaheiway that they support
and enable this to take place (Burford, 1996). There ar@rtspecific implications for
leaders who would see their leadership as transformétioarst, it must be a
leadership with acknowledges that relationships with olsders in the school are
highly significant in shaping the school's direction (Bpe, Halverson & Diamond,
2005). Second, given that the higher values of transfavnaltleadership are enacted

by human beings with all their gifts and limitations,dees must be prepared to come to
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terms with themselves as people by cultivating self-avem®rand self-reflection
(Cover, 1992; Schaetti, Ramsay & Watanabe, 2008). Thgdeations are significant
in understanding how principals influence particular programg activities in their
schools, especially those programs which are subjectotee sdegree of cultural

marginalisation.

Two key concepts arise out of the presentation of niaggun the literature: in
the first instance, its historical and contemporary idamce of the feminine principle in
almost every institution in the West (Tosh, 2004; Har805); and second, the
multiplicity of expressions of masculinity now recogrdsas forming an internal
hierarchy, with a hegemonic form dominating alternate $o(@onnell, 1995; Pascoe,
2007). These concepts are particularly relevant in studgméehaviour of adolescent
boys in schools and adult males in school leadershifegshelp to explain the gender

inheritance of both groups.

In relation to massed singing, the literature highlightsiost without exception,
that singing in groups at whatever level of expertise, brimgsly and significant
benefits to the human person (Louise, 1997: Clift, Hanbtogrison, Hess, Kreutz &
Stewart, 2007). The contexts may be recreational, eduedtior therapeutic, but the

benefits are affirmed in all such environments.

3.9.2 Specific Issues

The literature on leadership establishes that schoolscaanplex organisations
where decisions are made at a variety of levels vatlging degrees of interconnection,
and where leaders can find the scope to be influentiadHedtive. What can we learn

about the influence of principals on specific programs tiviaes within a school? For
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example, at what stage or level in a school’'s decisiaking structures do principals
make decisions that affect the place of corporatdarging a school? Clearly, there are
likely to be other people involved in the mechanics of sudbasion, such as singing
teachers and music coordinators, but their level of decimaking will be different

from that of the principal.

Other issues arise in this discussion about the digposf principals towards
particular activities in their schools, and the relatomsbetween an attitude or
disposition of the principal, and its expression or rego@sin a given school. What are
the factors which shape these dispositions, and to wit@nteare principals aware of
the ways in which they have been formed as people, andchomitted are they to

self-reflection and professional development?

As principals act and decide, and as they grow and chawveyetime, how do
they inform or reference their decisions, especialtilfe@ area of decision-making is not
congenial to them, or if they possess no real expartiagparticular field? Conversely,
if they are well informed and if they do possess kmolge specific to an area of
decision-making, how do they use and apply this knowledgdReAerature indicates,
while there are studies on tlhéy themesof principals’ leadership (Leithwood et al.,
1999; Leithwood & Riehl, 2003; Kouzes & Posner, 2004), and on dioeational
benefits for individual student learning, the specific infice of principals on the place
of massed singing in boys’ secondary schooling is lessresdarched. It is this lacuna

in the literature which the present study attempts to asldres

In Chapter 4, Research Plan, an overview of the prih@pmgments of the

research plan is presented. The manner in which da®@btained and the reasons for
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obtaining it are discussed, as are the assumptions oh widqrocesses for collecting

data have been based.
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CHAPTER 4

RESEARCH PLAN

4.1 Introduction

The review of the literature in Chapter 3 highlighted eéhtkemes, namely
organisational and educational leadership; masculinity irys’b@ducation and
leadership; and the musical nature and multiple benefitsiassed singing. Seven
guestions emerged from this review and provided the focukdaronduct of the study.
In light of these questions, and taking into accountpilmpose of the study, it seemed

appropriate to undertake the research in the manner ok dxelow.

The purpose of the study was to investigate how princgedsthemselves as
experiencing and influencing the practice of massed singingein $chools, and to
explore the connections they make between their asldeader, the culture of their
school, and this specific musical activity. Centraths statement of purpose is the
belief that massed singing is an activity with great miéefor shaping school culture;
that principals should be encouraged to exploit this potent@der to build a healthy
and vibrant culture in which there are special opportunioeschallenging gender
stereotypes and promoting aesthetic values; and that pisitiganselves can benefit
as leaders by reflecting on the themes of this studyenGhat this research seeks to
explore how principals see themselves as influencing @eipe of massed singing in
their schools, especially as it pertains to the @tstip between their roles as leaders
and the cultures of their schools, the study is nsoreeerned with words and concepts
than with numbers or empirical measurement. Furthexnthis research is sensitive to
a range of contexts. This necessitates the study g saspects of the schools’

environments, as well as the broader issues of gendehaolng which relate to boys
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in secondary education and men in school leadership. Sheeresearch also
investigates a form of musical experience for a particateial grouping, certain
aspects of massed singing are also described. Thesesfaaggest an approach to
research that is (a) essentially qualitative, (b¢rppretive, and (c) constructed around
the interview. This research involves the researchananstrument of data collection.

Table 4.1 presents an overview of the principal elemdrteaesearch plan.

Table 4.1

Overview of the research plan

4.2 Theoretical
Framework * Meta-theoretical perspective
» Epistemology
4.3 Research Design * Qualitative Interview Study
4.4 Theoretical
Perspective * Symbolic Interactionism
4.5 Data Collection * Document Analysis
e Questionnaire
» Semistructured interviews
4.6 Research Participants| « Secondary principals
4.7 Trustworthiness *  Credibility

* Generalisability

* Dependability

*  Confirmability

* Methodological rigour
4.8 Data Analysis * Six-phase strategy

* Analytical Phases

* Review Phases

4.9 Ethical
Considerations

4.2 Theoretical Framework

4.2.1 Meta-theoretical Perspective
Guba (1990) has identified three types of questions which lmeaysed for

constructing inquiry paradigms: what is the nature of Kedge? (an ontological
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guestion); what is the relationship between the knowendrirer, and the known or
knowable? (an epistemological question); and how shaeldniquirer go about finding
out knowledge? (a methodological question). It is impoffianthe researcher to be as
transparent as possible about any identifiable influencdsases which might colour
the research process. Human beings operate, on théamke out of a personal
epistemology (Scheurich & Young, 1997) gained through our exmpeseup to this
point (Geertz, 1973); on the other hand, our knowledge andierpes are situated
within specific contexts involving significant social anditaral factors (Reissman,
1994). By acknowledging and clarifying these various factaddlagir influence on the
researcher’s worldview, it is possible to improve theligudoth of the process itself,

and of its outcomes.

The relationships between ontological, epistemologeadl methodological
positions are often identified as research traditionlspamadigms (Gough, 2003). Terre
Blanche and Durrheim (1999) propose three social scieseaneh paradigms which

are represented in Table 4.2.

Table 4.2

Research traditions & paradigms

ONTOLOGY EPISTEMOLOGY METHODOLOGY
Stable externe Objective Detache Experimenta
Positivist reality Observer Quantitative
Law-like Hypothesis testing
Internal reality of Empatheti Interactiona
Interpretivist subjective Observer Interpretation
experience intersubjectivity Qualitative
Socially Suspiciou Deconstructio
Constructionist| constructed reality Political Textual Analysis
Discourse Observer Discourse Analysis
constructing versiong

(Adapted from Terre Blanche & Durrheim, 1999)
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My assumption is that knowledge is constructed and cospatific (Reissman,
1994). The research | conducted was interpretive given Itlstught to obtain
contextual findings through a close examination of peopke'sis, actions and records
(Maykut & Morehouse, 1994). The purpose of the researctessentially to interpret
the phenomena and to clarify meanings as | investigatedaih perspectives, their
consequences and outcomes. This allowed me to intenere¢alities of other people,
and to enlarge and expand a sense of community and sharetgne#t the same
time, | invited participants to construct meanings fairtineality and to describe these
to me. The research design and process were intenéggltwe, illustrate and describe
human experience within a specific set of contexts, tandbtain information about
“people’s thoughts and feelings and the motives and ensotitat lead them to act as

they do” (Weiss, 2004, p.45).

4.2.2 Epistemology

Epistemology has been defined as involving the concepts oWwl&dge,
evidence, reasons for believing, justification, probabditg any other concepts that can
be understood through one or more of the above (Fume&@®6). The ways in which
research asks particular questions and assesses d¢hanad and value of different
research methodologies may vary significantly accgrdito our underlying
epistemological commitments (Johnson & Duberley, 20089.far as socio-historical
research is concerned, “The methodologies that yielavletlge are manifold, and no

one of them convincingly asserts its primacy” (Hall, 2002).

This research into the leadership of principals is predoniinaualitative.
According to Denzin and Lincoln (2005), qualitative researsh“a complex,

interconnected family of terms, concepts and assumptiombich “cross-cuts
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disciplines, fields and subjects matters” (p. 2). Hawewas Marshall and Rossman
(2006) have proposed, most qualitative researchers espouse Smmmon
considerations and procedures for its conduct and cehitsiof mind and heart” (p.
2). Moreover,

[Qualitative Researchers] are intrigued by the compleritysocial

interactions expressed in daily life and by the meaningd the

participants themselves attribute to these interactiohkese interests

take qualitative researchers into natural settingserattan laboratories,

and foster pragmatism in using multiple methods for expdoa topic.

Thus qualitative research is pragmatic, interpretive,gandnded in the

lived experiences of people. (Marshall & Rossman, p. 2)
Qualitative methodology is characterised by the intey@eind critical approaches to
the social sciences. In the interpretive approacéreths an attempt to discover
meanings embedded within texts such as conversations, wyitt@ls or visual images.
Thus, the mode of inquiry is inductive since the movemefibis the particular to the
general, and the collection of data allows for the geien of theories (Babbie, 2002).
The interpretative researcher applies theories st @gve a major role to historical
context and social conditions, and illumines the deeyctsires underpinning social
relations (Neuman, 1997). The experience of groups iedarimportant to qualitative
research than the subjective and personal experieridediaduals - a focus which
Burns (1997) describes as ideographic. As the researchertegedisceive accurately
the subjective experiences of others and to identify drapeally with them, he or she

necessarily inhabits the world of symbols, metaphors ambjective meanings

(Carpenter, 2008).

Qualitative research can be further subdivided intovasiety of distinct
epistemological stances. Lincoln and Guba (2000) eratedive inquiry paradigms:
positivism, post-positivism, critical theory, construigm and participatory inquiry.

Schwandt (2000) reduces the number of stances to thregretivism, hermeneutics
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and social constructionism. Denzin and Lincoln (2000), mgitifrom an
epistemological perspective, propose and describe seegor “moments” (p. 12) in

gualitative research. These are represented in Table 4.3.

Table 4.3

Seven moments of qualitative research

Moment Period Focus QOutput

Traditional Perioc | Early 1900-WWar Il | Valid, reliable, objective Objective researc
interpretations reflects the positivist

paradigm

Modernist Phas Post WW 11-1970s | Social realism, naturalism| Rigorous qualitativ

(and still operative | slice-of-life ethnographiey analysis & formalized

today) qualitative methods
The Blurrec 197(-198¢ Symbolic interactionisn Empirical materia
Genres constructivism, naturalisti{ collected and analysed
enquiry, positivism, in diverse ways.
Postpositivism, Computerisation
phenomenology, influences data
ethnomethodology, criticg management and
theory, neo-Marxist analysis

theory, semiotics,
structuralism, feminism

Crisis of Mid-1980: Anthropological Writings become mor
Representation challenge, critical feminis{  reflective. Gender,
theory, unsettling of issug class and race emerge
of validity, reliability and as issues. Self-
objectivity reflection becomes a
method of inquiry
Postmodert Late 1980-90s A struggle to make sen: | Struggle to represe
Period of the crises, emergence the other.

action, participatory and| Consciousness of the
activist oriented researcti  responsibilities of
social researchers

Postexperimentze Late 1990« new Fictional ethnographie: Desire to conne
Period millennium ethnographic poetry and writings to the needs of
multimedia texts society
The Futur / / /

(Adapted from Denzin & Lincoln, 2000, pp. 12-18)

This study is particularly cognizant of the postmodernisallenge of
representing faithfully the world of the other, and dfr@owledging and critiquing the

role of the researcher in the process of inquiry.
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While there exists some significant overlap acrossrdmge of approaches
proposed by various writers, there are also importdfereinces “reflecting various
experiences with and emphases within the history of atiabtresearch” (Patton, 2001,

p. 79).

The specific framework underpinning this inquiry into thedership of
secondary principals is interpretivism. Two centuriepholbsophical dialogue provide
our current foundation for understanding the centralityntdrpretivism in qualitative
research (Patton, 2001). The roots of interpretivismoéten linked to Max Weber
(1949) who argued that the social sciences are principatiyecoed withverstehenor
understanding, and that to study the social world mean®migtto observe human
behaviour, but also to understand it. The underlying assumptimterpretivism is that
the whole needs to be examined in order to understand pkeaonnterpretivism is
critical of positivism because it seeks to collect analyze data from selected parts of
phenomena and, in so doing, positivism can overlook itapbraspects required to
achieve a comprehensive understanding of the whole. letsipts argue that
positivist attempts to measure human behaviour are twétiynemadequate because they
exclude the intersubjective and constructed nature of db@lsworld. Furthermore,
interpretivism proposes that there are multiple reslitinot single realities of
phenomena, and that these realities can differ actioee and place. Interpretive
inquiry aims to discover what is meaningful to the peopladstudied, while seeking
to understand their social reality (Neuman, 1997). Punch (2@8%)argued for a less
simplistic dichotomy between positivism and interpretivibijm suggesting that “a
position on one does not necessarily imply a posiboranother and that a selection
among these positions should depend more on purposes anchstanaoes of the

research than on philosophical considerations” (p.2).
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Given that the purposes and circumstances of this ingoingtitute an attempt
to explore and understand aspects of the lived experiehcechool leaders by
investigatingin situ their own viewpoints and worldviews, an interpretivipp@ach

has been employed.

4.3 Research Design

The research design is a qualitative in-depth intengawdy (Weiss, 2004; deMarrais
and Lapan, 2004) involving three principals of secondary baygds. Weiss (1993)
has described how the qualitative interview can be usdtedsasis of a study design:
Interviews that sacrifice uniformity of questioning to a&sfe fuller
development are properly callgdialitative interviews, and a study based
on such interviews, a qualitative interview study. Beeaweach
respondent is expected to provide a great deal of informatlme,
gualitative interview study is likely to rely on a sdmpery much smaller
than the samples interviewed by a reasonably ambitious\sistudy.
And because the fuller responses obtained by the quaditstiinly cannot
be easily categorized, their analysis will rely less ayunting and
correlating and more on interpretation, summary, anegmtion. The
findings of the qualitative study will be supported moregbgtations and
case descriptions than by tables or statistical meagurads.
DeMarrais and Lapan have identified a variety of labethe methodological literature
on qualitative interview studies, including the “in-depth” §3) qualitative interview.
This study design was chosen because it is consistiéntthe spirit of symbolic
interactionism which privileges the viewpoints of the kestipgants, and respects their
uniqueness: “because each participant is unique, each qualitaterview experience
will also be unique” (deMarrais and Lapan, p. 53). Moreovgrermits the researcher
to investigate a small number of cases through the asalysierbal descriptions and

explanations obtained by means of a flexible data-cadlecthethod in which the

interviewee is the central phenomenon.
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The research design has also been guided by some aspgobsinded theory,
namely theoretical sensitivity and open coding. Glaser (18&8)3escribed theoretical
sensitivity as a key personal quality of the researalfech enables understanding of
the meaning and subtlety of data. It requires of the relsea a high degree of
conceptual insight which should be creative rather thanrete. Theoretical sensitivity
in research is particularly important because data sisdlyesults from the researcher’s
involvement at every point in the research process’af@hz, 2006, p. 148). Open
coding refers to identifying, naming, categorising and describimegp@mena found in
the text. It requires “searching for the right wordwo that best describe conceptually
what the researcher believes is indicated by the d&@r'bin & Strauss, 2008, p. 160).
However, as grounded theory seeks to produce by means figeéch method of
comparative orientation a theory which is inductivasrived from the phenomena it
represents, it does not serve the interpretivist natiithis study with its emphasis on

multiple realities and understandings.

4.3.1 The Qualitative Interview

Kvale (1996) has likened the qualitative interviewer toagetler who “wanders
along with the local inhabitants, asks questions that leadubjects to tell their own
stories of the lived world, and converses with them...” (p. B)r Kvale, the design of
gualitative interview research is open-ended and moreecned with “being attuned to
who is being travelled with, so to speak, than withirsgtbut a precise route for all to
follow, as in survey research” (Warren, 2001, p.86). Asr&ahas suggested, the
wanderings of qualitative interviewing, as with ethnographyaitiex decades, became
systematised into texts and monographs during the 1990s. Amtrast who
employed qualitative interviewing and endorsed it as aihegié study design were

Arksey and Knight (1999), Holstein and Gubrium (1999) and RuldnRarbin (1995).
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Kvale (1996) has described interviewing as a process compoisegven stages:
thematising, designing, interviewing, transcribing, analysimgifying and reporting.
Thematising is a key inchoative stage because this ipdime at which the researcher
fits a topic of interest to the interview method. &mother sense, qualitative
interviewing is also designed with the aim of thematishegrespondents’ experience as

well.

Rubin and Rubin (2004) have identified a variety of qualitatiMerviews

whose characteristics are represented in Table 4.4.

Table 4.4

The variety of qualitative interviews

Narrowly In-Between Broadly Focused
focused Scope Scope
Focused
Mainly on Concept Theory elaboration Ethnographic
Meanings and clarification interpretation
Frameworks
In-Between Exit interview Oral histories Life history
Organizational
Focused
Mainly on Investigative Action research Elaborated case
Events and interviewing Evaluation research studies
Processes

(Source: Rubin & Rubin, 2004, p. 5)

This research focuses narrowly on meanings and framewseldisng to the
views, experiences and actions of three principalsaafrstary boys’ schools in relation
to the practice of massed singing in their schools. uk,sit seeks what Rubin and

Rubin have described as “concept clarification” (p. 4) in whibl participants
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themselves are able to describe phenomena and sharegseianiesponse to the open-

ended questions of the researcher.

However, Anderson, Herr and Nihlen (1994) have identiiechumber of
concerns about the qualitative in-depth interview. Thes&ide the difficulty of
getting together “a list of good, sequential questions”1(jb); the fear interviewees
may feel about their views on sensitive issues beingsexhand the possible skewing
of data by respondents who are dishonest or inaccur#teiresponses. In relation to
the first concern, the questions in this study emerged & detailed review of relevant
literature and were shaped, drafted and redrafted acrossakpvocesses involving a
range of contributors, in a variety of forums. Furthere, it was not viewed as
necessary for them to be constructed or employed segllgntis this may have
compromised the semistructured nature of the interviews sécond concern relating
to anonymity and the potential sensitivity of the issues uddeussion was addressed
by providing the participants with a detailed letter in adeaaf their interviews, in
which matters relating to anonymity and the nature efttpics to be covered were
presented unambiguously. Lastly, it is, of course, difficaltknow at times how
objectively accurate or honest the participants’ respomeay turn out to be. It is
important, nevertheless, to select participants clyefind to analyse their responses
with a view to ascertaining overall authenticity and ¢xiracy with other sources of
reliable data. In this study, a document search whichwsad in the first instance to
provide background details relative to the schools in whid gaincipal exercised
leadership, also served to illustrate the consistendheoparticipants’ responses with

factual data in the public domain.
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There are also criticisms relating to the reliapiind validity of the qualitative
interview study, as well as concerns about methodabgigour. These issues are

addressed in the section on Trustworthiness.

4.4  Theoretical Perspective

Research cannot be conducted effectively without the @mrssor unconscious
use of underlying theoretical perspectives. These perspedati@m methodology,
guide theory, shape the questions to be pursued, and infocarnblkisions to be drawn
(Broido & Manning, 2002). Crotty (1998) has defined theoreticadpeative as “the
philosophical stance informing the methodology and thus @rayia context for the
process and grounding its logic and criteria” (p. 3)cdBise perspectives draw on sets
of assumptions, beliefs and values, they can also leerstood as conceptual
frameworks. When clearly articulated, a conceptual ésaork has potential usefulness
as a tool to “scaffold” (Smyth, 2004, p. 1) research aretetbre, to assist a researcher
to make meaning of subsequent findings. Such a frameworkecased as a starting
point for reflection about the research and its cdntemd can also function as a tool
intended to help the researcher to develop awareness angtandang of the situation

under scrutiny, and to reflect on and report these insights.

Nevertheless, as Smyth (2004) has argued, there are sommns to be aware
of when utilising a conceptual framework. Firstly, thenfework is a construction of
knowledge bounded by the life-world experiences of the pedsmeloping it, and
should not be attributed a power that it does not haSecondly, the nature of a
conceptual framework means that it consciously or unamnsly informs thought and

practice by increasing personal sensitivity to particulacuoences. Thirdly, no
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researcher can expect that all data will be analysed the framework without the risk

of limiting the results from the investigation.

Interpretive social science offers a range of thimak perspectives which
includes the structural-functionalist perspective, the lmbnperspective and the
symbolic interactionist perspective. Each perspectiver®ofa variety of explanations
about the causes of and possible solutions to social prsl{flRubington & Weinberg,
2003). Both the structural-functionalist and the confietspectives are concerned with
how broad aspects of society, such as institutions agd roups of people, influence
the social world. Thus, the structural-functionalistrspective highlights the
interconnectedness of society by focusing on how eat¢hnflaences and is influenced
by other parts, and the conflict perspective views soagtyomprising different groups
and interests in active competition with each otherpfmwer and resources (Mooney,
Knox & Schacht, 2000). However, underlying symbolic inteoaism is the major
assumption that individuals act on the basis of thanng that things have for them
(Benzies & Allen, 2001). It is this last perspective whiciderpins the approach taken

within the present study.

Denzin (1992) traces the evolution of symbolic interactionifom the
publication of William JamesPrinciples of Psychology1890) which inaugurated a
tradition of research aimed at the “interpretive, sttipje study of human experience”
(Denzin, p. 2). In more recent times, symbolic inteoatsm as a social-psychological
approach has been closely associated with Mead and Bl{fa&on, 2002). In his

classic description of this approach, Blumer (1969) advahee®llowing definition:

The term ‘symbolic interaction’ refers ... to the peauland distinctive
character of interaction as it takes place between hubengs. The
peculiarity consists in the fact that human beings jm&gror ‘define’ each
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other's actions instead of merely reacting to eachr'stlaetions. Their
‘response’ is not made directly to the actions of anether but instead is
based on the meaning which they attach to such actidnss, human
interaction is mediated by the use of symbols, by inéapion, or by
ascertaining the meaning of one another's actions. (p. 180).
Blumer went on to describe three premises which undetp whole perspective of
symbolic interactionism. The first premise is thabe act towards things based on
the meanings they ascribe to these things, rather thatysieacting to them on some
kind of instinctual basis. These things do not have a forethherent meaning, but

“their meanings differ based on how we define and respondhém” (Fine &

Sandstrom, 2007, p. 251).

The second premise is that social interaction betwssople leads to social
products or relationships. Human beings are neitheribhra complete knowledge of
things, nor do they acquire their knowledge of the warttividually. In fact, they learn
what things mean through their interactions with oth&ise & Sandstrom, 2004).
Thus, “the social world we experience aenstitutedin and through the continuous
process of definition and interpretation through which emgage with others”

(Sharrock, Hughes & Matrtin, 2003, p. 167).

The third premise asserts that people modify the meanimgsgain through
social interaction by processes of interpretation afigdefiection. This is an open and
ongoing process in which meaning is constantly renegotidteanan beings are never
able to define once and for all the meanings they haveatitasted through their

interactions with others. On the contrary, “theyntmaually engage the interpretive
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process, including the interpretation of what they m&amhemselves” (Holstein &

Gubrium, 1999, p. 33).

Central to the notion of symbolic interactionism iscammitment to the
perspective of the actor. The interpretations of symboteractionism are therefore
constructed on the meanings that actors attribute to spbmhomena. From a
methodological standpoint, this requires of investigatbas they align themselves, to
the best of their abilities, with the views and valagthose being studied, and that they
attempt to grasp the shifting relationship between the aatitades and his or her acts
(Denzin, 2003). A symbolic interactionist approach views tié & always in the
making, and understands life to be an unfolding processich individuals interpret

their environment and act upon it on the basis of tiiatpretation.

Symbolic interactionism also reflects the view of thierpretive social sciences
that the world is a symbolic reality (Campbell, PeDwer & Stahl, 2002) in which we
use symbols such as language to embody and express meaningerpret the
meanings and intent of others, and to allow us to mangwwat control the many
interactions in which we participate. Symbols arergfore inherently “dialogical”
(Campbellet al, p. 201) as they consitute a “common set of symbols addrstandings
that have emerged to give meaning to people’s interatti@est & Kahn, 2006, p.

255).

As this study is approached from the perspective of theieg Istudied and their
points of view relative to the research questions, doissistent with the priorities of

symbolic interactionism. According to Charon (2004), syiwebinteractionism
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endorses two principles of investigation. First, syntatfiteractionism is primarily
concerned with understanding what the actors themsdlghksve about their social
world; and second, it is conducted in the real world addpts careful, critical,
systematic and objective approaches, in order to achmxaacy when considering the
perspectives of the actors. The data collection methogdoged in this study — a
document search, questionnaire and semi-structured interviemere chosen to reflect

the priorities suggested by these two principles of invatsbig.

4.5 Participants

This study focused intently and exclusively on aspectseo&étf-perception of
principals in relation to their understanding of and mfflce on massed singing in their
schools. That principals would be participants in g#search was understood from the
outset, but it subsequently became important to determowemany would participate.
Given that the aim of qualitative research is to dbscand interpret rather than to
generalise, there are no fixed rules determining the nuofbgarticipants (Lichtman,
2006). Although sample size is regarded by some as a nwHttgndgement
(Sandelowski, 1995), most qualitative studies use a smalbeu of individuals with
the intention of covering material in depth. Obtaining ditan more than one
participant allows for the potential to compare and @sttmaterial and to obtain a

variety of perspectives on key phenomena.

Patton (2001) has developed a technique called purposeful sgrtplassist in
the selection of participants for qualitative researtte suggests several approaches,
including “typical case”, “extreme or deviant case”, tical case”, “sensitive case” and
“convenience case” (pp. 100-107). A practical constraint atiogl to the selection of

participants for this study arose out of the fact thate are now very few secondary



113

boys’ school in Australia in which a significant amouftegular massed singing takes
place. In Patton’s schema, massed singing qualifieslé&ssification as an extreme
case since it constitutes a highly unusual manifestati@aqphenomenon of interest. It
followed that the principals involved in this study wouldleaders in schools where
this extreme phenomenon was present. From a prast&adlpoint, the selection of
principals also depended in large measure on their willisgaed availability, and on
their geographical proximity. After consideration of aiety of factors, it was decided
to work with three principals. The factors which wer@sidered in the selection of

participants for this study are represented in Table 4.5.
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Table 4.5

Factors considered in the selection of participants

Some Possible Grouping o Comments Significance
Three Principals for the
Research
Aims
Three principals from differer | Coming from a parcular state of Australi LOW
states of Australia is unlikely to be significant, as this is not
related to any specific aspect of the reses
aims.
Three principals from the or Again, the issue of which Australian st LOW
state the principals come from does not appea
be directly relevant.
Three principals from differer The diversity of school cultures acrc HIGH
educational sectors (state, sectors is potentially highly significant.
independent & Catholic)
Three principals from on While diversity also exists from one schc | MEDIUM
educational sector to another, there does not seem to be a
sound reason for limiting the sectors to o
It would be different if the stated researc
aim involved a focus on a particular sect(
Three principals representil This may or may not be significant, t MEDIUM
both genders could prove difficult in reality as in
Australia there are actually very few femg
principals of boys’ secondary schools.
Three male principals or thr The research aims presume a csity of LOW
female principals experience, so uniform characteristics
would seem to be out of step with this
presumption.
Three principals from schools | As the research aims set out to establist LOW
which there is as yet little or ng influence of principals on an existing
corporate singing phenomenon, it would seem pointless t
collect data from a principal who is not in
position of immediate influence on the
phenomenon in question
Three principals from schools | It is important that the tradition of singi HIGH
which there is a tradition of be present in order for the principals’
corporate singing influence on it to be examined
substantively.
Three principals from a mixtui | This is a compromise position between MEDIUM
of schools in which two of thes previous two groupings.
schools participate in corporat
singing, and the other does no
or vice versa
Three schools from a particul This grouping could be interesting LOW
system, governed by a particulj explore, but it is not a specific focus of th
religious order, or influenced b present research, and tends towards a
a particularcharism expectation of uniformity rather than
diversity.

Analysis of and reflection on these factors made #sgie to establish that the

principals to be involved in this study should ideally repnesdl three educational
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sectors, and come from schools in which corporaterginigi a regular and established
practice. In line with this combination of factors, fiiencipals of School A, School B

and School C became the three participants in the study.

4.6 Data Collection

The methods of data collection relative to each particiggrincipal include:

a) a document search focusing on information relating to nargicsinging
in each school,

b) a questionnaire administered in advance of the seautsated interview,

C) a semi-structured interview.

4.6.1 Document Analysis

Qualitative researchers may choose to review a vaoétwritten material
including newsletters, memoranda, personal diaries,afficiblications, organisational
reports and procedures, letters, emails, and the agendanamtes of meetings.
Document analysis can yield excerpts and quotations wlssistathe researcher to
record and preserve context (Patton, 2001). In this stheyrange of documents
examined included school newsletters, school websitesplsprmspectuses and school
yearbooks. The purpose of the document analysis wakat@ on printed matter
generated by the schools of the participating principalassto provide background
information on the contexts in which these principalsreise leadership. Although
document analysis is, to a certain degree, a selectiage@y, it can nevertheless
provide valuable insights into other aspects of the promedseven inform the focus
guestions used in interviews. Furthermore, documents argeactive and are not

affected by the behaviour of the researcher (De Vosd&tny Fouche & Felport, 2002).
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4.6.2 Questionnaire

Kvale (1983) has suggested that open-ended questionnairesetltpiaditative
and descriptive in nature are useful in phenomenologitalbed research because they
allow the researcher to focus on specific themes, @pdabe broad yet loosely defined
areas of significance. Open-ended questions are projenttesuggestive rather than
concrete and measurable, and allow the researcher dessacand explore the

participant’s experience and beliefs at a more intireatel.

The questionnaire used in this research was designed taofunat two
complementary ways. In the first instance, it watended to collect data in a more
concentrated and succinct form than would be likely insinmi-structured interview.
In this sense, it was also intended to provide the relseawith additional questions for
the interview which would be more participant-specifio. the second instance, it was
designed as a consciousness raising strategy for thapgeamts; aimed at optimising the
thinking space between questionnaire and interview. Thissgas as having the
potential to increase the likelihood of the participalmeady having some congenial
familiarity with the stated interview agenda, and themefoeing better prepared for his
encounter with the researcher. The participants vedeand were asked to complete

their questionnaires two weeks before their intervieppéndices A, B & C).

The sixteen open-ended questions which comprised the quest® addressed
the study’s three principal foci: educational leadershipsculinity in boys’ secondary
schooling and school leadership; and corporate singing. Weeg framed so as to
allow for theoretical reflection, reflection on genal experience, and reflection on
professional performance. In line with the principlesswgibolic interactionism, the

guestions were designed in such a way as to recognise tlwgppat as central to the
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inquiry. Questionnaires, however, are not withoutrttiessadvantages: the anonymity in
which they are administered means that there ig lg¢tntrol over how respondents
answer the questions. Apart from the fact that sonmsporglents could be
uncooperative or even hostile to the questionnaire fabieremains that they are at
liberty to respond in a selective or even perfunctoshitan (Austin & Crowell, 1984;

Gillham, 2000). The respondents in this study completed aditigus except Question
16 which invited them to make any comments they wished orssies raised in the

preceding questions.

The sixteen questions which comprised the questionnaire developed
through a three-stage process. In the first instamee rdésearcher drafted a set of
guestions designed to address the principal concerns ofithe sthese questions were
subsequently presented to an in-progress doctoral seminar gritipextensive
experience in research and Catholic education. Ldk#yguestions were refined by a
small group of educational professionals. These questiwms formed a conceptual
basis for the semi-structured interviews which werended to allow the participant

flexibility to develop relevant themes and concepts in aedivergent directions.

4.6.3 Semistructured Interview

Although interviewing has been extensively employed in th&at sciences,
especially in the fields of anthropology and sociologgtesmatic literature on research
interviewing is a phenomenon of the last few decades I€Kv2007). From a
methodological standpoint, interviews can be understoottaaersing a continuum
from the highly structured, through the semistructured, e &lmost entirely
unstructured. Structured interviews are usually charaatebgepreset, closed and

standardised questions (Seidman, 2006). The semistructuergigw consists of
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guestions which are more flexibly worded, or in which thera mixture of more and

less structured questions (Merriam, 1998). Unstructuretvietes depend on only one
or two questions which are open-ended and invite detailsdonses, though the
interviewer may formulate additional questions duringitierview on the basis on the
participants’ answers. As Mason (2002) has pointed otgyviews can never be
entirely unstructured “because the decisions and judgmiesmtsesearcher makes give

some form of structure and purpose to the data generatioesgrop. 69).

The interview method used in this study is the semistredtinterview which is
used when the researcher “knows most of the questioaskttut cannot predict the
answers” (Morse & Field, 1995, p. 94). The technique is heluhuse it allows the
interviewer to ask a pre-determined set of questions in dadebtain the required
information, and also gives the participant sufficigredom to respond at length, and
to elaborate on and illustrate concepts. Kvale (1996)ahgued that, from a technical
point of view, the qualitative interview is necessaadlysemistructured one, as it is
neither “an open conversation nor a highly structured guestire” (p. 27). As such, it
is conducted according to an interview guide that focuses me-determined range of
themes that may include suggested questions. The semisttuatterview has also

been referred to as the interview guide approach (P&092).

With permission, electronic audio recordings were n@deach semistructured
interview. Recording is now understood to be good pradticaall qualitative
interviewing (Hermanowicz, 2002). It allows the interviewergive full attention to
the interviewee without the need to pause and take meteyes the interviewer of the
pressure to remember independently all of what was said¢captures not only all of

the verbal data but also intonation, pauses, and laughbtest,( 2005). A laptop
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computer with sound editing software and a sensitive ipi@oe on an adjustable stand
were employed by the researcher to make the record@ognd levels and clarity were
tested before the interview commenced, and the recooded dile was checked at the
conclusion of each interview. The period after thteriview is critical for assuring the
“rigour and validity of qualitative methods and for guarairig the quality of the data”
(Patton, 1987, p. 139). In this instance, there were naoitathssues in relation to the

recording of any of the interviews.

Transcriptions were subsequently produced by the reseanatheralidated by
each participant. Oliver, Serovich and Mason (2005) mainthat, despite the
centrality of transcription practices to qualitative imguithey remain superficially
examined. They propose that transcription practicesbeathought of in terms of a
continuum with two dominant modes: naturalism, in whicérgwtterance is recorded,
including the idiosyncratic elements of speech suchuwtessd, pauses and involuntary
vocalisations; and denaturalism, from which the idiosgtic elements are excluded.
Both methods, and the many permutations of each, caeldent to various specific
research questions. Naturalised transcription is mosguéntly employed in
conversation analysis studies (Hutchby & Wooffitt, 1998), evhdenaturalised
transcription has grown out of dissatisfaction with #mpiricism of naturalised work
(Billig, 1999). As denaturalism has less to do with recgydaccents or involuntary
vocalisation and more to do with the substance ointieeview, this inquiry has adopted
it as the preferred means of interview transcriptidimus, while every word has been
recorded verbatim, idiosyncratic elements have beeiitezinfrom the transcripts

(Appendices D, E and F).
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Possible disadvantages of the semistructured intervielude the potential for
the interviewer to adhere too rigidly to the outlined ¢spso as to prevent other
important topics from being raised by the respondent. thanalisadvantage may result
from potential difficulties in comparing or analysing damacases where different
respondents provide a variety of unrelated answers soofetignificantly dissimilar
guestions. The open format for responses can make coawpari@ggregation across
individuals difficult to achieve, and the resource-intemsnature of semistructured
interviews often means that the number of participantstrbe curbed accordingly
(Jennett, Sinclair & Harrison, 2003). The researcherddhbat, in spite of the potential
limitations of the semistructured interview, the partioigacovered a comparable range
of key themes and were able to illustrate their resgoims@nique and original ways.
The fact that each participant had already respondectéonanon questionnaire meant
that he was already aware, to some extent, of tihenpal conceptual range of the

interview.

4.7 Trustworthiness

The trustworthiness or otherwise of findings from qualiatiesearch remains
the subject of much debate (Robson, 2002). Within the telognef positivism, the
concept of validity became the result and culminatémther empirical conceptions
including the universal laws, evidence, objectivity, truthduwiion, reason, fact and
mathematical data. Whereas these criteria for talifind themselves rooted
unambiguously in a positivist tradition, qualitative reseanels sought over recent
decades to distance itself further and further from theadds of quantitative criteria
and the ontological and epistemological assumptiongtuoh these are based (Patton,
2001; Erlandson et al., 1993; Kvale, 1996). A number of quaktaggearchers and

theorists have proposed various alternative approachsguating validity in a variety
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of theoretical frameworks. In the evolution of tHebate over recent decades, Denzin
and Lincoln (1994) have been noteworthy in grouping into fasicbcategories the
various positions on what constitutes rigour in qualitatresearch. These are

represented in Table 4.6.

Table 4.6

Rigour in qualitative research

Position Description

The same categories are used as for
guantitative research: validity,
reliability, generalisability,
objectivity

Positivism

Traditional concepts such as
validity are acceptable, but only if
they are reframed to accommodate

the exigencies of qualitative

research

Postpositivism

No criteria are appropriate for

Postmodernism . o
assessing qualitative research

New criteria are required which
stress subjectivity, emotionalism,
feeling

Poststructuralism

(Adapted from Toma, 2005)

More recently, traditional categories such as validitg reliability have been replaced
in some quarters by the idea of trustworthiness (Johd€®Y,; Mischler, 1990; Davies
& Dodd, 2002). Davies and Dodd have also argued that the applictrigour in
gualitative research should differ from its applicatiomuantitative research because
there is a quantitative bias in the concept of rigour,aaretconception of rigour should
be attempted by “exploring subijectivity, reflexivity, andetlsocial interaction of

interviewing” (p. 281). Mays and Pope (2000) also reject tditional categories of
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validity, opting for a position they describe as “sabdalism” (p. 50), in which the aim

is to represent reality, rather than to attain or destrate truth.

The procedures employed in this study derive from the psistpst position
described by Denzin and Lincoln (1994), and include the convehtaategories of
credibility, generalisability, dependability, confirmabjiliand methodological rigour.
However, these categories are understood as remainixgpoldleand open to
modification according to the exigencies of qualitatigeearch, and in line with the
subtle realist perspective enunciated by Mays and Pope (2@@)drawing on the
work of Guba (1990), Erlandson, Edwards, Skipper and Alle@3j1Rave constructed a
model for establishing trustworthiness based on four aitémith value, applicability,
consistency and neutrality. Table 4.7 illustrates ph@ieation of these criteria to the

procedures used in this inquiry.

Table 4.7

Establishing trustworthiness

Criterion Naturalistic Term Research Technique

Truth Value Credibility Multiple Sources of Evidence
Applicability Generalisability Purposive Sampling
Consistency Dependability Chain of Evidence

Verbatim Transcripts

Neutrality Confirmability Detailed Design Process
Chain of Evidence
Peer Checking of Data

(Adapted from Erlandson, Edwards, Skipper & Allen, 1993)
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4.7.1 Credibility

Although the concept of credibility is used in some quarter an overarching
term intended to encompass all aspects of trustworthifigse-Armstorn, Higgs &
Horsfall, 2001), the credibility criterion involves, mapecifically, establishing that the
results of qualitative research are credible or teebée from the perspective of the
participants in the research. Given that, within qaie research, the symbolic
interactionist approach esteems the viewpoint of ther atiove all else, it follows that
the actors are the only ones who can legitimately judgectédibility of the results.
According to Lincoln and Guba (1992), credibility is establisttey having (the
findings) approved by the constructors of the multiplities being studied” (p. 296).
Respondent validation, or “member checking,” (Mays & P2p60, p. 51) includes
“techniques in which the investigator's account is compaitddthose of the research
subjects to establish the level of correspondence bettieetwo sets” (p. 51). The
reactions of study participants to the analyses laea tincorporated into the study
findings. Although some researchers regard this as thegsst available check on the
credibility of a research project, Mays and Pope cautian it has its limitations. As
the account produced by a researcher is designed for aufartaudience, it will,
inevitably, differ from the individual informant’'s accousimply because of their
different roles in the research process. Bloor (1997) stgtjeat it is, therefore, better
to view respondent validation as part of a process dafr emduction which also
generates further original data, and which in turn requites own stage of
interpretation. Two sources of evidence were used for each of the gad&ipants in
this study. A questionnaire administered in advance ofémai-structured interview
was designed to signal to the participant the range t@ngal themes for discussion,
and to allow the participant to be more prepared withmskif for the subsequent

interview than may have been the case had he encednter key questions for the first
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time in a face-to-face setting. Furthermore, theethparticipants interviewed for this
research reviewed the full transcripts of their intemgieand affirmed the transcripts as
accurate records of their conversations with the reBeg thereby enhancing the

credibility of the principal method of data collectionthis study.

4.7.2 Generalisability

Generalisability may be conceptualised in a variétyways and it is therefore
important to be explicit about what sort of generdligy is being argued for in
reaching a conclusion, and what justification can be madeadwancing such a
generalisation (Beach, Becker & Kennedy, 2006). Kvale (1888)described three
forms of generalisation based on the work of Stake (1998)raistic, statistical and
analytic. Naturalistic generalisation evolves fronole’s personal experiences, draws
most frequently on knowledge that is tacit, and raredlyaaces towards formal
prediction. Statistical generalisation represents eaenfiormal and explicit approach
based on the probabilities discernible from the ratatigp of a sample to a population.
Analytical generalisation depends on a well-articulated r@asoned case for how the
findings of one particular study might be used as a gtodenderstanding a new
situation or event. It draws on the similarities aifterences present within situations
or discernible from data. Interviewing multiple participg as is the case in this study,
can enhance analytic generalisations either by reinforemdence from multiple
situations, or highlighting differences from a diversifyconditions, as described by

Yin (1998):

Analytic generalisations may be strengthened becausauhple-cases
were designed to ‘replicate’ each other — producing corrtildera
evidence from two or more cases. Alternatively, galisations may be
broadened because the multiple cases were designeddo different
theoretical conditions, producing contrasting results, fbupredictable
reasons. (p. 240).
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Generalisability is also influenced by many aspects séarch design, some directly
related to sample selection. These can include theokthe sample, how representative
it is of key variables in the population, and the degoetich selection is influenced
by the researcher or other variables outside of the gfBdsns & Grove, 1997). A
particularly influential factor in making analytic generalisns is purposive or
judgemental sampling (Fogelman, 2002) which allows the res@atohchoose a
particular case because it illustrates some featurg@rocess of special interest.
Purposive sampling demands that “we think critically abiw parameters of the
population we are studying and choose our sample caseulbareh this basis”
(Silverman, 2005, p. 129). Thus, the selection of participariased on the purpose of
the study and the judgement of the researcher (Hoare, 200®).three participants
selected for this research were chosen deliberatelshé&r potential to reinforce each
other’s situations in that they are all principals et@adary boys’ schools where
massed singing takes place, and also for their capaciyfdo differing perspectives
based on a range of variables including the fact that tpsrate across State,

Independent and Catholic sectors.

A further issue in qualitative research relates to wiouksl conduct the analytical
generalisation, the researcher or the reader, and ‘fnoeh should the researcher
formalise and argue generalisations or leave the gessrahs to the reader” (Kvale,
1996, p. 233). Whatever one’s stance towards this issue bagittnevertheless points
to the need for the researcher to provide sufficientrinddion for generalisations to be
made by a reader (Bishop, Clements, Keitel, Kilpatrickéunig, 2003). In such
instances, generalisations may also be achieved throaggferability which refers to
detailed or thick descriptions of findings which allow tteader to transfer them to

other settings (Sarnes, 200dpwever, in constructivist inquiry, the goal is to allfoy
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transferability of the findings rather than for whallesgeneralisation of those findings.
From the rich pictures provided on an individual level by tbsearcher, readers are
then able to gather empirical evidence concerning the plarticases to which they
wish to apply the findings (Pickard & Dixon, 2004): “Becausansferability in a

naturalistic study depends on similarities between sgndnd receiving contexts, the
researcher collects sufficiently detailed descriptiohdata in context and reports them
with sufficient detail and precision to allow judgementsow transferability”

(Erlandson, Harris, Skipper & Allen, 1993, p. 33).

This research into the self-perception of principaleelation to their influence
on a specific aspect of school culture aims at prespnich data and informing
discussion. While interpretations of this data and soowclasions from it are
presented in Chapter 6, Review and Conclusions, it iguwfke, possible for the reader
to generalise further beyond the interpretations predemthis study. Stake (2000) has
underlined the potential of the transfer of knowledge fresearcher to reader to
become a “hazardous journey” (p. 443). However, while lieigond the researcher to
predict how readers will interpret data, it is possitdesuggest ways in which the
authenticity of the data can be safeguarded. In thigstadexample, an attempt has
been made to construct knowledge authentically through ntlesion of multiple

perspectives.

4.7.3 Dependability

A feature of qualitative research is its openness tovalviag research design -
a development which represents a major departure from i&et methodology.
Dependability in this context pertains to the importante¢he researcher recording,

accounting for or describing the changing contexts whichackense qualitative
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research. The consistency of data is achieved wieestéps of the research are verified
through examination of such items as raw data, data redustoducts, and process
notes. Furthermore, dependability may be enhanced byngltidre research design in
response to the emergence of new circumstances duringalkgetion. Lincoln and
Guba (1985) have advocated the “inquiry audit” (p. 317) as drstasutive measure for
enhancing the dependability of qualitative research. G&msbe used to examine both
the process and the product of the research for censis{Hoepfl, 1997). Audits and
process notes can ensure that “proceedings and dewsitpnm the process of the
research can be revealed and assessed” (Flick, 2006, p. A&7 &).mechanical level,
there is also the task of examining the data produced byedearch in terms of
accuracy relating to transcripts and levels of saturatiodocument collection (Yin,
2003; Pickard & Dixon, 2004). During this inquiry, the questiormams modified
after its first application, and in the semi-structuretenviews there was significant
variation in the treatment and elaboration of thea@®ss the three participants. The
dependability of the study was enhanced both by the repgrakiime questionnaire in
such a way as to invite clearer and more detailed regspdrem the participants, and
also from the flexible approach to questioning which was adoptdeisemistructured

interviews.

4.7.4 Confirmability

Guba and Lincoln (1989) have described confirmability as theitapize
parallel to objectivity. In this analogy, objectivity nmsathat the influence of the
researcher’s judgement is minimised, and confirmabilitamsethat the data and their
interpretation are not “figments of the researchariagination” (Mertens, 2004, p.
257). Shenton (2004) asserts that, to facilitate confiribgbsiteps must be taken to

ensure that the work’s findings are the result of thepéeences and ideas of the
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informants, rather than the characteristics and meées of the researcher” (p. 72).
Confirmability also refers to the degree to which theultescan be confirmed or
corroborated by others. Corcoran (2005) has proposed &enunf strategies for
enhancing confirmability. The researcher can,
» Document the procedures for checking and rechecking theluatughout
the study;
» Another researcher can take a devil's advocate rale kespect to the
results and this process can be documented,;
* The researcher can actively look for and describe instahe¢ contradict
study conclusions;
» After the study, one can conduct a data audit that exantime data

collection and analysis procedures and makes judgements #imut
potential for bias or distortion. (p. 69)

However, Cutcliffe and McKenna (1999) have argued that, whenintention is to
verify through confirmation, the underlying assumption musstthat confirmation is
necessary to prove truth. The assumption of a sieglgy and the use of a measure of
accuracy intended to validate this truth is epistemoddly untenable from the point of
view of qualitative investigation. In what might be regardes a methodological
middle ground, Miles and Huberman (1994) have proposed that arikeyoa for
confirmability is the extent to which the researchemrepared to admit his or her
personal dispositions. The naturalistic researcherfagt, does not attempt the
impossible by setting out to completely purge observatiodsiraterpretations of the
stain of human bias. As tests, questionnaires, suimeysnterviews are all designed
and implemented by humans, the intrusion of the relsedscbiases is inevitable
(Patton, 2001). However, by trusting in the fact thatdhta can be tracked to its
sources and the interpretations can be understood indighe transparent reasoning
that has led to them, the researcher is ultimately sbenhance confirmability. In this
research, efforts have been made to ensure confirtyaljlidocumenting a chain of
evidence based on timelines and written and electronardecand by discussing in

Chapter 5, Presentation and Qualitative Analysis of Relsgmisues relating to bias and
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researcher influence. This enables both the processbs tdsearch and the data itself

to be corroborated by others.

4.7.5 Methodological Rigour

There are many forms of qualitative research, each dhdyye different
epistemologies, philosophies about the nature of sieeatiquiry, and prescriptions for
methodological rigour (Ritchie & Lewis, 2003). Rigour canulpelerstood as a means
by which the researcher is able to demonstrate integnitycompetence as well as the
legitimacy of the research project itself. Tobin angIBg (2004) argue that rigour has
traditionally been approached via the “holy trinity” (p. 3&®)validity, reliability and
generalisability. They advocate a move from narroethods of assuring rigour
gleaned mainly from the positivist tradition, to “a mqluralistic approach as a means
of legitimising naturalistic inquiry” (p. 394). Triangulaf, or the use of mixed
methods of inquiry, was used in its early applicationaagneans of combining
rationalistic and naturalistic paradigms (Mitchell, 19B&iffy, 1987). The use of data
from one source to corroborate data from another baa bdvocated by Sandelowski
(1995) and is seen by Tobin and Begley as a possible attérgpineng acceptance
from the dominating scientific field. Another view oaingulation has also emerged in
which its potential for offering completeness is recagphigs well as its ability to
accommodate multiple realities (Fielding & Fielding, 19B@édfern & Norman, 1994):
“Inquirers are thus not using triangulation as a meawswiirming existing data, but as
a means of enlarging the landscape of their inquiry,riafea deeper and more
comprehensive picture” (Tobin and Begley, p. 393). A furdggproach known as
‘between method triangulation’ (Creswell, 2002; Foss &f&én, 2002) explores the

view that the mixing of paradigms might result in variéursns of complementarity.
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More recently, Flick (2006) has argued that rigour and metbgital strictness
are not of themselves sufficient to guarantee good qunaditetsearch, but that it is also
important to employ creativity in using research methodsgood qualitative study,
therefore, “will not be limited to finding and confirminghat was expected to be the
result, but will produce new insights and ways of seeimgthings and persons that
have been studied” (p. 64). Good qualitative research igftine developed in the
tensional field inhabited by theoretical, conceptual, prakctmnd methodological
creativity, and by the methodological rigour required faudging phenomena,

processes and people.

In this inquiry, the use of a questionnaire and a semctired interview for
each participant reflects in part an attempt at metloggl! rigour through a form of
triangulation, as well as a strategy to ensure thatugh completion of the former,

participants would be more adequately prepared for the.latter

It must also be borne in mind that, in a qualitative wtuke researcher is the
primary instrument for gathering and analysing data (Mexria998), and is charged
with responding to the task “by maximising opportunities fdlecting and producing
meaningful information” (p. 20). Corbin and Strauss (1990grr&b the theoretical
sensitivity of the researcher as requiring an awasié the subtleties of meaning of
data, and they refer to “the attribute of having insighe ability to give meaning to
data, the capacity to understand, and capability to sepd@pertinent from that which
isn't” (p. 42). Various other writers and theorists haentified the characteristics that
make humans the instrument of choice for naturaliegeairy. Lave and Kvale (1995)
contend that another human being is the only instruthamts sufficiently complex to

comprehend and learn about human existence. Lincoln abd (G985) have described
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various qualities in humans which equip them admirabhgéalitative inquiry. These
include the fact that humans are responsive to environemts, and able to interact
with situations; that they possess the ability toembllinformation at multiple levels
simultaneously; that they are able to perceive situatimtistically; that they are able to
process data as soon as it becomes available; thatc#reyprovide instantaneous
feedback and request elaboration on or verificatiodatd; and that they can recognise
and explore atypical or unexpected responses. Merri®88] adopts a different
approach by describing a range of qualities required by a cenpessearcher. These
include a tolerance for ambiguity, sensitivity, empathgl gnod communication and
listening skills. The researcher is cognizant of thdsks sand acknowledges their
importance. | have attempted to employ them appropriatethe execution of this

study.

4.8 Data Analysis

Thorne (2000) has argued that data analysis is the mogilecoand mysterious
of all the phases which comprise a qualitative projekt. practice, the analysis of
interview data will be determined largely by the way in akhihe data has been
recorded, and by the theoretical perspective of theareber. Today there exist
numerous reliable methods for analysing data, including aodtywrograms which can

assist the researcher in the process of coding, maeageamd analysis.

4.8.1 Six-phase Strategy
Drawing on a range of data analysis strategies dekidoe dealing with
semistructured interviews and informed by a variety ofesgiand theorists (Seidman,

2006; Kvale, 2007; Gubrium & Holstein, 2001; Baptiste, 2001)re¢kearcher began by
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outlines this basic approach.

Table 4.8

Data analysis strategy
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Table 4.8

A

PHASE | DESCRIPTION AIM MEANS
1. Verbatim To gain a broad, By attending carefully
Transcription generalised and and reflectively to the
(Denaturalist) | preliminary familiarity | transcription process
with the global nature
of the interview data a
texts
2. First level of | To select and isolate fror By re-reading the
Coding an amorphous body of transcripts in their
material fragments of | entirety several times an
data that satisfy the labelling using images,
researcher’s curiosity, | numbers, symbols, word
and help support the phrases and themes
purpose of the study
8 Second Level of| To group selected data| By forming constructs,
Coding with similar concepts, and themes
characteristics into the
same
group or category
4. Interpretation To compare, make By drawing on the data
connections, construct| assigned to constructs,
theories concepts and themes
5. Process Review| To review the Analysis By applying a set of
Process review questions
6. Data Review | To review the nature an(¢ By applying a set of
quality of the analysed review questions
data
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It is important to clarify that the process is not ensally linear. Although some of the
mechanical steps can operate sequentially, the procas®igireting data and forming
interpretations begins at the inception of the projedt may well continue beyond its

formal timeline.

4.8.2 Analytical Phases

Apart from creating a textual record of an interviewe thanscription process
also allows the researcher who undertakes this prorekpendently, an early
opportunity to begin thinking through the data, preparatomhe¢ouse of more formal
strategies. Familiarity with the data and attentiomvkat is actually there, rather than
what is expected, can facilitate insights or ideas whiokrge during analysis (Pope &
Mays, 2000). This researcher’'s experience of transcribieg thinee participant
interviews led to some early distinctions between dadh Wwas predictable, given the
stated agenda of the questionnaire phase, and data thaewasnexpected or outside

the stated agenda.

Coding is the process by which lengthy answers are reduckdated into
specific response categories such as age group, sex aorrél@pmmer & Sommer,
2001). Dey (1993) has challenged the use of the term codirgualitative data
analysis, on the grounds that it has a rather mechaow@tone at odds with the
conceptual tasks involved in categorising data. The mostuserisk is that the use of
codes may obstruct the work of the qualitative analysteatsng or adapting concepts
relative to the data, and replace these with “a steisi and complete set of rules
governing the assignment of codes to date” (p. 58). Oneofvayercoming this risk is
for the researcher to become immersed in the dathasda becomes the starting point

for ideas, themes and interpretations. Brent and Slug03) have stated that
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“qualitative research seeks to capture and discovening®y immersion in data” (p.
284); measures are “not created in advance but evolvetfrewhata”. In this study, the
researcher achieved immersion by re-reading each tnainstiis entirety, and then re-

reading sections of particular interest.

The first level of coding led to the identification @fmultiplicity of fragments
which suggested a preliminary categorisation of themeghe second level of coding,

these fragments crystallised into the seven inteedIthemes represented in Table 4.9.

Table 4.9

Seven themes identified from the data

Theme Theme Name
Number
1. PRINCIPALS & LEADERSHIP
2. PRINCIPALS & PERSONAL
BACKGROUND
3. THEORY & EDUCATION
4. EDUCATION & GENDER
>. THE FORMS OF MASSED SINGING
6. THE BENEFITS OF MASSED SINGING
7. SPORT & SINGING

Three of these themes (2, 3 & 4) conform in general téortise three themes explored

in Chapter 3, Literature Review, although some aspectseof ispective subthemes
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represent a range of new insights and directions.m&kel, 5, 6 and 7 take discussion

on and reflection of the key research questions sigmifig beyond the themes explored

in Chapter 3.

4.8.3 Review Phases

To sharpen the process of data analysis, two reviewephasre incorporated

into the overall strategy. Questions based on the worlBagtiste (2001) were

formulated by the researcher for this purpose. The guestpplied to the process

review were as follows:

1)

2)

3)
4)
5)

6)

In the process of coding, have | been guided by the purddbke study

and the research questions?

Have | coded all the data | consider to be relevastthdre other data |
have not classified? If so, can it be accommodateeiisting or new
themes?

Are my definitions of themes and categories sufficiecldar?

Is each theme adequately supported by data fragments?

Could some fragments be assigned to more than onethem

In what ways are the fragments assigned to particodanés similar? In

what ways are they different?

The questions applied to the data review were as follows:

1)

2)

Have | allowed the purpose of the study and the resemrehtions to
guide the interpretive process?

Have | attended only to self-generating and self-evideldtionships
amongst data, or have | been able to construct thetdat@ds new

theories and stories?
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3) Is the data framed in such a way as to be accessibleuseful to
participants and readers in understanding more broadlyl@eyply their

own life experiences?

On the basis of the six-phase data analysis processtigd summary list of
findings (Appendix G) was compiled in which were enumeratechw point form, the
understandings of principals relative to the phenomeasfomassed singing in their
schools, to their exercise and experience of leagersimd to the role of gender in

schooling.

4.9 Ethical Considerations

It is understood that research can occur in right omgirmontexts and that the
responsibility of the researcher is to ensure thahgtethical contexts are achieved.
In any research study, ethical issues relating to thiegion of participants are of vital
concern (Berg, 2007; Marshall and Rossman, 2006). The tessua regarding the
protection of participants relates to the ways in whibl information is treated
(Bloomberg and Volpe, 2008). Thus, ethical considerat@ayesextremely important

both to the collection of data and to its analysis.

The researcher was aware of his privileged position ggeat in the private
space of each participant (Stake, 1995), and endeavouregsenphimself as credible,
professional and trustworthy. Developing a relationshipust with the participants is
critical in ensuring that they themselves are shown résped also results in enhanced
data (Sieber, 1992). My aim was to establish that thicipamt and | were coworkers

in producing the information required by the study. A goo@aeh partnership is
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more important to the quality of the interview than ottasks such as the phrasing of

specific questions (Weiss, 2004).

As the primary research instrument in the researah,résearcher was in a
critical position to make decisions about the inclasiprioritisation and exclusion of
data. Given that respect for the integrity and signifieané each participant’s
perspective is essentially an ethical concern (Altheidd dohnson, 1994), the
researcher made every effort to allow the data tatsebwn story. At the same time,
the issue of voice is always present in qualitativeeassh. Voice has multiple
dimensions which include the voice of the author, theevoicthe participant, and the
voice of the subject matter itself (Hertz, 1997). Thsearcher sought to report the
information supplied by participants in a form of languageclose to their own as
possible, in order that their voices and perspectivesdamibble to resound clearly and

distinctively.

In relation to data collection, conventional ethipahciples were followed, and
clearance was obtained from the Australian Cathtiversity Human Resource Ethics
Committee (1997). The research was conducted in accoreaticéghe Committee’s
guidelines (Appendix J). Specifically:

1. Participants received a letter prior to the commemsenof the study in

which information summarising the research project arsd pibtential
benefits was provided. (Appendix N)

2. Participants completed consent forms prior to theitigpation.

3. Participants were asked in writing to indicate whethemat permission

from higher or governing bodies was required for them ttggaate in the

study. In all three cases, the principals concerngdated that, due to the



138

emphasis on their personal experiences and beliedspainon detailed or
confidential material relating to their schools, suchnpssion was not
required.

4. All records of interviews and questionnaires have beeredtor a locked
filing cabinet at Australian Catholic University in thdioé of the principal

supervisor.

4.10 Summary of Research Design

In this chapter, the research design has been outlined xqrtdined. The
interpretivist framework underpinning this research is coersisvith the inquiry’s aims
of discovering what is meaningful to the people who vetuelied, and how aspects of
their social reality are constructed. Given the natfr¢ghe research questions, the
research design is grounded in the constructionist paradidgna.theoretical perspective
of symbolic interactionism was chosen to assist treeaeher in exploring and
understanding the nature of the participants’ interastimith key aspects of their
school environments, especially through the medium guage, and how they define
and shape their actions. In keeping with this theolgbeespective, a qualitative in-
depth interview study was selected as the research dwtigy, in order to allow the
participants’ voices to be heard as the most signifisanrces of data in this inquiry.
Consequently, the principal data collection method chdeerthis study was the
semistructured interview. This was supported by the use qireainterview
guestionnaire which was designed to prepare participantddar interviews and to
collect data from participants via an alternate methadlocument search was used to
assist in contextualising the other two methods. By addrg the ethical issues for
conducting this research, it has been possible to entiamegithenticity of both process

and data. A timeframe for the study is presented in T&able
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Timeframe for the study
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Schedule

Activity

October 2007

Principal questionnaire,
School A

November 2007

Interview with Headmaster,
School A

November 2007

Principal questionnaire,
School B

November 2007

Interview with Headmaster,
School B

January 2008 Principal questionnaire,
School C
February 2008 Interview with Principal,

School C

March — June 2008

Analysis of Data

July 2008 Draft Report,
Review of Draft Report
September 2008 Final Report

November 2008

Submission of Thesis

4.11 Conclusion

Defining the manner in which the research has beegrisimakes it possible,
in the first instance, to understand with greater clahty assumptions on which the
processes for collecting data have been based. Furtteera®data is a “product of
research, and not something that researchers simpdgtdDavid and Sutton, 2004, p.

27), its presentation and interpretation must be inforoyethe manner in which it was
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obtained, and by the reasons for obtaining it. In lighthese principles, and given the

purpose of the study, the research itself is presentedratgsed in Chapter 5.
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CHAPTER 5

PRESENTATION AND QUALITATIVE ANALYSIS
OF RESEARCH

5.1 Introduction

The purpose of the study was to investigate how princgedsthemselves as
experiencing and influencing the practice of massed singingein $chools, and to
explore the connections they make between their asldeader, the culture of their
school, and this specific musical activity. Centraths statement of purpose is the
belief that massed singing is an activity with great midéfor shaping school culture;
that principals should be encouraged to exploit this potent@der to build a healthy
and vibrant culture in which there are special opportuniaeschallenging gender
stereotypes and promoting aesthetic values; and that pisitiganselves can benefit

as leaders by reflecting on the themes of this study.

5.2 Design of the Research
The research was grounded in interpretive symbolic irtierasm. The views of three
principals of secondary boys’ schools were researchedder to better understand their

experience of leadership in the specific areas of dcuitoire and massed singing.

The methods of data collection relative to each particiggrincipal included:

a) a document search of school-generated publications focusimgferences
to music and singing,

b) a questionnaire administered in advance of the senutated interview,

C) a semi-structured interview.

Three principals were selected for the study on thes ledgheir involvement in

secondary boys’ schools where massed singing takes nelgakarly and substantially.
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The schools were chosen from the Independent, Stdt€aitolic systems with a view

to obtaining data from a diversity of sources.

A document search concentrating mainly on school-géeediterature provided

background information on the participating principals and gwdool communities.

In order to begin collecting data from the principals, atgb to help prepare
them to participate in their interviews with greater pregaess than if had they faced
their interviews ‘cold’, a questionnaire was distributedhlem two weeks before they

were to participate in face-to-face semistructured intetsvie

Semi-structured interviews with each participant were spulesgly conducted
by the researcher, with the agenda of the questionnasres w@eference point for
discussion. Like the questionnaires, the interviews \wtemded to cover in a flexible
way the three main themes of the study: educationdktship; masculinity in boys’
education and leadership; and the experience of massedgsiagia musical and

aesthetic activity.

Data analysis was undertaken using a six-phase strbéesgyl on and combining
aspects of coding methodologies described by Seidman (2008&)e K2007) and
Baptiste (2001). Four of the phases were mainly analysicd two of them were
designed to review the overall process. The analypbakes generated seven themes
for the coding of data, three of which reflected digedtie study’s stated themes
concerning leadership, masculinity and massed singing, andethaining four of
which covered areas representing a range of new thefoati These seven themes are

represented in Table 5.1.
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Thematic foci defined
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Theme Description
1. Principals & Reporting how principals see aspects of their
Leadership leadership in school communities, especially |n
relation to their attitudes towards supporting anhd
defending massed singing in their schools.
2. Principals & Personal | Presenting factors in the lives and life histories| of
Background principals which are significant in the discussion
of massed singing.
8 Theory & Education | Discussing ways in which the principals’ views jon
leadership and massed singing relate to aspeats of
broader educational theory.
4. Education & Gender | Representing the discussion of masculinity and its
various models, and covering other issues in bpys’
education relevant to massed singing and school
culture.
5. The Forms of Massed| Documenting the local school practice of massed
Singing singing and other aspects of a particular schqgol
relevant to the place of massed singing withiniit.
6. The Benefits of Exploring the phenomenon itself, its effect on the
Massed Singing human person, its influence on school culture, pnd
its affective or spiritual characteristics.
7. Music & Sport Enumerating some of the ways in which these two
activities can be presented as cultural polarities,
and affirming the value of robust participation [n
both.

The findings are presented in eight sections, the dgsen of which conform to

the major themes established by the application odaie analysis strategy, and the last

of which presents a comparative analysis of the data dydinen each of the three

participants. In each thematic section, a varietyutlthemes is identified in which the

comments of each participant are presented. Table 5.2dpso@in overview of the

presentation of the findings.



144

Table 5.2

Overview of the presentation of the findings

Section One 5.3 Principals & Leadership

Section Two 5.4 Principals & Personal Background

Section Three | 5.5 Theory & Education

Section Four 5.6 Education & Gender

Section Five 5.7 The Forms of Massed Singing

Section Six 5.8 The Benefits of Massed Singing

Section Seven | 5.9 Sport & Singing

Section Eight | 5.10 Comparative Analysis

The two sets of questions which constituted the reviewephase then applied
to the thematised data in order to assist in enhancimfrmability. These nine
guestions, based on the work of Baptiste (2001), were foreculat the researcher for
the purposes of this study. The questions applied to theggoeview were as follows:

1) In the process of coding, have | been guided by the puigfase study
and the research questions?

2) Have | coded all the data | consider to be relevastthdre other data |
have not classified? If so, can it be accommodateskisting or new
themes?

3) Are my definitions of themes and categories sufficiecldar?

4) Is each theme adequately supported by data fragments?

5) Could some fragments be assigned to more than onethem

6) In what ways are the fragments assigned to partitiames similar? In

what ways are they different?
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The questions applied to the data review were as follows:

1) Have | allowed the purpose of the study and the reseprektions to
guide the interpretive process?

2) Have | attended only to self-generating and self-evideldtionships
amongst data, or have | been able to construct the datds new
theories and stories?

3) Is the data framed in such a way as to be accessibleusefd! to
participants and readers in understanding more broadly aupdydieir
own life experiences?

Following the application of the review phases, themié® and subthemes assumed a
definitive form which provided the basis for a comprehenswparative analysis of
the participants’ responses. An overview of these tbeand subthemes is presented in

Table 5.3.
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Overview of themes and subthemes

PARTICIPANT 1

School A

PARTICIPANT 2
School B

PARTICIPANT 3
School C

5.3 Principals & Leadership

Structural Decisior

Structural Facto

Fostering & Nurturin

Affirmation Strategie
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5.3 Principals and Leadership

This theme incorporates comments and reflections madadly participant on
his own influence on massed singing; and on how he leaflisences, promotes and

defends various aspects of school culture.

5.3.1 Participant One
In his questionnaire responses, Participant One recognisad hte had
influenced the place of massed singing at School A by iscrgahe number of

occasions when it takes place and through the appointhkeay staff in this area.

During his interview, Participant One discussed aspectBiofleadership in
relation to structural and organisational decisions wlsapport massed singing;
personal strategies for affirming boys involved in singimg &ultural activities; the
risks of not maintaining standards in all aspects adaklife, including singing; and the
challenges involved in checking and validating one’s ovwawsiand opinions about

what is going on in the school.

Participant One discussed a number of ways in whickttietural decisions he
is involved in making can influence the place of massedmingi School A. These
included staffing issues, the choice of venues, and the seg@am of calendars and
scheduling of events. In recognition of the importaoteultural activities such as
massed singing, Participant One has increased staffing levdle Music Department.
The choice of venues can also reflect the profileegito an event or activity, and
sometimes involves “financial decisions of some importAn example cited by

Participant One relates to the biennial Combined Scl@micert which involves
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students from all three campuses of the College. Until 2006d been held in Robert
Blackwood Hall at Monash University’s Clayton Campus. Tisisan 800-seat venue
with excellent acoustics, but very limited backstageoaunodation for the 600-plus
students performing in the concert. Participant One mnfaglelecision to upgrade the
event to Hamer Hall in the Victorian Arts Centre,&00-seat world-class concert hall

with extensive backstage facilities:

... S0 | think the move from Robert Blackwood Hall to Harball next
year is a statement in itself of where we see owseds a school in terms
of the performance base that will allow the boysdabtheir best...

The timing and scheduling of events in the calendars of beaisgols can also
reflect some of the basic priorities of those indirghip. Participant One reflected on
the practical ways in which policies and decision-makiag influence the standing of

cultural activities in the school:

....and | think even the way that we’ll place eventghimi calendars and
give protection to a range of the events, and so, whlemdars are done,
again, that’s a reflection of that broader policy,isien-making, that these
things are given a high priority, be it in a range of the cotsemor
performances, or knowledge that large numbers of bagy/gaing to be
involved in these activities and therefore other thingstoaecur at that
time ...

Using one’s leadership to influence structures that gikeifyrto particular activities is
an important part of the principal’s role:
... I'll deliberately take what might be something thatldoslip by and
give it a significance beyond... if there was such agtlais a mathematical
weighting of the relevance of a particular performaacean individual
boy’s efforts, sometimes you’ve got to put a much greatighting on it

to make sure that a point’s being made. And I think... somest| do that
deliberately with what we’re doing in terms of singifgust do.

Participant One stated that there is a need at Bolgiols to make sure there is “enough
attention and profile given to the arts”, and therfsiaging as one performance area

within the arts”.
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Support for particular cultural activities can sometimesbbst expressed in a
range of ways which draw on the positive personalsskillthe leader. Participant One
referred to the “excitement that you as a Head dispfayperformances and
conversations you can have with boys” as significamtffirming students’ involvement
in a range of activities. It is important to speak dlyeto boys, “saying you think
they're talented, or they're brave, or whatever it i&ffirmation can also be expressed
in other ways including ‘the phrase you’ll use in a nettst” and through particular
forms of correspondence:

. a two-line letter to a boy that goes to a home addtless says

“Congratulations on your part in ...” can mean that a baghtinue to do

an activity for some time ... it's so rare these daygdi a letter!” That
affirmation across a whole range of areas, and ih@ewange of ways.

Participant One made several comments on the impravem standards at
School A, and the necessity of remaining constantlyariglest they suddenly begin to
slip away. He expressed the belief that, in the speaiéa of singing, there has been a
marked change “between the boys’ willingness to ppdtei in preparation for
Valedictory by hymn practice from 1998 to now”. This imprment, however, does
not apply to singing only: it is a change that is matef@snore broadly in the boys’
“willingness to walk with you most of the way”. Netegless, such improvements
should not be taken for granted, as they are never givens:

. if you just sit back, it's like most of these things, if we sit back and
say it’s just going to happen because this is the wagireiewe’d be fools

because it probably would unravel a little bit, or itghti unravel
completely!

Participant One explained that it can be difficuitléadership to know how in tune
one’s aims and opinions are with what others are ithgnlor with what might be

regarded as an objective reality:
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| guess sometimes that there’s going to be that isstiehinddead’s aims
seem quite clear, and the leadership group might be sayimg {§ what
we’re trying to do,” and we might think we're achieving it bhat might
not be the reality ... | thought a number of times whamas doing it (the
guestionnaire), “This requires validation from someone’els
Participant One reflected on how difficult it can bemetimes to know how
accurate one’s perceptions are generally, and in this spseifically, in relation
to the place of singing in the school. He recalledkihmpto himself, as he filled
out the study questionnaire, “Well, gee, | hope I'm aceurst my own

assessment of the impact that we're having by doing tihigirgg)!”

Some of the strategies Participant One uses to inforthinising include casual
observation (“you can simply look at the number of{oafno are prepared to join in”);
and formal observation which may translate into “aldehte attempt to sometimes
socially engineer”, and which may also involve thentitenal tracking of numbers:

... I've got them (numbers) recorded over time... the quadiby getting

feedback, not simply from whether | sat there and suagrised, enlivened

by the performance, but asking others to be criticahefiselves, given

very often they're the people involved, and say: “welhere are we Iin
terms of a standard?”

5.3.2 Participant Two

In his questionnaire responses, Participant Two referredhigo role in
influencing massed singing as one of supporting the presenirecul He also
acknowledged the “huge” influence of the Director of Musit the success of the

massed singing program.

In his interview, Participant Two stated that he has supgonassed singing in
all of the schools in which he has taught. He comnaeotethe structural factors which

support massed singing at his school; he underlined the neaedtoe the phenomenon
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because of its inherent fragility; he reflected on thpdrtance of working as part of a
team; he spoke of having had to fight for out-of-classeaesal time; he referred to
discussions with other principals about singing in scha@wld; he includes references to

singing in his meetings with groups of prospective parents.

Participant Two referred to the fact that structuaatdrs need to be considered
in order to make space for the activities connected wittsathsinging. He explained

that “we structure our program through the year in sualay that it values singing”.

While acknowledging that massed singing is a special paneacurrent life of
School B, Participant Two also drew attention to tret that the program has had to
grow over time to the strong condition it is in todagdahat it could be potentially
fragile if taken for granted: “... | know it's fairly fragi and it could easily be lost, |
think, you know, if we didn’'t think twice about it". Thermust also be the
determination to see it through. Trying to get a schioai tdoesn’t sing to suddenly
start doing so would involve many setbacks and could pgmie very disheartening:

. it's hard to convince the kids to open their mouths atdfly, and
there’s all sorts of tricks, | guess, you'd use to du,thut | just think you

need to be persistent and you need the support of a cane gfpeople

that share that vision. So, the principal is pairt,dfut | think it needs to
be more than the principal, probably.

Participant Two also stated that it would be “difficédr a principal acting
alone” to influence the culture of massed singing asgitires the active cooperation of
a number of key people across a school to build suctt@re. The person at School B
who is most influential in this regard is the Head of Musho is “very dynamic and

very passionate about singing”. He is able to “whip tbgsbup in very theatrical
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ways” at singing practices, and is regarded by Participantds much more influential

in this particular case than he himself can be.

Another aspect of leadership discussed by Participant Was in relation to
answering objections raised on occasions by classroorersatsing yet another
period for a massed singing rehearsal. In such instamee@scognises that he has a role
in defending the importance of the activity by assertivag it has to be valued in the
way that other important things are valued:

So I've got to fight for it, and I've got to sort of laothe line a bit and say,

“Well no, this is important too, and it doesn’t happen adl time, but
when it happens we need to support it”. So yes, thergis sole there.

With Heads of other schools similar to School Brtieipant Two did not find
the subject of singing to be a “huge topic of conversatibat surmised that there may
be a “general bemoaning” of the fact that students int mdsool do not participate

readily in singing: “... but then, | sound very glib wherays'Well, my boys sing!”.

Participant Two also spoke about the talks he gigegrospective parents to
“try to give them an insight into our school and what sehool stands for”. He
invariably mentions the singing program, as this can comratenguickly some of the
values of the school and “some of the advantage®yd’ leducation” to parents who
have little prior experience of this kind of activityt dlso indicates that the school is
attempting to “reach on a number of levels of boys’ tgment”. The singing
program conveys a sense that there’s a “healthy, vilm@mimunity there when you

hear them all joining together and singing”.
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5.3.3 Participant Three

Participant Three listed in his questionnaire responsesmMays in which he has
influenced the massed singing program at School C: he Hadedcchoir rehearsals on
the program for Open Day to show potential entrants wWieexperience is like and
what its expectations are; he has co-authored withidvitaff a book chapter in this
field; he has promoted the program and emphasised its impertanthe school
community; and he has increased the budget and other fofnssipport for the

program.

In his interview, Participant Three referred to hisspeal reflections on the
nature of his role in fostering and nurturing traditiorscdssed how he approaches
speaking to prospective parents about the massed singingupr,atgscribed the task of
defending the Year 12s’ participation in regular singing jprestin the face of pressure
to concede the time to more academic study; and ackdgedethat some of his fellow

principals may be envious of the singing program he halsae @t School C.

In the light of his school's recent centenary celabnat Participant Three had
given some time to reflection on “what's gone befamad the traditions, and also
therefore, the impact or the influence that the massegng program has had on the
school’. This also caused him to consider other quessaok as “Where to from
here?” Given that the program has been “such a d¢giitea of the school”, he found it
illuminating to reflect on where the program might gdahesschool continues to evolve.
This self-reflection was coloured by his experiences pasa student of the school and
by his current responsibilities as a leader of the scimobstering and nurturing that
tradition”. Under the leadership of a line of fifteefffehlent principals dating back to

the founding of the school, the singing program has enjogedwering support from
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its leaders: “There are periods of time when it hasvgrand evolved more readily, but
there has never been any even intimation form a prs\poincipal that maybe it should

be diminished as a program”.

Participant Three has used the forums of orientatagys, or information
sessions for prospective parents by structuring a whole aeenpof his presentation
around the singing program. His approach has been to gagnto “Well, if you want a
sense of what's unusual and peculiar about this sch@alhe singing program”. This
has been followed by an explanation of why he beli¢vssto be true, together with the
invitation to attend Speech Night on the understandilg ithis a special way of

encountering the distinctive culture of the school.

Although the school's massed singing program is widelyaameld, aspects of it
are queried from time to time. Interestingly, the eggedo not come from the boys
themselves, but from parents who are new to the scandlsuch queries are usually in
relation to Year 12 boys. The objection relates ngamlthe fact that all Year 12s have
a timetabled period of singing every week, and some pamegdasd this as taking away
from the time available for the boys to attend to en@cademic pursuits. The principal

is therefore asked to defend the program by outlining itg$neri

Participant Three also acknowledged that some of hisM@rincipals might be
envious of the singing program operating at School C, edlyesiace so few schools
appear to have in place anything of a comparable nature:

. if they’'ve had no experience of that themselves, ahave're candid
about it, the number of schools, boys’ schools odcazhools, that have a
strong and a long-established massed singing program, whiehwole of
the school singing, are few and far-between in Victoi&o, within these
schools, that’s probably where the envy is.
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Figure 5.1 presents a synthesis of the subthemes idéniifiSection 4 from the data

supplied by each participant.

Figure 5.1

Theme One, Principals and Leadership: synthesis of subthemes

Validating One’s Views

Maintaining Standards

Participant One Structural Decisions/Factors

Fostering/Nurturing/Affirming

Participant Two

Working as Part of a Team

Participant Three Defending Singing

Talking to Other Principals

Talking to Prospective Parents

5.4 Principals and Personal Background

This theme includes comments and reflections made bytee participants in
relation to their own experiences of massed singingoasig students; their personal
attitudes towards and participation in organised musical aesyand the influences on

their views from other sources such as their own damldr

5.4.1 Participant One

In his questionnaire responses, Participant One indicatad & had no
particular memories — pleasant or otherwise — of eepemg massed singing when a
secondary student. In the interview context, Parti¢igare discussed his experiences
of music and singing as a young man, and reflected omflhence of his children on

the views he has formed about singing in schools.



156

As a boy at school, Participant One found himself climate that was a bit
“lock”, or focussed mainly on sport, and in which thereemaot many opportunities to
become involved in singing, although he certainly “put his handtaigty to become
involved. In the scouting movement, however, he diseavé¢he phenomenon of the
Gang Show and performed in a whole series of them operiad of about ten years:
“So there was enough confidence or arrogance to get &nfesvhere and there and to
become involved in that”. He described some of the Gaongv§has “half ok”, though
others of them were not — “we were lucky to selltibkets”. At university, Participant
One pursued an interest in choral involvement, althougltirfas it was not much
better than an element of the rugby club, which it wasacasions, trying to imitate a
Welsh choir for performances at intervarsity”. Herttbegan his teaching career, and
as a young teacher, had the good fortune to work in aokamith a “magnificent
tradition in terms of its music”. This experience washhignfluential, and he found
himself, “being formed in schools where | saw the implaat music’d have and loving

being around, watching, admiring, and | think that continuedrto fne”.

Participant One referred to the experiences of hisirelm as having exerted an
even greater influence on his views in relation to musd singing than his own
personal experiences ever had. For his son and twin dasigimigsic has been a very
significant dimension of their education. While his somerited “the limited range of
his father’'s voice”, he nevertheless joined the Glendgh Choir in Grade 3 and
remained in it through to Year 6; he participated in theo8cA Junior School musical
as a Year 4 boy; he participated in musicals in the secioool; he joined the Senior
Choir; and he learnt musical instruments at school. tihe daughters of Participant

One took music even more seriously while at schoahirjgi the “Audition Choir as
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well as the Massed Choir”, and taking “formal lessonsBy watching his own
children’s growth to adulthood, and by observing their pagton in music generally,
and in singing in particular, Participant One has been infle@ personally, and also in
the way he makes decisions professionally as a principal:
| think that has influenced me, then, if you're looking things, even
though | haven't performed as such, and would lack eitteskill or exact

confidence without a large amount of red wine to do $hink that has had
an impact on decisions that | take for us as a school.

5.4.2 Participant Two

In response to the questionnaire, Participant Two edeto the fact that he was
somewhat unusual at school in that he enjoyed singing atidelgc pursued
opportunities to participate in it. He was a membdhefschool choir and enjoyed the
wide range of music they sang. Being in a single-ses’tsphool at that time caused

him some “unease”, but his “love of singing won out”.

In his interview, Participant Two expanded on his love $&mging and
performing as a boy at school, and described some diifffrailties this involved in an

unsympathetic socio-cultural environment.

Participant Two described having always enjoyed making muspmecelly
when he found he was good at “harmonising and reading mudie’was quick to pick
up part-reading and even found himself inclined to teach othey in the process: “...
as a fairly precocious sort of kid, (1) tried to sortafe on some leadership in teaching
the other kids’ parts”. His love of performing found fathexpression through

participation in drama productions and musicals: “So, | giiesas just at some inner
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level it was meeting a need of mine for musical exprassio | saw | had opportunities

to do that”.

However, activities of this kind were not embraced by tteasl culture of the
day as much as they are in Participant Two’s presepnbsciConsequently, as a young
boy at school, he felt he was the “odd one out”, aitfp as he enjoyed it so much, he
“didn’t care anyway”. The school he attended was “a hgoteee in some ways” and
“the sporting guys were the ones that got all the attenand the plaudits”.
Involvement in music, drama and debating, rather thasport, was seen as “a bit
eccentric’. However, he believes that the samealche attended is a very different
place today, and does not think that “the tension woealdjlte as strong as it was in

those days”.

5.4.3 Participant Three
In his responses to the questionnaire, Participant Tiefeered to having been
involved in choirs continuously as a schoolboy in yeats 92 at School C. He also

sang as a choir member in Church choirs from the a@6.of

In his interview, Participant Three mentioned his pemposure through family
influences to “public singing of various shapes and formsl, @mmented that this has
led him to sympathise with the experience of Year 9 bogay who arrive at his school
and are suddenly expected to start singing together, evaghtibey may have had

very little previous exposure to this phenomenon.

His own experiences as a student at School C toldciant Three that massed
singing was “something that was an enjoyable componenheofsthool”. He also

referred to what could be understood as a meeting point éetiws own personal
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history as a student, and the leadership position in whecholw finds himself. This
may be discerned from his comment that the boys hae@se of his “having sat where
they’'ve sat and gone through the experiences that thdy, and that this is
important to them. Figure 5.2 presents a synthesis oftlthemes identified in

Section 5 from the data supplied by each participant.

Figure 5.2

Theme Five, Principals and Personal Background: synthesis of subthemes

Influence of Own Children

Participant One

Schoolboy Love of Singing

Participant Two Cultural Opposition to Singing

Family Influence on Singin
Participant Three . i
Positive Experiences at School

5.5 Theory and Education

This theme groups together comments and reflections madee participants
on aspects of educational theory not directly relatethéobenefits of massed singing

programs, or to the issues surrounding gender and boys’ exducati

5.5.1 Participant One

In his responses to the questionnaire, Participant Ode ma specific references
to aspects of educational theory. However, in his\iger, he took an idea advanced
by the experiential educator Kurt Hahn (1962) that young petged to be impelled
into experience, adding that “a good school will do thath Wwoys or girls, and we do

impel into experience”. This applies across the #otsertain academic disciplines, to
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sport and to outdoor education. Participant One also &sgulethe strong view that
children should be challenged to participate in a rarfigexeriences, even if they are
not necessarily to their liking; “I don't think it's o®ct to say that children should only
do something which has an appeal to them, or in which thexXpeegsed interest, or

they're allowed to do it once, and then, if they hadlkéd it that time, withdraw”.

5.5.2 Participant Two
In his responses to the questionnaire, Participant Twitema specific references
to aspects of educational theory. In his interview, dx@v, he referred to and reflected
on what he termed the “renaissance view of educatioRtom this perspective,
education is “not just for university entrance, but fte’] It means having a range of
skills which are not just one-dimensional, but which lagoyou in having “a go at
everything”. It is important, therefore, to value ifgetual achievement and academic
endeavour, and to try hard at sport. Educators should makganisof that parcel of
things we try and present to the boys”:
... this is what it means to be an educated person, dheshyould be aware
of all these things, and these experiences are the abthings that will
shape your values and tastes and, you know, attitude to tiie future.
Participant Two also reflected on the multi-faceteshaept of school culture
which he understood to be “all the things that we do, sadduasaid, and the messages
we give about what we value and what we stand for, arat,véls a community, we

value”.

5.5.3 Participant Three
In his responses to the questionnaire, Participant Tinnede no specific

references to aspects of educational theory. Howavdrisiinterview comments, he
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discussed the notion of compulsoriness. All boys ato8ic C participate in a
compulsory massed singing program which demands of themgla leivel of
commitment and participation. The firm belief of Rapant Three in the validity of
the singing program has led him to sharpen his thinking orcanepulsory-versus-
optional debate:

I've always had an ambivalence about why it is with amgimn education

you would insist that something is compulsory, certainlytioy age —

we're talking about students at the age of 15, 16 — and genenaftyost

schools, that's a time where the obligations of a pdsory or core
curriculum begin to fade, being replaced by elective compisn

However, this long-held belief has been softened sontelmhdnis reflection on the
experiences of boys at School C: “But, | think thesssmething to be said, both for the
implication it (compulsory activity) has for a coltee ethos, but also of, if you like,
not having an out, of the boys understanding that thagt participate”. Figure 5.3
presents a synthesis of the subthemes identifieégéetidh 1 from the data supplied by

each participant.

Figure 5.3

Theme Six, Theory and Education: synthesis of subthemes

Impelling into Experience

Participant One

Renaissance View of Education

Participant Two

Multi-faceted School Culture

Participant Three
Compulsoriness

5.6 Education and Gender

This theme includes comments made by eathipant in relation to boys’

education, masculinity, and the role of gender in $pcie
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5.6.1 Participant One

In his response to Question 8 of the questionnaire, whashtive most explicit
guestion relating to the issue of gender as an influencevigther or not boys
participate in massed singing, Participant One agreed thdegs an issue, adding the
exhortation to “just look at the level of male memberschoirs at coeducational

schools”.

During the semistructured interview, Participant One thatlength on issues
relating to gender. His comments ranged over three ropiost personal experiences
of recording data on gendered participation in music atr atbleools; comfort and
permission as enabling factors for boys in singing; andntbeelling of multiple

masculinities by staff.

In relation to the first of these topics, Particip@mne recalled a time when he
was doing some work on promoting boys’ education at his guevschool, and
undertook to record, at concerts involving a range of sshtlm ratio of boys to girls
participating in ensembles such as choirs, orchesthgaan ensembles. He observed
that the result was often 3:1 female to male, evenghdhe schools in question often
“prided themselves that they had gender balance numericAWiat surprised him was
that this ratio also applied at primary level wheremfisovould say that you don’'t have
the issue of either sexual or psychosexual identity d&tergn participation”.
Subsequent observations in his present school havedserveinforce this perception,

which he has pointed out to the College’s last two Jupatiool Heads.

The second topic taken up by Participant One relates tocdimeept of

permission in the single-sex school environment. Partiti@ae explained that “boys
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find it easier to put their hand up to do some of thiesgys in an all-male environment:
they're happier to stumble at times.” He also drewdwidence on a recent Junior
School production of the music@liver! in which all 360 boys in the primary section
had participated in two casts of approximately equal numipdaging both the male
and female leads:

... andOliver!’s got to be a classic example because there’s gdl. bdvas

there hesitation? | sense very little hesitatioroles that boys took on, be

it indeed the individual with leads, or be it boys erssga And that spoke

to me again, of saying that “They’re comfortable, and pexpty do these

things and experiment with their voices,” because yaueg are highly

conscious of their voices, be it speaking or singingl kathink it frees

them.
This climate of permission can also be reinforcedyfminger boys by the attitudes of

senior students, and in some cases can lead to boysgniiavim participation in massed

singing to joining a choir and performing in a more specidl@eral context.

In his third topic, Participant One explored the modellia§ multiple
masculinities by the teaching staff. He explained thmasculinity can be defined in a
range of ways” and cited the instances of a formet Kirsricket coach who was also a
musician, and the current Head of Drama who also paaties in outdoor education
camps. He saw these examples as “all parts of hameypress yourself,” adding that
“if you happen to be male — you're going to find all diffiet ways to express who you
are”. Modelling is also achieved by members of the Cellegadership Team who
interact with boys very deliberately to recognise afilnaftheir achievements across a

broad spectrum of endeavours.
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5.6.2 Participant Two

In his response to the questionnaire, Participant Two bigtield the relationship
between the gender composition of a school and thehided of boys participating in
singing:

| think the single-sex status of our school makes iteeds build the

culture of singing. | have worked in co-educational sggtiwhere it has

been extremely difficult to build a culture of singirgspecially for the
boys. In a boys-only school, this does not seem emhssue.

In his interview, Participant Two focused on one key cphde relation to
gender and schooling, namely the climate of permissioinhwcan exist in a boys-only
school, given that “there are different agendas toed school’. Referring to the
consciousness boys have of how they appear to and aesveer by girls, Participant
Two explained that “there’s all sorts of things goingatmout gender identity, and how
the boys want to be seen by the girls, and they'res@ous of that all the time”. This
self-consciousness on the part of the boys can lead riarrower definition of their
masculinity. On the other hand, “it can be in a®®ghool where they can experiment
with this sort of stuff.” Participant Two saw thisaslistinct advantage, given that boys
in his school are able to participate freely in traditioaad non-traditional male
activities “and they don't have to worry about impressamghot impressing potential
girlfriends — they just sing, because we just do it".rtiBigant Two referred to his
previous experiences at a coed school and the diffiealtpuntered there in getting the
boys, or even the girls to sing at assembly. At shime school, the representation of

girls in the school choirs was far higher than tifahe boys.

5.6.3 Participant Three
In his responses to the Questionnaire, Participargel heferred to the special

capacity of massed singing to assist boys’ schools stefong an affirming pro-social
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culture.” Furthermore, it can also encourage a “moiférmang conception of

masculinity which eschews some of the worst of ptexamacho beliefs”.

In his interview, Participant Three developed two mdeas: singing as part of
a counter-cultural approach to masculinity; and the lbdagiof creating a successful
massed singing environment for boys in coed schools, givenrésearch on

genderfication in music.

In the first of these ideas, Participant Three d@rpth that involvement in the
singing program at School C occurs for boys at a veiticar time in their social,
psychological and emotional development and can assigtlping them to become
gentlemen, “and that's the word we quite deliberately ugé whem.” He also
contrasted two opposite cultural modes which he has eterednin the cultures of
various boys-only organisations:

My experience of all-boys’ environments, whether weaadking about

schools or other, is thesanlend themselves to being very hard and steely,

if not, in fact, quite nasty in terms of their influenapon the way a young

man might develop.

However, Participant Three explained that such organisadiom®t necessarily have to
be like that: “youcan create a very different environment”. In relationhis own
school, he added that “You won't find that sort of macokentality here”. The counter-
cultural potential of a boys-only school is enhanced Baamtly by activities like
singing which are about the giving of permission. This happandy because the
school requires it to, but it also opens up the pogsilmf permission being granted
amongst members of the school community for an evderwange of counter-cultural
activity. As Participant Three expressed it, ‘...having gieach othethat permission,

what else do we give ourselves permission to do?”
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In a more hypothetical context, Participant Three ssethiabout the degree to
which the success of a massed singing program for boys asute understood to be in
place at School C, could be replicated for boys edcschools. Referring to research
into gendered participation in musical activity by boys ami$ gn secondary schools,
Participant Three commented that,

We all know that the research tells us that in thedgdfication of even

just music, singing is something that is very much dowrfehenine end

of the spectrum. There’s good research around thdtasltertainly been

my experience in coed schools that, if you just haekaal program, it

will be predominantly a girls’ program, if it’s voluntar
There needs to be a universal commitment to the toogram in a coeducational
school such that it is compulsory for all studentshe@wise, peer anxiety will cause
boys to opt out, even if they had initially been inetl to participate. Nevertheless,
Participant Three expressed the belief that, at leasteory, it could be possible for a
successful massed singing program involving boys, and compavibl¢he program
currently in place at School C, to be established imealgcational school,

You'd have to work at it, and you'd have to work a lot hardehink you

could transfer the experience that we’ve had to a caédgeMaybe you

might even approach it as a single-sex boys’ choirsaedwhere that took

you, but | think it might lend itself to thBilly Elliot syndrome ... and

boys would be typed by their peers. | appreciate it &vdaé more
complex in a coed setting, but | don't believe impossibl

Figure 5.4 presents a synthesis of the subthemes idéniifiSection 2 from the data

supplied by each participant.
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Figure 5.4

Theme Two, Education & Gender: synthesis of subthemes

Modelling Multiple Masculinities

Participant One

A Climate of Permission

Participant Two

Comparison with Coed Schools

Participant Three
Countercultural Effects

5.7 The Forms of Massed Singing

This theme incorporates material derived from each particgpdascription of

the forms and contexts in which singing takes place agidniscular school.

5.7.1 Participant One

In his responses to the questionnaire, Participant Oneneditihe range of
contexts in which singing takes place at School A. &hesre liturgical celebrations
(year level, house, campus, college); assemblies sa¢hesthree campuses; singing
competitions amongst the four houses; musical perforrsawtere whole campuses

are involved; and sporting events.

In the interview context, Participant One referregitaying at assembly, which can be
done well or poorly; house singing competitions, which tpleee at the junior and
senior campuses; the involvement of boys as the chayusfufl-scale musical
productions; singing practices for events such as CommenteMasses and

Valedictory Masses; the three College Choirs (junichd®l Choir, Middle School
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Choir, and Senior Choir); and the presence at Schoof the St Patrick’s Cathedral

Choristers who are all holders of choral scholarships

The Cathedral Choir, which represents the highest levekpecialisation
amongst the groups which sing at School A, was relocatetietaCollege in 1996,
following the closure of Cathedral College in VictoRarade. The relocation was at the
behest of the previous Headmaster who wanted to usehtheas a “vehicle to bring
about cultural change”. The profile of the choir and itsiipe influence on various
cultural contexts at the College, especially the smgprogram, was described by

Participant One as follows:

... when | speak to parent luncheons, to people or even toculeagues,

| sometimes say we cheat a little in our choral wekause we have got
all these little elements of yeast sown throughaunfb to 12 that are able
to lift what we’re doing.

A similar advantage is gained from the high profile ¢dnited and competent boys who
take the leads in the musical, or who demonstrate otimepe&tencies as performers, and
who receive recognition and acclamation from their gi€er.you can’t put a price on

boys that are able to move with such ease and suchdeoné across such a whole

range of music...”.

In the liturgical life of School A, there are nuroas major celebrations in which
the whole school community participates, such as therfancement and Edmund
Rice Day Masses, and others for which a significactiee of the school comes
together, as in the case of the Year 12 ValedictorgdMaMusic and singing are
featured in all of these, and they are all highly regaesdepeak College events:

The singing in the Cathedral | think is probably linked to geanf other

things that are happening... the boys are so cooperative @ragem the
way in there, that the tone and the respect within Masprises some
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people that 1700 lads are prepared to show that level pkcaion. So, |
think it’s the experience of the College movement,dkperience of the
beauty of the Cathedral in itself, and of the music, @nithe atmosphere
that exists. But singing is a part of what happens.

The singing practices for the Valedictory Mass, in whiad boys willingly participate,
“bring a sense to that worship and the nature and tone ofvthvahip, there’s not a

guestion about that”, and parents and boys speak of the“fMaggars to come”.

Participant One also referred to the Senior HousgirgimtCompetition at School
A in which the four College houses participate annuallizis TS an event in which the
houses “actually want to compete” against each otharbid to see if they can do it
“well enough to beat somebody”. The fact that they actually serious about the
competition demonstrates a “very high acceptance ofrgjres a means of expressing

who we are”.

5.7.2 Participant Two

In his responses to the questionnaire, Participant Tatedli six different
contexts in which massed singing takes place at Schoat Bssemblies; in church
services through the singing of hymns; as part of the Housé& \asnpetition; at the

Biennial Concert; in a large 300 voice choir; and in alemehamber choir.

In his interview, Participant Two expanded on all of domtexts identified in
the questionnaire. He also added that each sectidre afchool — junior, middle and

senior — has both a larger choir and a more speciabét within it.

The large School Choir of about 300 boys takes on at @ major choral
work a year. In 2007 it wadass for the Armed Mamand in 200Requiemby Mozart.

They have also performed excerpts from HanddkEssiah The soprano and alto parts
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are sometimes sung by girls’ schools. Rehearsalkeddeweekly and the major works

are prepared over an extended period of time.

Participant Two related that the House Singing Compatis “by far the most
popular competition we have”. Each house chooses two songsto be sung in
harmony and one to be sung in unison. The boys electawa conductor and train
themselves, although help is available from the DireadbrMusic if required.
Preparations last for about a month, with the boysguheir timetabled house periods
for rehearsal, before calling extra morning and afternmebearsals closer to the event.
The competition is held in the evening in the school'statidm which is capacious
and well suited to the nature of the competition. ti€ipant Two described the
experience of that evening as a highlight of the school yea

... they (the boys) are so passionate about the compeditid, you know,

it's not worth any more than any of the other competgj but | think

because everybody does it — you don't have to be a togteatiol be the

star of it — all of the Houses believe that if they pogether and perform,

they have a chance of winning this, and it just seems tonkeof the

highlights of the year. I've said to people here tlidthad to choose one

thing to show someone the culture of [school B], I'thgprthem to the
House Music Competition.

Participant Two made three references to the schddisnnial Concert. This is
attended by the whole school and involves instrumentakatiamd massed singing
items. It is held in the even years at Hamer Haloald-class concert venue in the

Victorian Arts Centre, and there is already muchcgration of the 2008 concert.

5.7.3 Participant Three
The questionnaire responses from Participant Three iedidhtt the singing
experiences for boys at School C fall into the fwlltg categories: assemblies at which

there is some singing; “singing assemblies” which aresialjing; auditioned choirs;
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non-auditioned choirs, including The Chorale; and the SpNegit Massed Choir of

1,370.

In his interview, Participant Three referred to alltbé forms listed in his
responses to the questionnaire, and also explored thesgrotinitiating new boys into

the singing program at School C.

Students newly enrolled in the school attend an ottientalay in December of
the year prior to their commencement, and are “emloEdidean assembly in which
they occupy the seats at the front of the hall whiabuld/ previously have been
occupied by the Year 9 students they will be replacing. Tdreythen able to
experience the singing “wave” over them from the oldeys, without having any
obligation to participate at that stage. This is intente give them a “tangential
experience” which allows a “degree of introduction to éxpectation” to help them
realise that “this is what it is to be part of this swho After their official
commencement as Year 9 students, they attend two caiveegear-level rehearsals
conducted by a vocal trainer at which they learn to $iagsthool song and the national
anthem “properly”. Weekly rehearsals continue as Hreyjoined by the Year 10 boys
and they are taught to develop a new level of skill aodrnigue in their singing. Like
the other year levels, they then begin to rehearserepertoire to perform at specific

events such as assemblies and concerts.

Within the school’'s assembly cycle, there are juniod aenior assemblies at
which some form of massed singing always takes placeaddition, there are also
specific occasions when the two halves of the schoelarsk together for a combined

performance at assembly, to which special guests areinftieed.
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Weekly rehearsals are also used to prepare for theechaems at the annual
Speech Night. The repertoire on such an occasion ystatisists of at least eight
songs across three languages, including traditional woidts asGaudeamus Igitum
Latin. It has also become customary to include a chorus bpera, usually sung in

[talian.

The house-based singing competition introduces repertaitedta little more
contemporary and “jocular”, although the focus on coitipatensures that it will be
prepared with thoroughness:

... there’s often a bit of fun and play with it, but ndheless it's also

purposive when they’re then singing, knowing that, litgratbw, in three

and a half weeks’ time, a quarter of the school, whely have a sort of a

sense of ownership and commitment and belonging to, veilidstand

compete with their peers.
The dispersal of new students within each House coledps lthem to learn from their

older peers how to participate passionately in a competbwtext.

Participant Three also described a group referred tdenschool as “The
Chorale”. The membership of this choir is in excesdfiftf boys, all of whom
volunteer to join it. The voluntary commitment ‘ashard one for them to make” and
yet, “the choir has grown and grown in its number#in interesting feature of the
group is that it draws from a number of peer cultureshen gchool and therefore
represents a wide range of cultures, personalitiesra@ests among the boys:

There’s over 40 different major language and cultural groufige school,

but pretty much all of them get represented within Ther&leo So, it's

not owned by anybody and it's seen as a very eclectiapgend, of
course, no previous training is required.

The Chorale has now become the “vanguard” group of singinge school and has

been invited to perform nationally and internationallycabferences and eisteddfods.
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Figure 5.5 presents a synthesis of the subthemes iddntifi8ection 1 from the data

supplied by each participant.

Figure 5.5

Theme One, The Forms of Massed Singing: synthesis of subthemes

Musicals

Participant One Worship, Church Services

House Singing Competition

Participant Two

Assemblies

Participant Three

Specialist Choirs

Massed Singing at Major Events

5.8 The Benefits of Massed Singing

Grouped under this theme are the positive effects and impacassed singing

as identified by each of the three participants.

5.8.1 Participant One

In his responses to the questionnaire, Participant Cieered to singing generally as

having the power to lift the spirit and to provide many peaopith both a sense of

belonging and a sense of personal wellbeing. Massed siogmgffect school culture

by fostering prayerfulness, a spirit of identity andaaneptance of the arts. A school
which sings together, particularly a boys-only schoofdrsmore likely to be genuinely

and openly supportive of the broader arts program”.
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In the interview context, Participant One referredthe effects of massed
singing in relation to four broad subthemes which may d&egorised as follows:
worship, sometimes referred to as liturgy; corporate ideracademic performance;

and school culture.

In relation to worship, Participant One described thetpesexperience of the
departing Year 12s when they participate in singing practurethe Valedictory Mass
held in St Patrick’s Cathedral at the conclusion ofrtR€E studies, and the way in
which this enhances the nature and tone of their liturgij@erience. He also referred
to the annual Commencement Mass at the same venue whatiended by the whole
school community — a congregation of over 2,000, compridiaff, students, parents
and invited guests — which also provides evidence of how corpnlertae School A
boys are with all aspects of the liturgy. In contesdsh as this, singing is seen as a

natural means of expressing “who we are, as a nomaabaneficial part of worship”.

The second topic explored by Participant One was rtelaiethe concept of
corporate identity. He situated the idea of identitgfoecement through singing within
two further contexts: major interschool sporting contjpets; and the traditional enmity
between Catholics and Protestants which these daggey only a fading memory for
most people with these religious affiliations. Inat&n to sport, he pointed to the
highly competitive world of the Associated Public SchosB$) in which cheer squads
often vie with each other for dominance as aggressa®he on-field competitors do:
“What do [School A] boys do when they’re at the AP®létics or Head of the River?
They sing! ... There’s this group identity. It's sayindhé'se are our songs, we know

this, this says who we are”.
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In relation to the Catholic versus Protestant dimensmf interschool
competitiveness, Participant One recalled an occasiaecent years at a particular
athletics carnival when he heard some old anti-Cathbbnts being directed towards
the School A boys. Their response was to sing tathdlic hymn “Christ, Be our
Light” in their defence and as a statement of identity it's almost paganistic in a
way, it's tribal in another way, but that was theds&nt response.” The singing of
favourite hymns can also shape identity within the schomhmunity in non-
competitive settings, as evidenced by the spirit withictv School A boys sing the

hymn entitled “The Power of Your Love”:

The way they'll all leap on to “Power of Your Love” diitmassacre that
with such delight in a whole range of circumstancelts tne that the boys
say: “This is one means by which we express we’re pg8atfool A]”.

This phenomenon is present across all three campuskeseanforces the belief of
Participant One that boys at School A see massegihgias a statement of belonging to

their school.

Participant One also speculated on the relationshipdagt an involvement in
music generally (and in this case, singing specifically), @ school’s overall academic
performance. This speculation stemmed from reflectoon the work of the
International Coalition for Boys' Schools which sporsschool-based projects on

aspects of educational practice:

I've put up one that I'd like [School A] to actually do, patbly
concentrating at this stage in our Junior School, andirigo&t the link
between our musicality in the College and both acadesriformance in
some areas, and also that harder-to-measure, the dsnse of worth and
their identification with the school.

A fourth concept discussed by Participant One in relatiomassed singing at

School A concerned the ways in which robust participatian reflect good cultural
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health within a school. He referred to having appromiatsaying over the years that
“You can judge the health of a boys’ school by how theg’s He added that, “There
have been a number of times in recent years at [$&joohen I've been there and
singing with the boys, I've had that thought, ‘this is gothdg is telling me something

quite specific™.

5.8.2 Participant Two

In response to the questionnaire, Participant Two conmaddmiefly on massed
singing as a human and cultural experience, and alsvalsable dimension of school
culture at School B. In relation to endorsing the vailech singing has for human

beings in general, Participant Two made the followingeowmations:

The music we listen to and the songs we sing form theds@ak of our

lives. Singing raises the spirits and expresses crigatiiverybody sings
— even if only in the privacy of the shower — but singimgyioups has a
special bonding power.

In mainstream Australian culture, however, most wouldsater massed singing as
quaint or old-fashioned, though many would still participatesiiiging the National

anthem or “Waltzing Matilda” at a football match. AtH®ol B, a strong tradition of
singing gives boys the feeling of belonging to a largenmoanity. They are proud to
have it as one of the “defining characteristics” ofrtsehool. The culture is such that
they do not question it and readily join in. The massegirgy at the school's biennial

concerts is a very emotional and exciting experience faalt of.

In his interview, Participant Two spoke about massed rsjngs a means of
building and expressing the school's culture through statsmaimout values and

priorities; as a form of emotional engagement for b@ags a symbol of unity; as a
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spiritual or transcendent experience; as a speciakelkeim the character of the school,

and as having an enduring expression at Old-Boy reunions.

The experience of Participant Two at School B has gitawehim the fact that
massed singing is a “great way of building culture withirclaosl”. Culture is not a
given that suggests the way boys are now is the vyl always be: it is something
that can be changed “by the messages you give in eveyyitat you do”. There are
messages about the culture of the school in activikesyear-level and whole-school
rehearsals for major events such as the biennial doaicetamer Hall. If the students
and staff working together can get the singing to woitkwill be a special thing, and

they take it very seriously”.

Participant Two also described massed singing in termstsoprofound
emotional impact on the school community. When theles school sings together at
the biennial concert, “that’s the stuff that really d®ishivers down your spine”. The
emotional charge that comes from these performancesamous”. Participant Two
described how the occasion is even more emotionahédeparting Year 12 students:
“They all stand around the balcony at the back and thefé¢lse auditorium stands and
sings; it's just an extraordinary thing”. Inherent ie tireat power of massed singing to
shape school culture is its capacity for engaging studengemotional level, when
not many other things can do that to the same ext&fdu can engage them
intellectually, and there’s some emotion barracking dar school, but with massed

singing, you're part of it, you are part of this expere&ndhat’s quite powerful’.

At School B, massed singing is also seen as a symbaoitgf urhe school’s big

messages can be conveyed through massed singing, egspebmt the whole school
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sings together on occasions such as the Biennial Coaceltone of these messages is
that over-emphasis on self can be yielded to a richemvef community whenever the
boys “put aside their inhibitions and lose themselveshm $tnging)”.

And that sense of that loss of self. It's part of etnmg bigger, but it

needs the discipline of being all together ... we standldboto shoulder

and sing together. 1 think that's a powerful metaphaorvithat we're
trying to do in the school: stand side by side and we walk

The fact that the staff joins with the boys for seh singing is a further
reinforcement of the kind of unity which can be creaaedss a school community.
Furthermore, the participation of staff is recognisedqsl in enthusiasm to that of the
boys: “and in the big concerts, they're just as muchisingheir hearts out as the
students”. The whole tone of relationships within ttleosl is enhanced by this joint
participation in massed singing which “bonds us with the stsd&o, as a staff ... and

| think the singing’s part of that relationship”.

Participant Two couched the experience of massed siagihg school in the
language of spirituality, transcendence and transformadth of which are part of the
broader educational mission of “making people, not just goocks”. The musical and
artistic dimensions of life, like the emotional dimiems are very important for young
men because they can help to make them “gentler people”:

It's a simple way for them to get in tune, | guess,hwite spiritual

dimension and the emotional dimension within themselwd®gre they

don't have to be doing long meaningful discussions abowhich they

find awkward to do — but they can just experience it aachl¢éo love it,

and | think ... | have faith that that can be a transformxmgegaence for
them.

Participant Two also illustrated how the benefitd affects of massed singing

do not apply to his students’ school years only. At Old-Bmynions, songs such as
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“Anthem” from the musicaChessare sung with great gusto bye more recent alumni
as “unofficial school hymns”:
And now, at Old-Boy reunions, it's a very interestingnthithat the
students within the last ten years of the school wasinpthat song at the

Old Boys’ reunions, and the older old boys don’t even kiipwut they
can see the enthusiasm with which they sing this.

Lastly, Participant Two spoke of how completing the sgo@naire for this
study had caused him to reflect on the nature and chadc8ehool B, especially on
the origins and impact of the singing tradition:

... | think the singing culture of our school is a very impotrtaart of the

character of our school, and it (the questionnaire)chased me to reflect

on that and where that’'s come from, and why this iscs®, and caused

me to value it again. Is a special part of life here at the moment and
something I’'m quite proud of, actually, the fact that thig.

5.8.3 Participant Three

In his questionnaire responses, Participant Three edféar massed singing in
general terms as providing modes of being that are pleaswatl¢herapeutic, and
which promote positive emotional wellbeing. Furthermbeegdescribed the activity as
capable of building a significant sense of collectivdohging, shared purpose,
achievement and camaraderie. Students at School C afffeextremely high
endorsement of the singing program, and it is generallyemdbraced by staff who are
conscious of its capacities for building ethos and wellbe There is also a shared
sense in the school that the program “assists in brqautive influences within the
learning and classroom climate of the school’. PadiipThree described the
relationship of massed singing to school culture as amtgssene: “I am convinced we
would be unable to foster an inclusive, pro-social and sitedeschool environment and

ethos without a singing program”.
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In his interview, Participant Three explored the waysvhich massed singing
creates and expresses passion; its flow-on effecteisdhool environment by way of
improving learning and social interaction; the nature offéleelback received from the
boys themselves; the impact of the boys’ singing onsiing State Premier; the
capacity of the singing program to be a vital force forngea and the influence of
singing on forming and changing the inner person, includingritiareng effects of the

massed singing program in post-school life.

On the subject of passion, Participant Three relataxhaersation he had shared
with a senior music educator from another school wdmb jhst adjudicated a School C
choral competition. The adjudicator expressed the vie, while it's one thing to
invite and entice a cohort of young men to sing togeiigublic, it's quite another
thing for them to do it with passion. Participant Thre#ected that this is what the
school has been able to do, generation after generatiohjt amounts to a form of
“magic”. There is clearly a sense of belonging fesde¢hrough massed singing, and the
boys involved do more than just go through the motionsweier, it isn’t possible to
explain it all rationally. As Participant Three hielfiscommented, “I do wonder about
what the chemistry of that is and how that comesutiboHe believes that part of the
answer may lie in the fact that there is a competibdge to the massed singing
program and this plays to the “psychology and egos otiagyadolescent”:

Once they've had the experience of the Choral Competito very

significant critical mass of them are won over, ibuylike to the

passionatenessi€) of the singing. And it’s one thing, | think — and |

wouldn’t by any means claim that it’s peculiar to thiseah- but | think

it’s one thing that this school with its massed singinggram excels in, is

that, literally — and I'm using the word quite delibehate is that passion
which the boys experience.
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Most students enter School B at Year 9 level, having itidel if any previous
experience of massed singing. Participant Three seeadha critical moment for the
initiates who look to the conduct and attitudes of theers for guidance as to how they
should react to the singing program. Though they theresehay not immediately feel
caught up in it, they recognise the sense of passion witbthwhe seniors engage in

singing, and this becomes influential in their own eeation process.

To illustrate the potential flow-on effects of a m®ad singing program,
Participant Three recalled a conversation with aeeglie from some time back in
which he was asked which single program he would considernmepking in this coed
school to develop a much more pro-academic and pro-sao@bement. Without
thinking, Participant Three replied, “Consider a massedirgy program”. He also
explained how a group of boys who had formed an “unrebeansoir” which became
known as “The Chorale”, independently took the initiativentroducing music from
various ethnic traditions into their repertoire, and afsmrporated dance into their
performances, eventually becoming a vanguard singing group \thignischool. When
Participant Three asked a staff member involved wite Thorale how the boys had
been able to win from their peers such great acclaintedibility, his reply was,

It's the massed singing program. Once you've got anjhadd students

over a hurdle where they have to stand next to thesedriends and peers

and sing, and sing and enjoy it, there’s no end to thater&§ou can push

that is up to you.

Participant Three added that, if you can achieve that cfothing in a supportive
environment and show the boys that this is something theers up avenues and

opportunities for them,” then the effects it can havelude “a disempowerment of

negative peer culture” because the boys have had anengeof something better. He
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explained that other flow-on effects from massed singargbe seen in the classroom,
“where you can push the risk-taking of learning with thesboy

Now, I think that’s come, my strong belief is that'sy@efrom the climate,

and the ripple effect that the climate of massed singas had, so you can

push boundaries on the boys’ conceptions of what’s dkna ok as an

academic student, as a young man, as a good citizendant know that

we have yet explored the limits of where that c&e tgou.

Another form of evidence used by Participant Three to sugpsrview that
massed singing has been such a “central pillar of theofatterives from the views and
reactions of the students themselves. The ultimabeidittest has been what happens at
School C when the Year 12s are preparing for the annuatlbpéght. As their VCE
exams take place when the rest of the school isarsing the massed items for Speech
Night, the boys are required by the school to att@etial rehearsals conducted after
the exams, and during what for most Australian Year 12 stsidenknown and
celebrated as “Schoolies’ Week”. The school recogrtisat it has very little hold over

whether or not students attend these rehearsals aarthetp all intents and purposes,

finished with school life,

... but Speech Night is their last hurrah, so it would besual, out of a
cohort of 330 plus, if we’re missing more than a dozennwhe call those
additional rehearsals after the school year istigils And they turn up
because they love it. They rehearse because thetyiwanbe their last
hurrah at Speech Night. So, it says something about thentment we
are able to foster and the take-up that it has forttigests.

He also cited a second source of significant feedback tndents which came in the
form of a survey conducted in 2007 in which Year 12 boys wskedato identity those
elements of the school's programs which were supportive leelpful to them in
preparing for their final exams. The massed singing pnognept up so often that
Participant Three began to wonder if the boys weidritathe mickey” out of him:

So | actually went back to their representatives arg there immediate

in their response, in saying “No:abntinues to reinforce and support our
sense of camaraderie, of mutual belonging, of mutual isionein a task,
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it’s therapeutic to us in the rigour of the school dayall of the level of
just pressure of the academic program,” and their own laid families’
and their schools’ expectations of them. They findlmost a cathartic
release and they identify that immediately. They S#yhatever you do,
don't take singing away!” They see its value to thenhlbbérapeutically,
but also, | guess, within their sense of spirit.

A final instance of student endorsement cited by Partitifdmnee was a comment
which appeared in a recent history of School C which wasghdualiin connection with
the school's centenary. The quote is from a studemh faoother school who was
reflecting on his friends at School C and is recounez@ Im the words of Participant
Three: “The trouble with [School C] students is that ooly can’'t they stop talking
about their school, but whenever there’s more thandfsthem gathered together, they
burst into song”. This phenomenon of spontaneous sintamgalso be seen in the
classrooms and corridors of the school, “but theresghing orchestrated, literally
speaking in that way, but it is part of ... the hub of tbkosl”. What can be found
around the school are groups of boys — sometimes onlptwiaree — singing at their

lockers, or sports teams going off to compete and breakiogong.

Participant Three further illustrated the impact @fssed singing by referring to
a visit to School C by the then State Premier, Steaek. At assembly, Mr Bracks
was welcomed to the stage by the principal and sattoddtm while the boys began to
sing. The impact on him of the boys’ singing was immense
... you could literally see him not only gasp, but almost guestk in the
chair. If nothing else, almost the sound wave hit laing a lot of our staff
who’ve not experienced that before — | mean, it isa sense, a wonderful
privilege to sit on the stage of a hall and have a etasboir of 600 sing
loudly and enthusiastically with you as their audiencthat, of itself, is
almost viscerally an experience.

Participant Three also referred to massed singingladdb€ as a “vital change

force”, even though it is easy to think of it as treditional practice of the school. In
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fact, it has the capacity to “evolve an ethos amdilture in the school” that is both
significant and unparalleled: “I can’t think of another peogrin the school that you
could, Machiavellianly or otherwise, start to evolve sbhool’'s sense of its own spirit,

and its own ethos, as much as a massed singing prograndoduld

The final subtheme addressed by Participant Three agmte inner aspects of
the human person as they are formed and shaped by théeeagpasf massed singing at
School C. Participant Three referred to what heedathe “visceral experience of
singing, or the spiritual experience of singing.” Heatimg physical reality of others
around you singing strongly helps to break down anxieties anierisa

You could call it a spiritual experience. Certainly whaee, and | see in

the faces of the boys, is that it's a passionatereequee. You see that they

are not just mechanically going through the motions ofetbimg: there is

a clear inner feeling and an inner desire that they'reessprg what they
sing.

Participant Three also referred to some of the waywhich this experience
lasts beyond the school years and influences young niéeimadult lives. One such
person is Jonathan Welch, a trained opera singer, latmmductor and former student
of School C, who would say that what inspired him teetan the Choir of Hard Knocks
was his experience of the power of song and its cap&eitthange human beings.
Participant Three expressed the belief that thiswsdaspread experience for the old
boys of School C:

... and | think a lot of our boys do experience that: dmhehow they are
touched by the experience, they feel it to have somehade them better,
and that’s often, then, something they continue towattethem into life.

Figure 5.6 presents a synthesis of the subthemes idéntifiSection 1 from the data

supplied by each participant.
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Figure 5.6

Theme Three, The Benefits of Massed Singing: synthesis of subthemes

Enhances Worship/Liturgy

Shapes School Culture/Character

Participant One Symbolises Unity/ldentity

Shows School Values & Priorities

Participant Two

Improves Learning & Sociability

Participant Three Creates & Expresses Passion

Affects the Inner/Spiritual Person

Lasting Effect on Old Boys

Vital Change Force

5.9 Sport and Singing

This theme explores references made by the three panmteipa sport as a
dominant cultural influence, and their observations abouhsidas and
complementarities within their own schools concernirggriiationships between sport

and the performing arts.

5.9.1 Participant One

In his responses to the questionnaire, Participant Oleered to singing at
School A as taking place in “a diverse cultural cligiatin his interview, he referred to
a convergence which occurs between singing and sport wheecasions such as APS
Athletics or the Head of the River, boys use singingtébe their identity and cheer on
their school. Participant One mentioned his delighba fact that the former First XI

cricket coach was also a musician. Participant Ose @dferred to the challenge he
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faced as a schoolboy of wanting to sing when the téimaaas more “jock” than it is

today.

5.9.2 Participant Two

In his responses to the questionnaire, Participant Two seglgtsit, although
most Australians would probably regard massed singing astaqueanld fashioned, they
would still happily participate in singing the nationatl@m or “Waltzing Matilda” at a
football match. In his interview, he expressed hisqueaat the thought that the boys
at School B can be both sportsmen and musicians withtficulty: “I mean, our First
XVIII Football Team are also mainly in the choir, anmé also mainly in the plays and
the drama and the art”. He referred to the fact ‘thattry hard at sport” and that it is
important, in the context of a renaissance educationrchwhincludes a cultural

dimension, to have a range of skills at your dispoesljust “academic or sport”.

Participant Two also made reference to his own expezi@i schooling at a
time when the “sporting guys were the ones who gotalkttention and the plaudits”,
and involvement in music, drama and debating were seemlas€éccentric’. He stated
that he wasn't sure that those who sing their heautsat a football match or with a
group of mates after they have been drinking and singingaioekinds of songs”,
would, in broader Australian culture, feel as inclined g shymns in church or
participate in other forms of massed singing. At Schodi@®yever, “singing gets as
much credence as the sporting results, the academitsress anything else”. He also
drew a distinction between barracking for your team ifootball game which involves
“some emotion”, and the stronger experience of magsgihg in which “you are part

of it, you are part of this experience”.



187

5.9.3 Participant Three

Participant Three made no specific reference to tieié in his responses to the
guestionnaire. In his interview, however, he twice usedn$tance of the First XVIII
as a way of suggesting that the most sporting of bogladol C have no difficulty in
joining groups such as The Chorale: “The fact that a membéne First XVIII, or
several of them, will be part of a choir in a waygiste subversive in terms of popular
notions about masculinity”. Figure 5.7 presents a syighef the subthemes identified

in Section 7 from the data supplied by each participant.

Figure 5.7

Theme Seven, Sport & Singing: synthesis of subthemes

Singing at Sports Carnivals
Participant One Staff who are Sporting & Musical

Dominance of Sport/Jock Climate

Participant Two

Singing only at the Football
Participant Three Greater Emotion in Singing
Sportsmen also in Choirs

5.10 Comparisons

In one sense, the three study participants covered ectaigdi range of topics
during their interviews, given that the questionnaires hadiged them with prior
knowledge of the basic agenda to be followed. On therdthnd, the semi-structured
nature of the interviews gave them significant scopgeteelop their ideas and allowed
them the freedom to digress more or less at their osanedion. However, even where

the participants covered similar topics or themes, tlieatment was in some cases
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dissimilar, mirroring the different circumstances tbgir schools and reflecting the

variety in their personalities and interests.

5.10.1 Principals and Leadership

The responses of the three participants in relatidhdm roles as leaders can be
divided into comments about influencing or not influencing #ieging program
directly, and statements about other aspects of leapeusitside the sphere of direct
influence on singing. In relation to the former catggall three participants made it
clear that the actual mechanics of running the massed sipgiggams in their schools
were in the hands of specialists suitably qualifiedtfiertask. Each of them, however,
made it clear that they can always be seen to bengingiong with the boys at
rehearsals, concerts and assemblies, and that thetitates a form of leadership by

example.

Most of the comments made by the participants in this goertained to
supporting or encouraging those responsible for deliveringitiggng programs, and
the students who participate in them. Participants @mé Two referred to their
influence on structural factors within the school a&® ®@f the ways in which they
support singing. For Participant One, these issues intlabdeosing and paying for
suitable venues to showcase the boys’ talents, tsgJeand employing staff, and
organising calendars and dates that favour the singing progrBarticipant Two
reflected similar priorities in commenting that stured factors need to be considered in
order to make space for activities concerned with massgihg, and confirmed that
School B structures its program throughout the yeauah @ way as to show that it
values singing. Participant Three mentioned specitiorg he had taken as principal

which included increasing the budget and levels of suppothéprogram; promoting
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the program and its importance to the whole schoolnmanity; and having choir
rehearsals included in the Open Day schedule in ordetviertese the choral program.
It was also clear from his comments about the frequef@mnging practices and the
status of events involving singing, that the school’s itfuasure is highly supportive of

singing at all levels.

All three Participants referred to a range of idedated to the concept of
fostering and nurturing the singing program, and maintaining effectiveness.
Participant Three saw singing at School C as part @fng tradition which he is
involved in fostering and nurturing. He referred to the that, over the 100 years of
the school's existence, every principal has valued andgiesitihe singing program in
varying degrees. Participants Two and Three made comrabatg supporting their
program in the context of quality control. Particip@mto recognised the fact that the
program at School B has been built up over time ¢osthong condition it is in today,
but that it is still fairly fragile and could easilye Host if it were taken for granted.
Similarly, Participant One referred to the improvemanmassed singing at School A
over time, and the need to avoid thinking that singing is aatioally going to continue
to be successful simply because that’'s how it is nd®articipants Two and Three
developed this concept further by giving examples of hay tlave, at times, actively
defended their singing programs in the face of potentiaathr Participant Two
referred to occasional objections from teachers abloeitaimount of time given to
singing and the number of teaching periods lost as a consequd&aticipant Three
explained how parents have queried the inclusion in tlee Y2 timetables of a period
of singing every week. In such instances, both particspaawe constructed their
defences on the basis of what they see as the ovenwlgemerit of the programs in

guestion.
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A proactive strategy to which all three participants mef® was including in
their talks and addresses to parents some positive caswrabaut singing in their
schools. Participant One mentioned this in relatiorotiter comments about the
influence of the St Patrick’s Cathedral choristenstioe overall quality of singing at
School A. When attempting to give parents an insight $uiaool B and what it stands
for, Participant Two uses the example of his schoatigisg program. It is useful for
illustrating some of the advantages of boys’ educatmmnglémonstrating that the school
is addressing the development of its boys on a numbkvelk; and for conveying a
strong impression of a healthy and vibrant community. tidhaant Three spoke of
structuring a whole component of his presentation arounddhool’s singing program.
His pitch to parents has been based on the approacih yoat want a sense of what’s
unusual and peculiar about School C, it's the singingiqamm. He has followed this
with an invitation to attend the annual Speech Night orutigerstanding that it will

provide a ringing endorsement of his claim.

Participants Two and Three referred to discussions etltbr principals about
singing in schools, and they acknowledged that they reahd targets of some degree
of envy, given the quality of massed singing in their own sishaad the absence of it
in most others. Participant Three mentioned that Hebkan involved in co-authoring a
book chapter with his Music staff, and Participant Onekspabout strategies that he
uses to affirm individuals involved in a variety of acte#tiincluding the performing

arts.

5.10.2 Principals and Personal Background
All three participants discussed aspects of their ovino@ing connected with

the experience of singing. As a boy himself, Partidigame found that, although he
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liked singing at school, the climate was more “jock” tlitais today. Participant Two

expressed his love of performing by participating in dranealyetions and musicals,
and he found himself adept at harmonising and part-readiitge Rarticipant One, he
found the culture of the times unsympathetic to thessuiis, and more focused on
achievement in sport. However, even though he felt tieome out at times, this did
not stop him from doing what he loved. Participant Tlwas alone in enjoying rich
childhood experiences of music making without cultural apgiob. Not only did he

have the positive experience through his family of sipgm Church choirs from the
age of 10, but he also went to School C as a secondatgnstand found opportunities
there of participating in music in a supportive environmepérticipant One explained
how, post-school, he found opportunities to sing and periloiiime scouting movement
and at university. He also reflected on how the ovemimgly positive musical and
choral experiences of his son and twin daughters hdlemted not only his thinking

on the performing arts in general, but also his decisiokingaas the head of School A

in particular.

5.10.3 Theory and Education

Participants covered a limited range of topics rejatim theoretical aspects of
education outside the spheres of boys’ education, neducation and leadership.
Participant One developed a concept advocated by the exgsrexlucator Kurt Hahn
(1962) that students need to be impelled into experienaaticipant One saw this
principle as applying to the arts, to certain academsicglines, to sport and to outdoor
education. Allied with this concept of impelling studemt® iexperience is the belief
that children should be challenged to participate in a wadge of experiences, even if
these experiences are not initially to their likingartieipant Three developed another

aspect of this last point by discussing the notion of cdsopmess in education, about
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which he had always experienced a certain degree of amboal His experiences of
the compulsory massed singing program at School C, howease, led him to believe
that, in this case at least, there is something toalmk fer developing the collective
ethos by not giving boys an “out”, and by helping them to rstded that there are

some things in which thayustparticipate.

5.10.4 Education and Gender

The subthemes developed by the three participants imorel® education and
gender reflected some common areas of thought, maingfation to the ways in which
boys’ schools in general give permission for boys eébave with more freedom than
coeducational schools do. Singing was seen by all parisipes a special way of
bringing about these behavioural freedoms. Participamésad Two focused on boys’
education mainly from this viewpoint, while Participantdéndeveloped the concept in
a different but complementary direction, expanding loe ¢ountercultural aspects of

singing within the context of a healthy boys’ school.

Participant One explored the idea of permission,anig that it is easier for
boys to volunteer for cultural or artistic pursuits im @l-male environment as it can
give them more opportunities to stumble or fail withouariieg the reactions or
judgments of girls. Another key to this is the positimedelling of senior students
which can lead to younger boys taking up activities thay theuld otherwise have
ruled out on the grounds that these would be culturalcceptable. Participant Two
also developed the concept of a culture of permission learg likely in a boys-only
school, given that there are “different agendas” aoeducational school. He explained
that the self-consciousness of adolescent boys, andf¢hesr about how they are seen

by girls, can lead to a narrower range of participatioschool activities. In a boys’
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school, however, they are able to participate freelyraditional and non-traditional
male activities without having to worry about impressingeptiél girlfriends. He also
made the point that how boys see themselves when girlaraund often leads them
define their masculinity much more narrowly. Participafttree spoke about
permission as deriving partly from the fact that the etiteelf allows or promotes it,
and partly because the members of the school community igta each other. He also
pointed to the fact that permission is not a staticcepty but one which can always be
taken further by asking questions such as, “Having given etnen that permission,
what else do we give ourselves permission to do?” Melajged this point by linking it
to the notion of School C being a countercultural comtgumhose aim is to assist its
students to become gentlemen — a cultural mode he codtraithesome other all-boys’

environments which can be steely and hard.

Although Participants Two and Three referred in passinghéocbncept of
masculinity, Participant One was alone in developing ttoncept of multiple
masculinities. In particular, he spoke of the imparéanf the male staff modelling
multiple masculinities as a means of showing boysttiere are many different ways of

expressing who you are as a man.

Other individual approaches to this theme included thd&asticipant One who
related how, over some years now, he has recorded dets on the ratios of boys to
girls in choral and music performances given by mag@dcschools. The data suggests
a bias of 3:1 in favour of the girls. Participant Thspeculated on the possibility of a
successful massed singing program ever achieving for boysoed setting what his
own program has achieved for the boys at School CbdHleved that such a program

would need to be compulsory in order to overcome peertgnimat you would have to
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work a lot harder to implement it, but that it could $ccessful under the right
circumstances. This was not a view held by either efatmer participants, both of
whom cited prior experiences of either observing or expeing coed environments in
which boys were under-represented in singing or musicalitaed. Participant Two

referred to a previous coed school in which it was vdificdit to get either the boys or

girls to sing at an assembly.

5.10.5 The Forms of Massed Singing

All three participants confirmed, by the various actigitibey discussed and the
opinions they expressed, that singing generally, and massgithg in particular, are
distinctive and significant phenomena in their scho@sveral forums are common to
all three schools. Assemblies of some descriptiaruioat Schools A, B, and C on a
regular basis. Participant Three gave details of tllifferent kinds of assembly:
assemblies at which students sing, but which are mainlgtf@r purposes; assemblies
which are held mainly for singing to take place; and askesibeld in December partly
to assist in the induction of the new Year 9 studenk&taAlso common to all three
schools was some form of annual House Singing Competitiooh, in the case of all
participants, was resoundingly endorsed as a key evertherschool's calendar.
Participant One drew attention to the fact thatlibgs are serious about participating,
and this attitude helps to make singing an acceptable acivibghool A. Participant
Two gave details of how the repertoire is selected,eanphasised the role of the boys
themselves in organising the items for their respectivasds. However, he focused
mainly on the passion of the actual event and endord®d saying that, if he had to
choose one thing to show someone the culture of $cBpot would be this
competition. Participant Three contrasted the fumetd of House singing at School C

with the seriously competitive dimension of the eyemrid also mentioned that this
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competition is a way of helping the newest boys indtieool to learn from the their

older peers how to participate in a competitive context.

The three participants also made numerous referentles veays various choirs
operate in their schools. Participant One discussedolb of the St Patrick’s Cathedral
Choir whose younger members hold scholarships atdb&oand who represent the
most specialised of the choral groups based at the @ollddnis distinction between
specialised choral groups and the massed groups which singaificspecasions was
also taken up in a variety of ways by the other twoidtpaints. At School A, there are
three other school-based specialist choirs (Junior $cblooir, Middle School Choir
and Senior Choir), which involve boys from years 3 to 12s Farticipant Two
explained, School B also operates a large choir andadlesnmore specialist choirs
from within it at the junior, middle and senior sectiafishe school. He also referred in
more detail to a specialist Chamber Choir and a veigel&00-voice choir which,
despite its size, is still a specialist choir in thense that it rehearses weekly and
performs a largely classical repertoire of major chewadks. Participant Three detailed
the nature and activities of a group known at School C asClorale. This is a 50-
voice choir which also incorporates dance and movemamits performances. In this
regard, it is a unique concept within the gamut of choir garditions discussed by the

participants.

In relation to massed singimegr se all participants referred to contexts in which
large numbers of boys from various sections of theachre involved in singing
together as year levels, in teams, in sections o$¢heol, or as a whole school cohort.
Participant One included in this category assemblies; wdutleol College Masses,

usually held in St Patrick’'s Cathedral; the Year 12 Valedy Mass; House and year-
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level singing practices which prepare boys for majaurdical events; the House
Singing Competition; and APS sporting carnivals. Participdiwo mentioned
assemblies; church services, the House Singing Competti the Biennial Concert.
He elaborated in detail on this last item which is helthe even years at Hamer Hall
and incorporates singing items from the whole schoolkcho8l C undertakes a
comparable task annually in the context of its SpeechtNiglen all 1,300-plus boys
perform at least eight massed items. Weekly singinggemt all year levels are used
to prepare the various pieces. Year levels, sectwnthe school, and combined

sections of the school also perform items on a redpalsis at school assemblies.

Participants One and Two, both of whom are princip&lscbools with church
affiliations, made specific reference to massed sin@kipg place within the context of
worship or church services. The nondenominational natielmol C means that such
contexts are not available as forums for massed singirtte only reference to boys

singing as a chorus in musical productions was made byipanticOne.

5.10.6 The Benefits of Massed Singing

In discussing the effects of massed singing, the thregipants drew on a
range of affective, symbolic, conceptual and values-bdemegliage to describe the
impact of this phenomenon on the school communities latlwthey are principals.
There was unanimity among the three participants ergdneral value of singing for
the human person. Participants One and Three enddnsedbility of singing to
promote personal well-being. Participant Three also dhestit as therapeutic and able
to give pleasure, while Participants One and Two describad being able to lift or
raise the spirits. The unitive effects of massed smaiere variously referred to by the

three participants in terms of a special bonding powsenae of belonging, and a sense
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of shared purpose, achievement and camaraderie. ParsciPme and Two also
endorsed singing as a form of positive expression and\atgatiParticipant Two stated
that, as everybody sings, the music that we listemdbtlae songs that we sing form a

kind of “soundtrack to our lives”.

References by the participants to questions concerning singitige broader
Australian cultural context were few in number ancebm content, although all of
them focused on negative perceptions. Participant Orevée that few people would
have an opinion on the value of singing, while Participdmto believed that
participation by men in the broader Australian contextdgkace mainly in relation to
sporting events with the singing of folk songs or the dNeti Anthem, but that other
traditional forms are not embraced as well. ParticipBmee also highlighted the
marginal place of singing in Australian culture by desanglihe popular attitude to it as
one of blissful indifference. He explained that thereo real cultural locale or tradition
for it within mainstream culture, although, in some insgiinal contexts such as Church

groups, there is a form of residual memory which embriéiecasre positively.

In their interviews, Participants One and Two developedthemes around
corporate identity and unity. Participant One explaihad ¢orporate identity at School
A is reinforced by massed singing at sporting carnivals, edlyeehen the opposition
teams are from rival Protestant schools. A commepamse of the School A boys to
anti-Catholic chants is to return fire by singing Céthtnymns, which, because the
boys sing them together, is a way of stating their gideptity through ownership of a
hymn from their religious tradition. Hymns can also shaeatity in non-competitive
contexts where boys identify collectively with favoaritymns and endorse this positive

identification by singing them strongly and with passidtarticipant Two also referred
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to the power of particular songs, both secular andioelgy to act as a bonding force
among the boys. He cited “Anthem” from the musi€desswhich has become
something of an unofficial hymn at School B, and i® a&lsng nowadays as part of the
standard repertoire at Old Boys’ reunions. Participdmed referred to the comments
made by his own senior students about massed singing asc&igfand supporting a

sense of camaraderie, mutual belonging and mutual immens@task.

Participant Two described the unitive power of massedirgings something
which helps the boys to put aside their inhibitions, &eltheir sense of self, and to
recognise that they are part of something bigger. In tigiarde the act of standing
shoulder to shoulder and working together is also aepioNvmetaphor for what the
school is trying to do for its students, in terms tsf averall sense of purpose and
mission. Participant Three described how the unifying p@ieinging is used to help
the commencing Year 9 students at School C in the praxfessculturation. The
physical experience of initiates, as they hear thevdweming sound produced by the
older boys, is a powerful factor in how they are indudtéd and bonded with a key

school ritual.

The relationship between school culture and massedngingas explored in
detail by all three participants. Participant One st#tat robust participation is massed
singing can be a sign of good cultural health within thele/lschool community.
However, the emphasis from Participants Two and Thiee more directly related to
cultural construction, than to measurement or assessniiiticipant Two stated that
culture is not a given, but something that can be charayadl,that the practice of
massed singing ranks very highly amongst the best avasatategies for change. The

concept of cultural change also featured significantlythe comments made by
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Participant Three about the positive effects of madssnging on school culture. Like
Participant Two, he endorsed massed singing as having algpgace&in school culture,

adding that he could not think of any other program wwitbomparable potential for
helping to evolve the school's sense of ethos, culimck spirit. Participant Two also
described the ability of massed singing to make statemdnaist ahe school’s big

messages. These messages can be found in the congleat-tdvel and whole-school
rehearsals for major events. Whereas Participantsa@d Two focused on a big-picture
understanding of massed singing and its influence on schivotesuParticipant Three

also gave illustrations of how the day-to-day experiericgchool C is coloured by their
immersion in regular massed singing. He referred inquéati to regular instances of
boys in small groups singing spontaneously at their lockerslassrooms, or as they

are heading off to inter-school sporting events.

All three participants saw massed singing as connectedme shape or form
with what was variously described as emotion, passionhusiasm or desire.
Participant One recounted how the School A boys leafp@and massacre a favourite
hymn called “The Power of Your Love”, and also referredhivoimpression that they
actually do want to compete in house singing. Participamt spoke of the enormous
emotional charge he feels when the whole school soggther at the Biennial Concert
in Hamer Hall. He saw this capacity for engaging studants profoundly emotional
level as one of the unique characteristics of massedngingithin the school
environment. Participant Three expressed the beli¢fpdssionate massed singing is
one thing at which School B excels. He referred tactimments of an adjudicator who
recognised this capacity in the boys, and affirmed itayyng that, while it's one thing
to invite and entice a cohort of young men to sing togettierquite another thing to

see them do it with passion. Participant Three asounted how the full impact of this
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passionate singing was experienced at a particular agsembihe then State Premier,
Steve Bracks. He further explained how the Year 12 Speégit singing practices,
held during Schoolies’ Week — a time by which the Year 12s hetveally severed their
day-to-day relationship with the school — have continuedraw éll but a few of the
300-plus cohort, despite there being no enforceable obligati@attend. The simple
explanation is that they turn up because they lovénita similar vein, Participant One
referred to the positive experiences of Year 12 studantSchool A through their
preparation in singing practices for the Valedictory Massl through their involvement
on the actual occasion itself. In fact, all thredipgants discussed a variety of rituals

of initiation and transition in which singing plays ajoraand highly influential role.

Participants recognised that there were other potdigiaion effects from the
passion and emotion inspired by the massed singing prognatheir schools. For
Participant One, this took the form of speculation alibatrelationship between the
boys’ singing and their academic performance. He had gil@mn some thought to
attempting to quantify this relationship through a possibl®ckbased project under
the sponsorship of the International Coalition fory8oSchools. Participant Three
referred to the ripple effect created in his school lagsad singing, and commented on
how it helped to push the boundaries of what is possilbledoh boy as an academic

student, as a young man, and as a good citizen.

Participants Two and Three referred to the effectsadgsed singing on the inner
or spiritual dimension of the person. Participant Tstated that, within the school's
broader mission of “making people, not scores”, masseghg provides a simple way
for boys to get in tune with their spiritual and empébdimensions. He explained that

boys find this hard to do in long and meaningful discussiomshwthey find awkward
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and uncomfortable anyway; but through singing, all theyehavdo is experience it and
learn to love it. In the end, it helps to make themtlge people. Along similar lines,
Participant Three discussed singing in terms of a visagraspiritual experience.
Hearing the physical reality of others around them sopgirongly, helps to break down
the barriers and anxieties experienced by the boyssuéls, it is both a spiritual and a
passionate experience that can be seen in the facks bbys themselves. Participant
Three described how it is clear that boys are notlgipgrforming mechanically when
they sing, or just going through the motions, but that tizese a clear inner feeling and

an inner desire which they are expressing when they sing.

The links between massed singing programs and Old Boys’ialssns were
raised by Participants Two and Three. Participant feferred to the popularity within
the last ten years of “Anthem” fro@hessat reunions of Old Boys from School B, and
Participant Three referred to some of the ways in lwlaclarge number of former
students of School C are touched personally by the singimgram, or influenced
positively in terms of their career choices or lifleedtions. He cited Jonathan Welch,

founder of the Choir of Hard Knocks, as one such imstan

Like Participant One, who highlighted the benefits o§ipee role modelling
from members of staff, Participant Two commented @nitfipact of staff participation
in massed singing as reinforcement of the kind of unity wthéh activity can create
across the whole school community. In fact, aleéhparticipants stated emphatically
that they themselves always sing with their studerdssgaff at assemblies, and in other
massed singing contexts. Participant Two described how whele tone of
relationships in the school is enhanced by the jointgyaation of students and staff in

massed singing activities.
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Apart from certain structural issues arising out of oggtional matters such as
how much time is allocated to singing, as opposed to @itt@rities which teachers
regard as being of equal or greater importance, no negdtdaseof massed singing

were identified by any of the participants.

5.10.7 Sport and Singing

All three participants made references to the prividegdace of sport in
Australian culture, identifying in some instances its negagifect on attitudes towards
the performing arts. Positive references to sport wexdenby Participant One who
described how the singing of School A boys at inter-skBporting carnivals helps
them to bond and form an identity, and by Participane&hwho, in a similar vein,
mentioned how School C boys often sing spontaneouslythenway to sports
competitions.  Another positive reference was made bgticRkant One to the
advantages of having had on staff a musician who wasaisth of the First XI Cricket
Team. Similarly, Participants Two and Three bothad®d on the presence in their
choirs of members of the First XVIIl. On the negatiside, Participant One and
Participant Two both mentioned the predominance of spdhtein boyhoods, such that
singing and performance were viewed by some as eccentddd Participant Two
also pointed to the fact that, while it may be perrhblesfor men to sing at sporting
events in contemporary Australian culture, it appearsetéess acceptable for them to

do so in more formal contexts.

5.11 Conclusion
In this chapter, data gathered from questionnaires admeudst® the three
participating principals and from the subsequent semistruttimterviews in which

they participated was used to construct an initial presentaf the findings of the
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research. These issues, together with the theoryes®hrch outlined in Chapter 3,
provided a basis for answering the research questiondraiming some concluding

remarks, and for considering a number of implicationsHerprofession in Chapter 6.
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CHAPTER 6

REVIEW AND CONCLUSIONS

6.1 Purpose of the Research

As stated in Chapter 5, the purpose of the study was testigate how
principals see themselves as experiencing and influentiagptactice of massed
singing in their schools, and to explore the connectioeg make between their role as
leader, the culture of their school, and this specificsical activity. Central to this
statement of purpose is the belief that massed singeug astivity with great potential
for shaping school culture; that principals should b@eraged to exploit this potential
in order to build a healthy and vibrant culture in whichréh&re special opportunities
for challenging gender stereotypes and promoting aestedties; and that principals

themselves can benefit as leaders by reflecting orhémds of this study.

6.2 Research Design

The research was designed around a qualitative in-depthviénte study
grounded in interpretive symbolic interactionism. The viefighree principals of
secondary boys’ schools were researched in order to tawa@rsetter their experience

of leadership in the specific areas of school cultaeraassed singing.

The methods of data collection relative to each particiggrincipal included:

a) a document search of school-generated publications focoising
references to music and singing;

b) a questionnaire administered in advance of the seautated interview;

C) a semi-structured interview.
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Three principals were selected for the study on thes lmdigheir involvement in
secondary boys’ schools where massed singing takesrelgelarly and in a variety of
forms. The schools were chosen from the Indepen&ate and Catholic systems in

Victoria, Australia, with a view to obtaining data frondigersity of sources.

A document search concentrating mainly on school-géeediterature provided

background information on the participating principals and gwool communities.

In order to begin collecting data from the principals, atgb to help prepare
them to participate in their interviews with greater pregaess than if had they faced
their interviews ‘cold’, a questionnaire was distributedhliem two weeks before they
were to take part in face-to-face semistructured intesziefemi-structured interviews
with each participant were subsequently conducted by thearobse, using the
feedback from the questionnaires as a reference pointdifmussion. Like the
guestionnaires, the interviews were intended to coverfiexile way the three main
themes of the study: educational leadership; masculimitypoys’ education and

leadership; and the experience of massed singing as a haugicaesthetic activity.

Data analysis was undertaken using a six-phase straedgy t@ Table 4.6) based
on and combining aspects of coding methodologies describeeidwyp& (2006), Kvale
(2007) and Baptiste (2001). Four of the phases were mainligtiaabhand two of them
were designed to review the overall process. The acellythases generated seven
themes for the coding of data (refer to Table 5.1), tbfeghich reflected the study’'s
stated themes addressing leadership, masculinity and nsasged), and the remaining
four of which covered areas representing a range of hewmatic foci. The review

phase was undertaken by applying a set of nine control queddaxed from the work



206

of Baptiste. In this chapter, answers to the reseguelstions are addressed in light of
the research findings; the relationships between tbeliire review and the findings
are discussed; the implications of the findings for riti@search are examined; and the
potential for this study to contribute to scholarly debas considered; and
recommendations for further research are made. Tablerévides an overview of the

structure of this chapter.

Table 6.1

Overview of Chapter 6

6.3 | Research Subquestion
Answered Question 1
Question
Question
Question
Question
Question |
Question

6.4 | The Research Questiol
Answered Part 1
Part 2
Part 3

6.5 | The Review of Literature and
the Study Findings Leadership & the Study Findings
Masculinity in Boys’ Education «
Leadership, & the Study Findings
Massed inging & the Study Finding

6.6 | Observations /
6.7 | Contribution to Scholarship /
6.8 | Limitations /

6.9 | Implications for the Professior | Implications for School Leadershi
especially Principals especially Principal
& their Boards

The Teaching Profision, in particular,
Choral & Vocal Specialists

Parents & the Arts Commun
Government Education Authorities
Policy Makers

This Research:

')

6.10| Recommendations for Furthel
Research Recommendation 1
Recommendation
Recommendation
Recommendation
Recommendation
6.11| Such an Excellent Thinc /
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6.3 Research Subquestions Answered

The research question was threefold: What are the Eadetecisions principals
make about massed singing in their schools, and what $aoftrence these decisions?
What understanding do principals have of the relationshipvdes the issues
surrounding boys’ education and the place of massedngingitheir schools?What
factors influence the leadership decisions principals mb&atanassed singing in their

schools?

Given the light shed by the review of literature onows aspects of the research
guestion, it was further developed into a series of subquest

a. How do the life experiences of principals shape thewsien massed
singing and they way they influence it?

b. In what ways do principals use their leadership to infteehe practice
of massed singing in their schools?

C. What effect does the practice of massed singing inadsl@ave on the
principals of these schools?

d. What particular cultural and educational challenges doipafs
recognise for single-sex secondary boys’ schools?

e. What understanding do principals have of the general benéftassed
singing for the human person?

f. What forms does massed singing take in secondary bdysoks@

g. In what ways do principals believe that a massed singiogram can

affect the climate of single-sex secondary boys’ eldt

Given the nature of these seven questions, the rese@asldesigned around a

gualitative in-depth interview study which employed the tbscal perspective of
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symbolic interactionism. From a methodological dfmnt, symbolic interactionism
instructs researchers to align themselves with the sviamd values of those being
studied in order to grasp the shifting relationship between @an'saattitudes and acts
(Denzin, 2003). The purpose of the research was to igaésthow principals see
themselves as influencing the practice of massed singitigeir schools in order to
highlight the potential of massed singing to build a Ihgadtnd vibrant school culture
with special opportunities for challenging gender stereotgmes promoting aesthetic
values. While Question 6 asked principals to describe aspdcibcal practice in

relation to massed singing, Questions 1,2,3,4,5 and 7 askedfaheheir views on,

attitudes towards, and understandings of a range of platoentral to the basic
research question. Furthermore, as Campbell et al. (2@02) suggested, symbolic
interactionism is characterised by a heightened awasesfelanguage as a symbolic
reality used to embody and express meaning, to intetgrahéanings of others, and to
allow humans to manipulate the interactions in which theyicipate. The use of a
guestionnaire and semistructured interview provided scope ®rpé#uticipants to

express themselves verbally and in writing, while the lmoation of strategies further
enhanced the quality of data obtained from the intervi&pecifically, the use of a
semistructured interview allowed the participants thedoen both to respond at length,

and also to elaborate on and illustrate concepts of¢hepsing (Morse & Field, 1995).

Each of these seven questions is nhow addressed by drawitig sesponses of
the three study participants: Participant One, headmast School A, Toorak;
Participant Two, headmaster of School B, Canterbang; Participant Three, principal
of School C, South Yarra. It should be borne in mihdt tthe answers to these
guestions are provided solely by the principals who particigatdte study. Although

the opinions of other members of the principals’ sch@whmunities are also valid,
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irrespective of whether or not they are the samih@se expressed by the participating
principals, it is, in this study, only the principals whosews have been investigated

and reported.

6.3.1 How do the life experiences of principals shape theiviews on massed
singing and they way they influence it?

All participants recognised within themselves a natural dispa towards
singing which found some form of positive expressiorhairtyouth. Involvements of
this kind occurred in settings such as schools, churchs;hibe scouting movement and
at university. Two of the participants recognised that gtleool climate of their
childhoods reflected a broader cultural antipathy towdrestts. All three participants
referred to having been in or having observed coeducationéxterwhere massed
singing either did not occur or was not done well, ahdhaee were aware from
professional experience of the widespread under-repegganof boys in musical and
cultural activities in Australian schools. Particip&me referred specifically to the
positive influence on his early professional developnaéntorking in a school where
he was able to observe at first hand a highly successfsic program in operation. He
also attributed his three children, all of whom parti@gdadctively in music and singing
while at secondary school, with having directly influeheeme of the decisions he has

made in leadership at School A.

6.3.2 In what ways do principals use their leadership to inflence the practice of
massed singing in their schools?

In taking up their principalships, all of the participantsthis study inherited
well-established massed singing programs and strong schoicl separtments. On the
other hand, they were all conscious of the potentdglility of massed singing and other

cultural activities when these are not supported and resbur@n active and ongoing
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way by the school leadership. Participant One refewethd challenge he found in
reading the school culture well enough to know if his omews on the nature and
quality of singing in the school were in line with thewseof others in the school

community, or with what might be described as an objectality.

None of the three participants was involved directlyhe delivery of singing or
choral programs in his school. Each was happy to exphait his program was in the
hands of competent specialist teachers. Insteagatteipants recognised that their
leadership could best be exercised in favour of massemgittgough supportive roles

focused on resourcing, promoting and affirming the existingtioes.

The most fundamental way in which participants saw tleémas as resourcing
massed singing in their schools was through structural, ingstrative and
organisational factors. All three participants refetedtaffing as a specific area over
which they exercised significant influence. This includethlibe hiring of competent
staff, and also the setting of staffing levels approgriatresourcing a quality program.
Another key structural area identified by participantdeed on the allocation of time
in the school's overall program to make space for singatefed activities. Favourable
timetabling and scheduling were essential in the particgpaiws to enabling not only
regular practices during school time, but also to pramgatind showcasing peak events
such as speech nights, concerts and house singing coomgetitarticipant One also
took an initiative in paying for a major musical event toupgraded to a first-class

concert venue in order to feature the boys’ talenterappropriately.

Participants recognised the important role they hawaetively promoting their

schools’ singing programs by using opportunities such as addressagngs of



211

prospective parents. On occasions such as thesehitftdight themes which include
the breadth of educational opportunity available at thein@shas exemplified by the
presence of a strong singing program; the capacity andnessdof their schools to
embrace issues pertaining to boys’ education, as demoundsinatéeir ability to foster
enthusiastic participation amongst the boys in a nadittonal male activity; the health
and vibrancy of their school communities, so immedyaéeident in the passion boys
have for singing; and the presence and impact of sgtabral groups, such as the St

Patrick’'s Cathedral Choir whose student component sdbasSchool A.

Two of the participants also illustrated how they paty engage in actively
promoting singing at their schools, but are also calletbatefend it occasionally when
teachers raise questions about the number of timetalaleges being lost to singing, or
when parents query the involvement of senior studentseflwsinging classes instead
of additional study periods. In such instances, theguaatits have made confident and

assertive responses based on how important they bétievesinging programs to be.

Participant one outlined a less up-front strategy fatuéncing the boys
themselves, through written and verbal affirmation @kirt participation and

achievements in activities of all kinds, but especibse related to music and singing.

All of the participants reported that they are conscmiufie importance of being seen
by others in the school community to sing along with bogs at assemblies and
liturgies, and they also commented on the enjoyment wihishlevel of participation

brings them.



212

6.3.3 What effect does the practice of massed singing in schodiave on the
principals of these schools?

The study participants all referred directly, though iffedent ways, to the
positive effects on them of the singing programs in pdddeeir respective schools. All
of them enjoy uplifting experiences because of the singultyres of their schools.
The range of words they used to describe such experiencésled emotion,
excitement, pleasure and pride. Collectively, thegrretl to a variety of occasions on
which they have been enlivened by performances; swepg dgnthe singing; had
shivers run down the spine; got a “kick” out of the singorgfelt that singing is a good
thing for their school. Apart from bringing the peipants pleasant experiences,
massed singing has also led them to reflect on other echedatapics and issues such
as boys’ education, the histories and traditions ofrtlsehools, future planning,
compulsoriness, coeducational schools, the need to stpeédnts into experience, and
the importance of fostering a renaissance view of educathich promotes a multi-
dimensional view of life and develops in students a drmnge of capacities and

awarenesses.

6.3.4 What particular cultural and educational challenges do princpals recognise
for single-sex secondary boys’ schools?

Participants recognised, nationally and internationallsgnge of cultural factors
which are contextually significant for single-sex setary boys’ schools. Participant
One cited the almost universal phenomenon of young nsemgiaging from education
in the Western world. All participants referred to #feect of mainstream culture on
narrowing the ways in which masculinity is defined eantemporary society, and they
affrmed strongly the need for schools to promote thedetimg of healthy
masculinities. This included giving priority to fosteriggalities such as gentleness and

creativity, and encouraging boys to see themselves aemgent All three participants
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eschewed emphatically the macho culture of aggressminhypermasculinity. The
Australian cultural context was assessed unanimousltiidparticipants as historically
unsympathetic to the performing arts in general, and winginin particular. They
expressed the view that, even today, it is much lessptadale for men to sing together
in social or public contexts, than it is for them tagsat a sporting event such as an AFL
(Australian Football League) match. The cultural challengksitified by the
participants also have educational implications whestetstood within the context of
contemporary schooling, and affect activities such assath and choral singing.
Participants drew links between creating a counterculeumalonment in their schools,
and the flow on-effects for other areas of the culuim, as discussed more fully in

6.3.7.

6.3.5 What understanding do principals have of the general bene8t of singing
for the human person?

There was unanimity among the three participants omadkantages of singing
for human beings. Singing was endorsed as a means oforgmersonal well-being,
and its therapeutic values were acknowledged. Participacognised that singing can
raise the spirits and that it gives many people pleasétso identified was the special
bonding power of singing, and its ability to engender varioastgnse of belonging, a
feeling of camaraderie, and an experience of shared purpdsschievement. Two of
the participants commented on the scope within singing édfregpression and

creativity.

6.3.6 What forms does massed singing take in secondary boys’ schools?
The three participants described a comparable range oédnsisgjing activities

at their various schools, despite differences in tiensity and regularity of practices
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and performances. All three schools include massed siagjtingir regular assemblies,
either through the singing of the National Anthem wtthie case of the two schools with
religious affiliations, through the singing of hymns andgielis songs. Massed singing
also takes place at smaller year-level assembliesusddsinging competitions occur
annually at the participants’ schools, and involve largenbers of boys in the
presentation of massed singing items in a competitiveegbntAlthough support is
available from the music staff, the boys themsehtandake responsibility for aspects
of the competition, including the selection of repeepthe running of rehearsals and
the conducting of their house choirs. Massed singindeasured in each of the
participants’ schools at peak public events, often cdedewith rituals of initiation or
transition, such as valedictory Masses, speech nagtdsiennial concerts, and also at
inter-school sporting events, such as APS carnivalsn ake case of School A and
School B. Large groups of boys, from 50 to over 300 clevsistlso sing in specialist

choral groups at all three schools.

6.3.7 In what ways do principals believe that a massed singing progm can
affect the climate of single-sex secondary boys’ schools?

Participants were unanimous in stating that the effetthassed singing on their
school communities are overwhelmingly positive on altrange of scores. At the
symbolic level, they saw massed singing as an actiajyalsle of showing unity,
expressing corporate identity, shaping school culturegpendating school values, and
stating the school’s priorities. Songs and hymns actlamding force amongst boys,
and sometimes even as a rallying cry for students in thersatial context of
interschool sporting competitions. The physical acstahding shoulder to shoulder
when singing in groups was seen both as having a viscezat eff the participants, and

also as a metaphor capable of expressing the schootallovision of walking forward



215

in solidarity. This is particularly obvious in the regustuations where teachers and
their principals sing along with the boys, as this hetpenhance the whole tone of
relationships in the school. Robust participation in ®@ssnging can be used as a key
indicator of good cultural health within a school communitill three participants
attributed to massed singing the power to make countercutataiments in the face of
hegemonic masculinity, and to represent for their stsdanpathway towards more
authentic expressions of who they are as young mericipant Three referred to the
ripple effect created in his school by massed singind,dascribed how it helped to
push the boundaries of what is possible for each banascademic student, a young

man, and a good citizen.

Participant Three also highlighted the role of his stdiomassed singing
program as a vital force for change. He emphasisedothstating that he couldn’t
think of any other program with a comparable potential felpihg to evolve the
school's sense of ethos, culture and spirit. Sinyl@hrticipant Two stated that, if he
had to choose one aspect of his school to illustratetleers what it is all about, it

would be massed singing.

Singing was described by all three participants as signifioathe induction and
transition rituals of their schools. Occasions saslspeech nights, valedictory Masses,
biennial concerts, and assemblies for prospective studertsllacharacterised and

enhanced by boys’ participation in massed singing.

In focusing on the effects of massed singing on the bogmdalves, the
participants referred to what was variously describedradien, passion, enthusiasm or

desire. All three principals emphasised the effe¢hefsinging program on the energy
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levels of the boys, and stressed that participatios waaariably passionate and
enthusiastic, rather than perfunctory or tokenistic. rtiftpants Two and Three

identified another very positive effect of massed isipcas its capacity to help boys
become attuned to their spiritual and emotional sel@bereas this can be a difficult
thing to achieve by means such as formal discussionggdgbmes a much more
accessible experience for boys through the act ofrgingigether. As well as helping
them personally in this way, it also assists in bragldown the barriers and anxieties
they experience in adolescence, and encourages them tad@aosdive and confident

in their relationships.

All participants referred to the links between massedrsgngnd the educational
agendas of their schools, either affirming or specigabin the academic benefits for

boys flowing from their involvement in a robust singinggmam.

The positive effects of massed singing in boys’ schoais also be translated
into the experience of life after school. Participdwo referred to the way in which
particular songs provide a unifying focus at Old-Boys’ reuniansg, Participant Three
highlighted the way in which certain students are diydafluenced in their adult lives
to pursue interests and projects directly related to sisdoolboy experiences of massed

singing.

6.4 The Research Question Answered
The answers to these seven subquestions provide afbasasldressing the
threefold research question described in Chapter 1 whichpindehis study, and from

which the subquestions themselves are derived.
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6.4.1 What are the leadership decisions principals make about masd singing in
their schools, and what factors influence these decisichs

While acknowledging that they work as part of a team whwincipal agents
are the choral teachers involved in delivering the masseding program, the
participants nevertheless identified a number of wayghiich their decision-making as
principals influences massed singing in their schooldes& included decisions in
relation to financial resourcing, staffing, timetablingdahe selection of appropriate
venues to showcase major musical events. The pamis also identified numerous
factors which influence the decisions they make abousedasinging in their schools.
These included their positive experiences of choral singinghildhood and early
adulthood; the influence of family, church and school inlesi@nce; observations in
previous and current schools of the many profound beneffithassed singing; a
consciousness of the importance of promoting constelgtounter-cultural activities
in schools; a desire to provide a multi-faceted educatierpérience for boys; and

reflection on the effects on one’s own children ofifpges singing experiences at school.

6.4.2 What understanding do principals have of the relationship beteen the
issues surrounding boys’ education and the place of masssitiging in their
schools?

The participants saw massed singing as a particulaflgaeibus way of
improving the quality of education for the boys in theihaus because it gives
permission to boys to express themselves in ways thatadrraditionally valued by
men in mainstream Australian culture. The issues the&edasurrounding boys’
education concerned the question of masculinity and risusexpressions, as well as
the ways in which masculinity is modelled and critiquedthair respective school

cultures. The participants highlighted the difficultifich boys in coeducational

schools can encounter due to their self-consciousnehbe presence of girls. This can
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lead to boys defining masculinity more narrowly, andaging mainly in activities
which are sanctioned by the hegemonic tradition. In 4oo§g schools, however,
greater scope exists for experimentation in a wide ramgetivities, both traditional
and non-traditional, including the performing arts. Theigggtion of adolescent boys
in a massed singing program can assist them, at a lcrito@ in the social,
psychological and emotional development, to develop @mlguch as affectivity,
creativity and self-expression. Massed singing is paatiulsuited to this purpose,
because it involves all boys in a common activity whatfers them security, belonging,
a sense of corporate identity, and a safe experiendeepf emotion. When boys learn
that it is possible to take worthwhile risks, such asndihg side by side and singing
with gusto, they are more inclined to extend the rarigmsitive risk-taking behaviours
in their school environments. Thus, the relationship betwaassed singing and the

issues of boys’ education is highly fruitful, productive #mashsformative in nature.

6.4.3 What do principals understand about the nature and purpose fomassed
singing?

The participants recognised that massed singing is bemhédidiaman beings in
a number of ways: it promotes physical and psychologiedibeing; raises the spirits;
and is pleasurable and therapeutic. In the contexset@andary school, massed singing
enhances worship; shapes school culture and charaatd@rpkses unity and corporate
identity; expresses the values and priorities of theoachimproves academic
performance; generates passion and emotion; facililategrowth of the inner person;
acts as a vital force for change; promotes a climafgeonission which helps boys to
take risks; brings out a boarder range of personal qualtitiesys; improves choral and

vocal outcomes; and has a lasting effect on old bot®inadult lives.
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6.5 The Review of Literature and the Study Findings

Aspects of the findings of this study illustrate and am@ifnumber of the key
themes explored in the review of literature in Chapten&nely educational and
organisational leadership; masculinity in education aaddeship; and the nature and
benefits of massed singing. These themes will novetbisited in light of the findings

of the study.

6.5.1 Leadership and the Study Findings

The literature on leadership identified a number of key #@semlated to the
concept of vision. Transformational leadership, in paldr, involves inspiring
followers to commit to a shared vision (Bass & Rigg2®05; Bass & Steidlmeier,
1999). All three principals linked their massed singing progitantee ways in which
vision is articulated and represented symbolically wittheir respective schools.
Participant Two described the massed singing prograim ‘@®werful metaphor for
what we’re trying to do in the school: stand side lmesand we walk on”. In his
comments on the countercultural nature of the arts sats¢iool, Participant Three
explained that the massed singing program gives permisgiare¥o boundaries to be
crossed, and raises the question, “... having given eachtb#igrermission, what else
do we give ourselves permission to do?” The three gyaatits also referred to
situations in which they address prospective parents éfuiature and culture of their
school, and in which they draw on the singing progranilustiate their vision. As
Participant Two explained it, one of the messages gaavthrough the massed singing
program at his school is that an over-emphasis orcaalbe yielded to a richer vision
of community that is “part of something bigger”. ParticifsaOne and Three expressed
a similar sentiment when they explained that the apebaracteristics of their schools

are best appreciated from hearing the boys sing togetliarticipant Two also



220

described massed singing at his school as part of a brahd=tienal mission aimed at
“making people, not just good scores”. This articulatiérvision is a key task of
principals (Leithwood & Riehl, 2003) and ranks amongst thet mgzortant things they
do (Leithwood et al.,, 2004). Vision often emerges a®m@se@quence of the leader
involving other actors who assist in the contributory psees of clarification and
synthesis (Kouzes & Posner, 2007). Participant One, thraised the issue of how a
principal might best ascertain whether or not his viewsnassed singing have a basis
in objective reality. Participant Three describedirsstance of seeking clarification
from the Year 12 students about the nature of their surgsgonses regarding the
importance of massed singing in their VCE year, and &f@red to another occasion
on which he asked a member of staff why a particular singroup within the school
had won such great acclaim and credibility. Particighwmb stated that it would be
“difficult for the principal acting alone” to influencée culture of massed singing as it
requires the active cooperation of a number of key peaptess the school. In relation
to the learning culture of his school, Participant Ttalse emphasised the need to push
with the boys the “risk-taking of learning”, and linked tias a vision of creating
academic students, young men, and good citizens. In geparatipants did not
identify themselves as shapers of vision, but nevedbefeequently spoke in the
language and imagery of vision-shaping and vision-identibinathich permeates the
literature, especially when describing massed singingrinstef shared purpose and
group goals (Leithwood, Day, Sammons, Harris & Hopk#80)6), and as an activity

which attracts the “commitment and enthusiasm ohteenbers” (Starratt, p. 43, 2003).

A second key leadership theme explored in the review tefature is the
relationship between leadership and organisational cultBeterson and Deal (2002)

have described school culture as a combination of comelements of values,



221

traditions, language and purpose. Again, all three princlip&isd their massed singing
programs to the peak rituals and events in their sch@oish as speech nights,
valedictory Masses and biennial concerts, in which ngessabout the school's deepest
values are conveyed in explicit and implicit ways. AmBns and Alvy (2003) have
argued, rituals and celebrations call attention to wkaimportant and reflect the
culture’s values in forums that are shared by groups and auyigrwithin the
organisation. All of the study participants made emplsiatements about the cultural
significance of massed singing in their schools, espgcél a means of shaping
identity. Participant One commented that his scha@olisual house singing competition
demonstrates a “very high acceptance of singing as a meargressing who we are”.
Participant Two stated that if he had to choose oneadavent to show someone the
culture of his school, it would be the house music commpet Participant Three
explained how singing at school assemblies is part stfategy of induction for the
Year 9 boys into the expectations about “what it ideopart of this school’. Schein
(1997) has argued, in fact, that the only really importhimgtthat principals do is to
manage culture. In supporting, promoting and participating ik peants, and in
recognising their symbolic value, the participants in stisdy appear to have been
exercising a crucial role in creating and maintaining cel{@gawa & Bossert, 1995).
Indeed, the comments of the study participants seemimnforce the claim made by
Peterson and Deal (2002) that, “Although school culture éplgeembedded in the

hearts and minds of staff, students and parents, iteceghdped by leaders” (p. 12).

A third theme arising from the literature and recognisablienfindings of the
study, concerns leadership and change. Lam (2003) has argtiqutiticipals should
always remain sensitive to the competing pressures foilitsteand change. This

perspective was reflected in a number of the commentde by the three study
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participants who all referred to the fact that theassed singing programs had been
built up over time. Participant Three made an eiptennection with the 100 year-old
tradition in his school of singing in some shape or fowhile Participants One and
Two acknowledged the potential fragility of their singinggmams if taken for granted.
More explicitly still, Participant Three described nessinging at his school as a “vital
change force” which has the capacity to “evolve alm®t#nd a culture in the school”.
He added that he was unable to think of another prograne ischool which could help
to “evolve the school's sense of its own spirit, asdown ethos, as much as a massed
singing program could do”. Moreover, Kotter and Cohen (2006¢ hegued that “the
heart of institutional change is in the emotions” (p.&2point which has been affirmed
by other researchers as well (Leithwood, Jantzi & ddls2002; Kelly, Thornton &
Daugherty, 2005). The use of emotional language to descebangbact of massed
singing in their schools is, in fact, a notable featfrthe comments made by all three
participants. Using terms such as emotion, passionuga#m and desire, the
participants highlighted what they believed to be the uledapower of massed
singing to stir them and their school communities ifqurod and lasting ways. One of
the symbolic benefits of massed singing seems tosbeajpacity to create a sense of
community. Gladwell (2000) has proposed that, in ordehémge people’s behaviour,
“you need to create a community around them where neefvebn be expressed and
nurtured” (p. 173). In describing the enthusiastic participadibstaff in the massed
singing program at his school, Participant Two emphdsise value of creating a sense
of community through singing, and explained how this reim® spirit of unity in his
school. The theme of community was described variobsiyall of the study
participants who spoke in terms of correlative concapth as corporate identity, unity,

belonging, sociability, school culture, and school ctisra
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A fourth theme embedded in the literature on leadershipesetatthe typology
for leadership developed by Bush and Glover (2003) who, irridesr eight different
leadership approaches (Table 3.2), conclude that “most sudclessfers are likely to
embody most or all of these approaches in their wqek12). Although all of the eight
approaches do not seem to be represented substantially negponses of the study
participants, it is possible to discern certain tendesnamongst them which illustrate
some of the different leadership types. One of thet @gproaches is transformational
leadership which, although it has already been addressee @brelation to vision, is
worth revisiting here in the terms in which it is describgdBush and Glover, namely
as a process by which leaders seek to influence schoohamgcdt seems clear that the
strong desire of each participant to influence the ndassging program in his school
derives from the deep-seated conviction that massedngingihighly beneficial in
shaping school culture, and in helping to achieve the goalseo$chool. Moreover,
Bush and Glover contend that the transformational lesdeot primarily focused on
the nature or direction of the outcomes he is tryinmpfiaence. This appears to be the
case for the study participants, who described the waywhich decisions about
repertoire and musical outcomes are handed over t@Bgiscin their schools. Another
leadership type described by Bush and Glover (2003) is moral $gulewhich
assumes that the critical focus of school leadershgiioto be on the values and ethics

of leaders.

In their comments about the counter-cultural nature afsed singing and on
the constructs of masculinity which they are endeanguo shape within their school
cultures, all three participants appear to have spokeofatgrtain strong beliefs and
values they hold in relation to these phenomena. ¥ample, massed singing was seen

by the participants as a way of bringing about certaisqred freedoms which are not



224

always available to boys in coeducational schools, drgiving them permission to
behave in ways not always endorsed by the broader sodiatecu In terms of
masculinity, Participant One referred explicitly tftue need for schools to be places
where multiple masculinities are modelled for boysider to show them that there are
many different and authentic ways of being a man. Altleadership type described by
Bush and Glover, which relates to the study findingacems managerial leadership.
In fact, the three study participants tended to refigmte explicitly on their hierarchical
influence on functions and tasks, rather than on tiegct influence on values and
ethics, although this was implied in a number of theipoeses. Most of the
participants’ comments in relation to how they influemsassed singing as leaders were
made in relation to structural factors such as thesefeof staff, giving time to singing
in the school's timetable, influencing the calendar inotavof singing, resourcing
music departments, increasing budgetary support, and payingiifable venues to
showcase events involving singing. Although aspects of tiaske can be performed
by other members of staff, it is clear that the pguditng principals understood these

structural tasks as largely falling to them.

6.5.2 Masculinity in Boys’ Education and Leadership and the Studyrindings

The literature on masculinity concerned itself in lamggasure with the concepts
of multiple, hegemonic and alternate masculinities €dedin, 1994; Tolson, 1997;
Connell, 1995; White, 2004). As Pascoe (2007) has argued, “thera wariety of
masculinities, which make sense only in hierarchical amtiested relations with each
other” (p. 7). Although Participant One was alone in ekplidescribing the concept
of multiple masculinities, the other two participaatsually referred to the concept also,
without naming it as such. For example, Participant Brated that “if you happen to

be male — you're going to find all different ways topeess who you are”. The



225

responses of the study participants therefore suppocdatkention of Lee (2003) that
there is no single, correct theory of masculinitifurthermore, all three participants
acknowledged that the hegemonic masculinity of mainstr@astralian culture is

critiqued and subverted in their schools by successfuledasiaging programs which
contribute to a healthy climate of permission. Pagudiot Three referred specifically to
this critigue of hegemonic masculinity in his comment thassed singing can
encourage a “more affirming conception of masculinity cekhéschews some of the
worst of prevailing macho beliefs”. The study particigamere unanimous in asserting
that one clear risk in indulging hegemonic masculinity ischool setting is that
adolescent boys will participate in a narrower ranfjaativities. Moreover, Collins

(2005) has referred to what he calls “core hegemonic whatealinity” (p. 94) which,

in the West, has led to the expulsion of all contgstorms of masculinity, especially
ambiguous behaviours which are labelled as feminine or sexoal (Hall, 2005).

Furthermore, Colling (2003) and Crotty (2001) have argued trestaie of affairs has
also prevailed in Australian society. However, the datgplied by the study
participants suggests that this dominant cultural view ofcoladty is not supported

either by themselves or by their school cultures, & tacwhich they have drawn
attention by using the wora@ountercultural in relation to their massed singing

programs.

Literature on gender and musical participation endorsedigwe that students
themselves hold strong opinions about the appropriatenéssertain musical
instruments, including the voice, for males and fem@esce & Kemp, 1993; Green,
1997; Harrison, 2007). Moreover, the literature identifiedumber of obstacles to the

participation of adolescent boys in choral or groupismgvhich included,
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1. physiological issues connected with puberty (Harries, WaNélliams,
Hawker & Hughes, 1997);

2. psychological and sociological messages, including e wif hegemonic
masculinity that singing is a feminine activity (H&005), and therefore
inappropriate for males beyond a certain age (Adler, 2@0d);

3. inappropriate choral literature and training (White & White, 2001)

Significantly, study participants made no reference tofitsé set of obstacles
which may suggest that, in boys-only schools, the wvanatacross broken and
unbroken voices may be less significant to the boysnsbé/es because they feel
comfortable in their school settings; that these atems may be less noticeable or
exposed in whole-school gatherings where broken vodmminate; or that the
variations may be less embarrassing because girlacdrpresent. In relation to the
second set of factors, it seems clear that the @eheol cultures in question actually
convey the opposite message, which holds that singing nsasculine activity of
particular appropriateness for adolescent males. PparticOne certainly referred to
the forthright way in which the boys at his school useet squad singing at sporting
carnivals to assert themselves and their identity tor otfades who reciprocate in kind.
It is also clear from the participants’ responses tmts of all ages in their schools
participate in massed singing activities. Lastly, alle¢hmparticipants referred to
favourite or traditional pieces of music sung by theysban their schools, and
Participants Two and Three mentioned the fact thgs boake their own choices of
repertoire for major singing competitions, and, in thes aasParticipant Two’s school,

also rehearse and conduct their house choirs.
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The literature on gender and leadership described variouspudses of
masculinism which, as Blackmore (1999) has argued, alsam#edhe privileged
discourses in education. However, Swan (2007) has describetiergent leadership
discourse known as affective leadership, with its “assed practices of emotional
intelligence, intimacy, trust, informality, and introspen” (p. 64). It is interesting to
note that, in the responses of the three study paatits, a number of affective concepts
were identified and described. Whereas, on the one kiaggk concepts derive from
the participants’ observations of the boys in their stshdbey also reflect, on the other
hand, the priorities, values and concerns of the leatlemsselves. The very fact that
the leaders described these concepts means that theplare recognise and value
them. One concept which has already been identified omhdee expression of
emotion and passion. Other parallel concepts describ#tklparticipants related to the
inner or spiritual dimension of the person as nurtured byicgetion in massed
singing; and to the unity and trust which result from twerwhelming sense of

community and belonging involved in singing together.

6.5.3 Massed Singing and the Study Findings

The literature suggested that massed singing brings watih iinpressive range
of benefits due to its positive effects on physical, pelmgical and social wellbeing.
This viewpoint was endorsed by all three of the study @patnts. Participant Three
referred to the therapeutic benefits of massed singinde Wiairticipants One and Two
described it as being able to raise the spirits. Pantitiphree spoke of singing as a
pro-social activity, and Participant Two described the pafisinging to help boys lose
their inhibitions. Clift, Hancox, Morrison, Hess, éutz and Stewart (2007) have
identified six generative mechanisms which result framgisag in a choir. Three of

these mechanisms were also described by the study partgipaamely the
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engendering of happiness and raised spirits; the dimirishf feelings of isolation

and loneliness; and the stimulation of the mind and gmitive processes. Participants
also echoed the views of Davidson (2008) who has argueditigattg leads to stronger
emotional experiences. This was particularly evidentthe references made by
Participant One to the annual Valedictory Mass; byiépaint Two, who described the
impact of the school's biennial concert; and by PartitipBhree, who spoke of the

visceral experience of singing and its powerful physicdlspiritual effects.

The literature investigating the relationship between@madgrams and academic
achievement has grown to enormous proportions, as tdedlad Winner (2001) have
illustrated. This point was taken up by Participant Oreg &lso expressed the hope
that a study might be conducted in his school which wondtbese this relationship at a
local level. Participant Three referred to the ripptiect created in his school by the
impact of massed singing which includes an increase in wipatssible for each boy in

the academic domain.

The literature also described the effects of massegingiron liturgy, worship
and school rituals. The view of Parker (1991) that singingether creates a
“‘communion in sound” (p. 115) was endorsed by Participant Omgsineferences to
the various annual Masses held at his school. Furthernk@gferer (1981) has
highlighted the role of hymns sung at assemblies and spa@ghts in “inculcating
religious and social morality” (p. 266), and identified #neging of hymns and school
songs as key elements in schoolgés de passage The prominent role of massed

singing in rituals of transition was mentioned by alethparticipants.
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Finally, the literature examined the seven key actogas identified by the
National Review of Music Educatid®eares, 2005), which sought to address critical
inadequacies in the teaching of music in Australian schoBlisority 5 of the report
describes the need to “improve music education in schtwolsugh supportive
principals and school leadership, adequately educated spdeiatibers, increased time
in the timetable, adequate facilities and equipment” (P. vilhe principals who
participated in this study were all able to enumerate swey which they had
endeavoured to show support for their singing programs,ciedigethrough the
manipulation of structural factors, the employment oktakle teachers, and the

attention given to timetabling and the calendaring of mayents involving singing.

6.6 Observations

Given the comments of the participants, it is diffido escape the conclusion
that the three schools in this study are atypicahénetxtreme. The litany of deficiencies
in schooling and music education which both the reBosts: Getting it Righ{2002)
and theNational Review of Music Educatiq@005) have so graphically enumerated,
seem worlds away from the experiences of boys atd@xldg B, and C. While it is true
that two of these are well-resourced independent sclamolghe third is a select-entry
government school, these characteristics, on their, @@nmot necessarily mean that
schools in more advantageous circumstances will autaatigtiondertake massed
singing or support countercultural pursuits. While the musigallity of massed
singing programs is determined to a large extent by the dengeeof the specialists
engaged to deliver them, the introduction, resourcing andgirmmof such programs
appear to depend, in large measure, on the favourable tispadithe school principal
towards them. In fact, by comparison with instrumentasic programs, which require

a substantial financial investment (given the costth@finstruments themselves, not to
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mention the purchase of expensive scores and arrangemamas$ed singing is
effectively one of the cheapest group activities avaalamla school, as it requires so

little resourcing. The key issue, therefore, appeas targely one of choice.

Although none of the participants referred specificaity the two major
Commonwealth Government reports into boys’ education #ued state of music
education in Australia, each of them addressed aspedis oéports’ basic concerns in
the comments they made about gender and masculinity, imnrelation to the
significance of massed singing programs in schools. Intlae comments of all three
principals reflect an acute sensitivity to the contemporssues of socialisation and
education affecting boys in contemporary society, adl we a high level of

responsiveness to the challenges arising out of suclsissue

It was also clear from the study that well establisheassed singing programs
cause few challenges or concerns for school principsdsies relating to the occasional
comments from some staff and parents about the unddispralbilosing study or class
time to singing rehearsals, appear minor when costtasith the impressive list of
benefits established by the research. The principals mported these negative
comments were not concerned about them, and actualy them to illustrate the
strength of their own convictions that the loss of timethese instances is easily

justified.

6.7 Contribution to Scholarship
It is hoped that this research has made some worthwbitgribution to
scholarly debate on the nature of leadership and the pmiweassed singing to enrich

and shape school culture. The research appears toscfielarship certain findings
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which the literature does not seem to address. In p@artichis inquiry highlights the
relationship of the principal to the process of influenamgssed singing in secondary
boys’ schools, whereas existing research tends to asigehthe role of the music
educator, the experience of the student recipientseimpitbcess, or the intrinsic merits
of the massed singing experience itself. The principats pahnticipated in this research
were all of a similar mind in stating that the deliverfytloe musical content of their
massed singing programs was in the hands of suitably gdatiheral specialists.
However, the same principals also described a varietyagt in which they use the
influence and nature of their office to resource angport their schools’ massed
singing programs. They believed that their most siganficpractical influence was
exercised indirectly through structural, administraiwel organisation factors, the most
important of which were the hiring of competent singing hees; the allocation of time
to massed singing, including the strategic scheduling in alendar of peak singing
events; and the wider promotion and defence of the singingram. On a symbolic
level, they also influenced massed singing by being seesintp along with their
students and school communities at assemblies, conapdsin religious rituals.
Underpinning these actions were a keen awareness wétloeis benefits of singing in
groups; a personal inclination to sing, coupled with an enjoyiesinging with others;

and a heightened sensitivity of the impact of singingaol culture.

This research also offers scholarship a clear pictiitbeorelationship between
massed singing and the shaping of school culture. Whése¢ ik substantial literature
in music education which addresses the academic, sodat@nitive benefits for
students of participating in choral singing, there seerhave been little attention given
to the relationship between massed singing and the moreeetysnbolic and affective

dimensions of school culture. At a more specific lestdl, there appears to be even
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less literature which attempts to describe the multiplationships explored in this
inquiry among the key themes of school leadership, sahdinire and the construct of

masculinity.

These findings strengthen the argument for the widesprg@adduction of
massed singing programs in secondary boys’ schools. dditdrature suggests,
singing has always been regarded as beneficial to huemagsbh but what this research
also highlights is the special relevance of singing ®ocio-cultural context in which
adolescent boys are faced with new and potentially tistyirchallenges. Massed
singing is a highly effective way of offering boys a lh@asense of corporate identity;
it provides a powerful means of self-expression; itergffa tangible experience of
belonging; it can establish a non-threatening conneetitmthe world of emotion and
affectivity; it can counter depression and alienation; iabdings with it the promise of
some extraordinarily transcendent moments. It seesngarkable, therefore, that we
must still regard it, in spite of its unique potentiabt@pe school culture, as a marginal

activity in the world of secondary boys’ education imtemmporary Australia.

6.8 Limitations

This study has focused on how principals in secondary szy&ols view and
influence massed singing. A major limitation of thedy is that its findings are
applicable only to the three principals who took part, amdhe school contexts
described by each of them. However, it is feasible &wwhe findings as having
relevance for other principals, given that the expedena exercise of leadership, and
the nature of school culture, especially as it is sha@pedenriched by the performing

arts, are common to many school leaders. The findimgs also have implications for
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secondary schools in which a massed singing program h&s etintroduced, but in

which there is a desire to introduce one.

6.9 Implications for the Profession

This research into the influence of principals on masseging in secondary
boys’ schools has implications for school leadershgmeeially principals and their
boards; the teaching profession, in particular, chardl\acal specialists; parents and
the arts community; government education authorities angypalakers; and this

researcher.

6.9.1 Implications for School Leadership, especially Princgds and their Boards
For principals who remain undecided about the effectanagsed singing
programs on the tone, culture and ethos of secondayy Ilsahools, this research
illustrates a wide range of substantial benefits acnassy areas of school life. The
approaches described by each principal suggest a varietyatdgses, structures and
philosophies which have already proven successful in peaetnd which, in the case of
one school, have been in place for over a centutyis fiesearch indicates that boys’
schools which embrace massed singing wholeheartedly eatvely, have everything
to gain and nothing to lose as far as all of the key btd#lers, including principals, are
concerned. It is also clear from this research tiftparticipating principals were all
conscious of performing a kind of social engineering noleesourcing, favouring and
advertising their massed singing programs which they sawwgercultural strategies
aimed at symbolising and enabling diversity, integrity andg®al choice among their
students. Principals who undermine hegemonic masculinity pbgmoting
unselfconscious involvement in the performing arts, sendveerfol message to the

boys in theirs schools, and to their broader school aomiras, about the kind of
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freedom and empowerment that it is possible for young nee experience. In
particular, the research indicates that principals ke players in influencing the
inclusion or exclusion of specific programs and activitietheir schools, and that they
perform important roles as advocates, promoters, metneurs, defenders and
supporters of the causes they choose to espouse. Oécpungipals do not exercise
leadership in isolation, but are required to work collalbeebt with other leaders in
their schools, and with school boards, governing couacits systemic authorities. |If
these groups are to be made aware of the benefits afethasnging for school
communities, then it will most likely fall to the pdipal to do so. By drawing on
research which represents the positive experiencesotdsgional colleagues, and by
demonstrating a personal commitment to promoting and resguacimassed singing
program, principals are in a prime position to influences¢hawho exercise executive

decision-making powers relative to their schools.

6.9.2 Implications for the Teaching Profession, including Choraland Vocal
Specialists

The study is also relevant to vocal and choral teacheiboys’ schools who
attend to the actual delivery of singing programs, oftechallenging circumstances,
and sometimes with over 1,000 participants at a timee rékearch presents them with
a range of insights additional to those with which thegy already be accustomed as
specialist music teachers. Whereas it is usual foaharod choral teachers to judge the
efforts of their choirs and massed singing groups on kasis of successful
performances and the achievement of objective musid&riar this study outlines
additional benefits specific to the individual personthi® school community and to the
broader cultural context. While the emphasis in thislysthas been on the role of the

principal in influencing the phenomenon of massed singinig, élear that competent
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and committed teachers are critical team members imt@npeise which demands great
energy, expertise and creativity. It could also batagy for teachers and principals to
consider how they might use the boys’ participationimgiag to generate discussion
with them at times about the nature of what theyparécipating in, both from the point

of view of the aesthetic dimensions of massed singmgyedl as from the perspective
of its countercultural qualities. Such instruction, if giveensitively and as an

incidental aspect to the boys’ socio-musical expeaenught well enhance and extend

the existing instructional context.

6.9.3 Implications for Parents and the Arts Community

The research is also of potential significance to parand the arts community.
Parents may well be interested in seeing their sortgipate in choral and massed
singing activities which present a unique opportunity for ivating the aesthetic
dimensions of the human person, for freeing boys frogatiee peer pressure and
cultural repression, for allowing them to experience ptagcee and solidarity through
making music with other boys, and for opening up the woflthe performing arts
beyond the experience of schooling. On the other hamd,attse community, in
particular the many choral groups which rehearse and pernformajor cities like
Melbourne, relies on schools to provide young peopleeaslly boys, with positive
experiences of group singing which may one day inspire tleepatticipate in adult
choral societies to the mutual advantage of all coecernThe study has certainly
affirmed the cornucopia of physiological, psychologmatl social benefits available to

those who participate regularly in choral singing.
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6.9.4 Implications for Government Education Authorities andPolicy Makers

In conducting reviews into boys’ education and the statususic teaching in
Australia, the Federal Government has signalled itsce&ms about the challenges
facing boys in a number of areas related to self-estewhpersonal development. The
report,Boys: Getting it Righ€2002) concentrates heavily on identifying themes such as
underachievement, alienation and disengagement, but maksagnificant reference to
the place of the arts in the education and socialisatidooys. This research expands
contemporary perspectives on the importance of theiratte education and personal
growth of boys, and offers examples of how effecpwegrams work in those schools
which use them consciously to the advantage of their aogisin the shaping of their
cultures. Government departments and agencies might lltowieaw more widely on
best-practice schools, especially given their rastyaa as massed singing programs are
concerned, and use the insights they provide to enhameefarmulation and

implementation of educational policy.

6.9.5 Implications for this Researcher
Finally, the study impacts on me as researcher. Xperence of interviewing

principals in their own offices and on their own educatloturf made a great
impression on me, as it was there that | encountéree men whose deep love for their
school communities was evident both in the substanteeafresponses, and also in the
animated manner in which they offered them. All thregi@pants are experienced
practitioners in education and leadership, and yet notieeaf could be regarded as a
musical or choral specialist. Nevertheless, thethiesiasm for massed singing and
their efforts to support and develop it were abundandgrcirom the time | spent with
each of them in the interview context. As leaddisytalso recognised and articulated

their understandings of the role they have in challengégemonic masculinity and in



237

fostering the personal gifts and talents of the boyheir schools, without prejudice or
exclusion. In reflecting on the participants’ respesiover an extended period time and
through a number of intensive processes, | have corappeciate the great humanity

of those | interviewed and their genuine concern fobthes in their schools.

Taking into account the principals’ responses and teeatiire in support of the
multifarious benefits of singing, | find myself asking wihys that so few boys’ schools
in Australia have in place a singing program comparable witdse currently in
operation at Schools A, B, and C. It is worth beanmgind that the claims made by
the three principals in this study about the effects afsad singing on their respective
school cultures are claims of the highest order. Ierotfords, these men do not regard
massed singing as a glamorous accessory, or a nice @ieeducational window
dressing. On the contrary, they see the participatidheaf boys in massed singing as
tied in with the deepest elements of mission, ideraitg symbolism in their school
cultures. These principals see massed singing as a pot&ltte to the manifestations
of alienation, disengagement, meaninglessness and lad&ndity which have been so
readily attributed to the current generation of boyd young adult men. In fact, the
behavioural and attitudinal problems identifiedBxyys: Getting it Righ¢2002) and the
National Review of School Music Educati@®05) seem to be the very ones which are
countered by healthy and regular participation in massedngingivhy should only a
few schools be able or willing to offer those educafi@mgportunities which appear to
be the most needed, and which have the potential to éhadimuman person in unique
and profound ways? Why do so few principals seem awateedfenefits of a massed
singing program? Why do their educational priorities seefietelsewhere? What is
so good about this “elsewhere” if it is leading to goweent reports which identify

significant and urgent problems in male youth culture anthéndelivery of music
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education programs in Australian schools? | believe dqbhastions such as these are

fundamental to contemporary social and educational debaigstralia.

6.10 Recommendations for Further Research

Further research could be undertaken in relation to asmécthe three key
themes which form the conceptual framework of this stuelgufe 3.1), and their

various interrelationships. Five issues emerged folnduinvestigation.

6.10.1 Recommendation One

First, and from the point of view of leadership, it seamportant to research the
experiences of those principals who represent categankke the categories of the
three principals who participated in this study and wheeweaanimous in affirming the
benefits of the massed singing programs in place in tegective schools. Principals
in the unlike categoriecould include those who see massed singing as having no real
value for their schools, and who therefore do not suppothose who have had a
massed singing program in place and have abandoned it ferreason or other; those
who would like to having massed singing in their schoolswina are unsure as to how
to implement it or promote it to their school commigsif and those who acknowledge
the potential value of a massed singing program, but who dsuppbrt it because they

rate other activities as more important.

6.10.2 Recommendation Two

Second, and in relation to the category of principalsl agove, research might
be carried out which situates massed singing in the coot@ther aesthetic, spiritual,
artistic or symbolic activities which principals alsa@aed as influencing their school

cultures in significant ways, such as dance, liturgtherfine arts.
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6.10.3 Recommendation Three

Third, and focusing on the genderfication of schooling, thetdd also be merit
in investigating how principals of girls’ secondary schoa@ed principals of
coeducational schools view and influence massed singing ein tarious school
contexts, in the hope of identifying similarities and iisigrities between the cultures

of girls-only, boys-only and coeducational schools.

6.10.4 Recommendation Four

Fourth, and focusing on massed singing itself, it would beatde to investigate
how other members of school communities, such as teadtedents and parents, see
the role of the principal in influencing massed singing inrtbehools, and to contrast
this with what principals themselves say about the natitkis activity, and the level
of influence they exert over it. Thus, the views of@aler range of stakeholders could

help to contextualise and shed new light on the perspeatithe school leader.

6.10.5 Recommendation Five
Finally, studies might well be undertaken in order tol@ng aspects of this

present research by alternate methodologies or fréflereht epistemological stances.
While the small number of boys’ secondary schools incivlmegular massed singing
takes place would militate against quantitative or stedisstudies, ethnographic or case
study methodologies could nevertheless shed new ligtlteokey phenomena described
in this study, or reveal other significant factors as ynrecognised. What remains
important in all such pursuits is that our understandifgisese valuable phenomena be

enhanced and expanded. A summary of recommendationsestaes Table 6.6.

Table 6.2
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Summary of recommendations for further research

Recommendation 1 That researchers explore views on massed singing in
secondary boys schools by interviewing principals who|do
not have massed singing in their schools in order to explore
the perceptions of those who are unfamiliar with or outside
the actual phenomenon of massed singing.

Recommendation 2| That researchers ask principals to discuss the impact of
massed singing program relative to other arts programs in
place at their schools in order to explore whether or not|any
of the special qualities of massed singing are present|in

other performance activities.

Recommendation 3| That researchers investigate massed singing in girls-oply
and coeducational schools in order to ascertain whether or
not the findings relative to boys’ schools are in any way
comparable.

Recommendation 4| That researchers ask members of school communities ¢ther
than principals to reflect on the role of the principal in
influencing massed singing in their schools in order tq

compare and contrast the responses of principals.

Recommendation 5 That researchers employ a diversity of study designs
including case study and ethnography to investigate the
influence of principals on massed singing in secondarny

boys’ schools in order to reveal and explore other aspegts of

the phenomena.

6.11  Such an Excellent Thing

Our schools need leaders who are in touch with the adireary opportunities
available to schools to empower their students, taqaatcontemporary social agendas,
and to inspire and ennoble the human spirit, especlaibugh uplifting activities such
as singing. A good choir is, in fact, an excellent mesajidr an effective school. The
choir’'s aim is to use the unique timbres and charadtsrisf many voices to create a
unity of sound in which no individual voice is recognisalalad through which the
global benefits far exceed the sum of the choirtsgpaA good choir also needs a leader

who shapes and crafts the common sound, allowing allistee to contribute
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optimally towards something that can take on a lifat®fown; something which is
ultimately about personal growth and self-transcenderidee great English composer
of the renaissance, William Byrd, is reputed to haveeosaid, “Singing is such an
excellent thing, that | wish all people would do it”. Fistudy has suggested that there
are at least three school leaders in Melbourne who,hondred years on, continue to

share Byrd’s ardent belief in the remarkable power ofjson
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Appendix A

Questionnaire

Written Responses from Participant 1 (P1)

The Purpose of the Questionnaire:
To investigate the role of principals in influencing thagel of corporate singing in
secondary boys’ schooling

Instructions:
1. Please read the questions carefully.
2. Take your time in answering the questions.
3. Do not put your name on this survey.
4. There are no right or wrong answers.
5. Thank you for your participation.
Note

For the purposes of this study, the term “corporate iyigiefers to those situations in
which a Year Level, a number of Year Levels, or th®l School Body is engaged in
singing in school-related contexts, such as assembhés;ivil or religious ceremonies.
It does not refer to specialist groups such as Schoot€hoi

RESPONSES

1. Does singing have any particular value for human beings?

P1 It lifts the spirit and provides many with both a sene of well being
personally and a sense of belonging.

2. How do you believe mainstream Australian culture views corpate
singing?

P1 Few people would have an opinion.

3. When you were a student in secondary school, on what sorts of
occasions did you participate in corporate singing, if at all?

P1 Liturgy and full College practice for liturgy.

4. Do you have any particular memories — pleasant or otherwise — of
corporate singing as you experienced it when a secondary dant?

P1 No!

5. Does corporate singing take place in the school of which yoare
principal? If so, on what occasions and in what forms?

P1 Yes.
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(1) Liturgical Celebrations — Year Level, House, Campusle@el
(i) Assembly — Campus by Campus

(i)  House Competitions

(iv)  Musical Performances — all involved not only choir

(v) Sporting Events!

What is your reflection on the place of corporate singing iryour school?
Are you happy, for example, with the amount of corporate singig
which does or does not take place?

A school which sings, particularly an all boys schisdlar more likely
to be genuinely and openly supportive of the broader artsgmg

Do you ever sing along with your students in situations whereorporate
singing is expected? If so, why? If not, why not?

Yes,
(1) | enjoy it
(i) Set example

In general, do you believe that gender is an issue in inBncing whether
or not boys respond to the expectation that they will partipate in
corporate singing?

Yes, simply look at the level of male members inirshat coeducational
schools.

As principal, are you aware of any views or opinions from stdents in
relation to the corporate singing in which they are expecte to
participate?

Specifically no. | do think boys accept corporatgisgas part of who we
are as a school.

As principal, are you aware of any views or opinions from st&fin
relation to the corporate singing in which boys are expectedot
participate?

Strong support for singing as prayer. Recognition ofreygyipart in the
creation of a diverse cultural climate.

Does corporate singing affect school culture? If so, in whatays?

Prayerfulness
Identity
Acceptance of the arts

As principal in your present school, have you made any decisisntaken
any actions or supported any practices which were intendet influence
the place of corporate singing? If so, what were they?
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Appointment of key staff
Increasing occasions when “corporate singing” takesepla

Do you have any plans for influencing the future place of corate
singing in your school?

No.

Does anyone else in your school have a significant influence thie place
of corporate singing (please mention any such people by theles they
hold, rather than by name)?

Music Teacher — Choral

Assistant Head of Music

Choir Director

Are you aware of the history of your school in relation to peicipation
or non-participation in corporate singing? If so, what is thishistory?

Present over the last 12-14 years.

Do you have any other comments to make on the issues raisedtlns
guestionnaire?

(No response).

THANK YOU FOR FILLING OUT THIS QUESTIONNAIRE
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Appendix B

Questionnaire

Written Responses from Participant 2 (P2)

The Purpose of the Questionnaire:
To investigate the role of principals in influencing thagel of corporate singing in
secondary boys’ schooling

Instructions:

Note:

agrwpdE

Please read the questions carefully.

Take your time in answering the questions.
Do not put your name on this survey.
There are no right or wrong answers.
Thank you for your participation.

For the purposes of this study, the term “corporate iiyigiefers to those situations in
which a Year Level, a number of Year Levels, or th®l School Body is engaged in
singing in school-related contexts, such as assembhés;ivil or religious ceremonies.
It does not refer to specialist groups such as Schoot€hoi

P2

P2

P2

In what ways, if any, does singing have any particular value fonuman
beings?

The music we listen to and the songs we sing fornsdbedtrack of our
lives. Singing raises the spirits and expresses outivtga Everybody
sings — even if only in the privacy of the shower —dnging in groups has
a special bonding power.

How do you believe mainstream Australian culture views corpate
singing?

Most would probably consider it quaint and old-fashiori&gt most would

also happily participate in singing the National AnthenmWaltzing Matilda

at a football match. Bar room chants are a crude fdrooigporate singing.
So while many — especially males — would turn their napest the idea of
this type of signing, most of them would participate in edarm of it.

When you were a student in secondary school, on what sorts of
occasions did you participate in corporate singing, if at all?

School Assembles

Mass

School Choir

House Singing Competitions
School Musicals
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What particular memories of corporate singing — pleasant or otarwise -
do you have from when you were a student?

| was somewhat unusual, | suppose, in that | alwayseshgigging at
school and actively pursued opportunities to participate i was actively
involved in the choir and enjoyed the wide range of musicsang. This
caused some unease, being in a single-sex boys’ schdgomy love of
singing won out.

Does corporate singing take place in the school of which yoare
principal? If so, on what occasions and in what forms?

Yes. Assemblies

Church Services

House Music — (most popular competition in the school)
Massed Singing at Biennial Concerts (1000 voices)
Large Choir (300+)

Chamber Choir

What is your reflection on the significance of the place otorporate
singing in your school? Are you happy, for example, with themount of
corporate singing which does or does not take place?

Our school has a strong tradition in corporate singimgj,our students seem
proud and keen to continue nit. They with gusto when givempportunity
to do so. This gives the student body a great feelingelminging to their
larger community. They know it is unusual but are proudktee this as one
of the defining characteristics of our school.

Do you ever sing along with your students in situations whereorporate
singing is expected? If so, why? If not, why not?

Yes, always. Staff and students all join in theisghg it is something
we do together and it helps to promote the culture ofrging

In your experience, how do you believe that boys respond to the
expectation that they will participate in corporate singing?

Our boys seem to enjoy it — particularly with certmings. The culture here
is such that they do not question it and just join in.

As principal, are you aware of any views or opinions held bgtudents in
relation to the corporate singing in which they are expecte to
participate?

The love the big occasions and have adopted some sgnilkg
Anthem from Chess) as unofficial school songs. yldentinue to sing these
with gusto even at Old Boys’ Reunions.
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As principal, are you aware of any views or opinions held yp staff in
relation to the corporate singing in which boys are expectedot
participate?

| think all members of our community enjoy our corpositiging and
join in. The massed singing at our biennial concerts ig g&citing and
emotional to be part of.

Does corporate singing affect school culture? If so, in whatays?

Definitely. Singing bonds the members of the sctom@ther in a

common experience which has an impact at a spiritual.leMouse Music
involves every boy in the Senior School and is passibnatepared for and
performed.

As principal in your present school, have you made any decisisntaken
any actions or supported any practices which were intendet influence
the place of corporate singing? If so, what were they? Why dliyou
make them?

Only to support the present culture.

What plans, if any, do you have for influencing the future pce of
corporate singing in your school?

Only to support the present culture.

Who are the other people in your school who have a significant inence
on the place of corporate singing? In what ways do they infence the
place of corporate singing?

The Director of Music has had a huge influence on the dpuednt of this
culture at our school. He is a very colourful chanmaateich loved by the
students, and takes several “Hymn Rehearsals” througheyear. He also
prepares the students and conducts the massed singing ateaooralbi
concerts.

Outline briefly the history of your school in relation to its participation
or non-participation in corporate singing.

Since the late 1960s, singing and music have been codsidgrertant
parts of our school program. Each Head since then (ak thf them?) has
supported and encouraged this trend.

Do you have any other comments to make on the issues raisedtlns
guestionnaire?

(No response).

Please comment on any other issues which have not been edis but
which you feel are important in a study such as this.
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P2 I think the single-sex status of our school makeaster to build the culture
of singing. | have worked in co-educational settings whergas been
extremely difficult to build a culture of singing — esp@dly for the boys. In
a boys only school this does not seem to be an issue.

THANK YOU FOR FILLING OUT THIS QUESTIONNAIRE
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Appendix C
Questionnaire

Written Responses from Participant 3 (P3)

The Purpose of the Questionnaire:
To investigate the role of principals in influencing thagel of corporate singing in
secondary boys’ schooling

Instructions:

Please read the questions carefully.

Take your time in answering the questions.
Do not put your name on this survey.
There are no right or wrong answers.
Thank you for your participation.

agrwnE

Note:

For the purposes of this study, the term “corporate iyigiefers to those situations in
which a Year Level, a number of Year Levels, or th®l School Body is engaged in
singing in school-related contexts, such as assembhés;ivil or religious ceremonies.
It does not refer to specialist groups such as Schoot€hoi

P3

P3

P3

In what ways, if any, does singing have any particular value for
human beings?

Within the context of ‘corporate singing’, singing oaty provides a
pleasurable, therapeutic and positive emotional well-bamymode of
expression, it also is capable of building significanisseof collective
belonging, shared purpose and achievement and camaraderie.

How do you believe mainstream Australian culture views corpate
singing?

For the majority, with blissful indifference. Thaas no real cultural
locale or tradition within mainstream culture. It is lpably viewed as
‘institutional’ perhaps with some residual memory ¢iu€h or religious
affiliation.

When you were a student in secondary school, on what sorts of
occasions did you participate in corporate singing, if at all?

Yes; consistently across Years 9-12 at MHS. | gasseamember of
School Choirs in Primary School. | also sang asrchwmber and
soloist in Church choirs from age 10.

What particular memories of corporate singing — pleasant or
otherwise - do you have from when you were a student?
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Very pleasant, with the possible exception oflsalling a boy soprano
voice in Year 12.

Does corporate singing take place in the school of which youear
principal? If so, on what occasions and in what forms?

Yes. There is a well-established tradition of ‘singisgeanblies’ for
Years 9-10 and Years 11-12 for most of the year as weingéng at
assemblies which are held weekly for Years 11-12 and bidwes
Years 9-10. There are also several large ensemble schoath
auditioned and non-auditioned and a Speech Night massed ahoi
1,370. All students also participate in a Choral competiti

What is your reflection on the significance of the place of ¢porate
singing in your school? Are you happy, for example, with the
amount of corporate singing which does or does not take place?

Yes, the current program is adequate and well-proven gpected.

Do you ever sing along with your students in situations where
corporate singing is expected? If so, why? If not, why n@t

Yes. Always, as do all staff in each weekly assgmbl

In your experience, how do you believe that boys respond the
expectation that they will participate in corporate singing?

Initially those with no previous exposure may havervasens but the
prevailing culture and expectations overcome this verykguicWithin
three months the vast majority are enthusiasticcanamitted.

As principal, are you aware of any views or opinions held by
students in relation to the corporate singing in which the are
expected to participate?

We survey students on matters connected to schoadidgarly. Our
senior students report an extremely high endorsemenheofinging
program despite significant academic pressures and psoritie

As principal, are you aware of any views or opinions held by stain
relation to the corporate singing in which boys are expecte to
participate?

Generally well embraced as staff are conscious ethios and wellbeing
building capacities.

Does corporate singing affect school culture? If so, in whatays?
Absolutely. 1 am convinced we would be unable to fostancmnsive,

pro-social and cohesive school environment and ethos withsinging
program.
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As principal in your present school, have you made any decisisn
taken any actions or supported any practices which were iehded to
influence the place of corporate singing? If so, what werthey?
Why did you make them?

Inclusion of choir rehearsals on Open Day to ersotential entrants
are exposed to the experience and expectations ofdbeapn.

a. Assistance in co-authoring a book chapter with Musidc efahe
school.

b. Promoting the program and its importance to the sclarohaunity.

c. Improving the budget and support for the program.

What plans, if any, do you have for influencing the future pce of
corporate singing in your school?

Promoting and supporting steps through the National Refidusic
Education to enhance not just the School's program butapacity to
serve as an exemplar.

Who are the other people in your school who have a significant
influence on the place of corporate singing? In what ways dbey
influence the place of corporate singing?

The Music Staff... the program’s heart and engine. Studsarning
Coordinators — through promotion of School Assemblies.

Outline briefly the history of your school in relation to its
participation or non-participation in corporate singing.

Has existed as an integral component of the schoolgonagince the
School's inception over 100 years ago.

Do you have any other comments to make on the issues raisedhis
guestionnaire?

(No response).

Please comment on any other issues which have not been rdidaut
which you feel are important in a study such as this.

Yes. | feel that singing has a special capaciassist Boys’ Schools in

particular in fostering an affirming pro-social culturedancouraging a
more affirming conception of masculinity which eschewms of the
worst of prevailing ‘macho’ beliefs. We also feel tlthe program
assists in broader positive influences within the learaing classroom
climate of the School.

THANK YOU FOR FILLING OUT THIS QUESTIONNAIRE
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Appendix D

Transcript of Interview with Participant One

l. Interviewer
P1. Participant One

So, thank you, Stephen for participating in this interview The idea is this is what
I’'m calling a ‘semi-structured’ interview, so we have an ageda that’s fixed in one
sense, but it derives from the Questionnaire; so theré’be some follow up to the
guestions raised in the Questionnaire, and then we’ve gdte scope, if other things
emerge, to deal with those.

Fine, good.

And there’s a certain flexibility, then, about the inteview context. So the idea is
that, giving you a questionnaire about a fortnight ahead of the terview helps to

raise some of the issues without you being put immediayebn the spot in an
interview situation, so I’'m hoping that your brain has ticked a little over on some
of the questions that were raised ...

There’s a chance!

So, can we just begin by going back to that experience khow you've had a lot of
things go through your mind since then — but, in terms of th Questionnaire, are
there some things that stood out for you amongst the questiotbat caused a
response, or some things that you would have liked to have giverore on, or that
caused you to think subsequently

| hope it demonstrates how much is going on in my lifeaathan a failed memory!
The thing that ran through my mind more than anything wasditfieulty |1 had
ensuring | differentiated between what you'd referred tonassed singing’, as distinct
from choral work...

Specialist singing...

Or higher-end choral work. And | think at times | wonddetier | blurred the two — |
was conscious of it — but then | think | took a decisioa faw responses to differentiate
clearly between the standard, say, of the Cathedrati€érs or the trained choir from
what might be, ah, considered massed singing, and | woulsider, for example - |
think 1 did in my mind - massed singing to range from whatde well or poorly on
Assembly, to the House Singing competitions, to even,yimmmd, | think, were the
boys who get to do the musicals #@lgama Gamestc, in choruses who | don't consider
- with no disrespect to those that prepared them — wduwdnsider them trained voices
as such, and when they're in just the ‘mob’ — so thed W@ my mind, and then so a lot
of my responses were flavoured by that, | think.

But that sounds like a distinction that's pretty clear nowbetween the specialist
groups in the school and what the ‘mob’ does, if you like.
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Perhaps, perhaps, yeah.
It's reasonably clear.

| guess the other one that was in my mind a little tmsg to be ... | wasn’t sure

whether | could be accurate, and | think sometimes thisepfbn a whole range of
things, can confront this as a challenge ... my belied aghiat we're achieving, and my
view as to what we’re achieving, may be different fraawht’'s been seen by boys, by
colleagues, or by our broader community.

Yes.

And so, | guess sometimes there’s going to be that ibati¢he Head’s aims seem quite
clear, and the leadership group might be saying, “This is wkag trying to do, and
we might think we’re achieving it, but that might not be teality.” So, | was a little
conscious of that as well, saying, “Tick off yes: thisvisy we're doing this; yes, we're
achieving this,” but | thought a number of times when | @wamg it, “This requires
validation from someone else.”

Well, in a sense yes, but this is where the study is tmsing on the principal’s
views...

Oh, okay...

And the Role of the principal, so, in a sense, it's not guy to be subject to
verification by consultation with the rest of the school commnity.

Okay, but even from my view — | guess my view will be repregeed — but it was me,
perhaps, reflecting as | did this, “Well, gee | hope I'cowate in my own assessment
of the impact that we’re having by doing this!” So, | questhat.

And that raises an issue that came up in relation to one of yowesponses, and |
might come to that a little bit later on, because I'd liketo pick up some ideas from
the sorts of things you've said, but taking up that very firstpoint that you've

made: this is a school, then, where specialist groupseapresent and have a high
profile, and you also have contexts where, on a reasonably fregut basis, the
“mob” or the whole group would sing — the corporate group woud sing together.

Do you see any effect, or influence, or relationship betwa the two, the fact for
example that this is a school that's unusual for having a Ca#dral Choir and three

choirs in it as well, and then it also expects everyone eldo sing, trained or
otherwise?

A strong relationship. | think it would be a relationshigween trained groups and
corporate or community involvement, or mob singing, thatild/ be there if we didn’t

have the Cathedral Choir, though. Because | think as & commitment by a
predecessor — by Bill Wilding — and something that | supported,it my role ... it

was part of a cultural ... to get boys to have the confideand to have the enjoyment
of singing was something we both thought was importiintias something that wasn't
happening in a significant way, and it was seen both ah&le to help bring about
cultural change, and also seen clearly as a litmus¢ovwhether or not you were
achieving that cultural change. Now, the fact that thitesgres on a timeline virtually
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run parallel to the introduction of the Cathedral Cl@ire means that it's going to be
hard to differentiate, but | would think still think that,eevif the Cathedral Choir had
not arrived here in 1996, some of the decisions that haa® tm@ade in regards to the
place of corporate singing here, would have been taken gnyMaw, having said that,

when | speak to parent luncheons, to people or even & otlieagues, | sometimes
say we cheat a little in our choral work because we bavall these little elements of
yeast sown throughout from 5 to 12 that are able tavh#it we're doing.

So the reality is, the corporate group is infiltrated to sora extent by the specialists.

And the specialists — there’s enough of a range of peeialists... | don’t think the

Cathedral Choir isn’t seen, as it might in its fifestv years perhaps: “Gee they're
different,” but the Cathedral Choir is one manifestatf specialist choral work I think,
now, and the fact that Glendalough Choir and the Se@iair, and the one area is
probably the lower secondary...

Middle School Choir.

Yes, Middle School, but there’s so many other spetsaéiad the profile that the boys
that take the leads in the musicals receive from theraanty and from the boys means
that so many of them are seen as specialists and/@esziognition, acclamation for it

that that’s made the whole thing easier, so it's ast pne group of specialists, and yet,
obviously a number of boys we’d have in ...

In all of the contexts.

They're in all the contexts. When you look at somelikee Captain of Music this year,
[Student’s name], you can't put a price on boys thathleto move with such ease and
such confidence across such a whole range of music, éutjukt with voice, having
that confidence to get up and do things and the rest o€bm®ksaying, “This is good,”
makes it so much easier.

That's great. So, just talking about the phenomenon of singingenerally and what

it does for people, and what it does, then, when it's ansferred into a specific

context like a school, this idea of it bringing a sense ofelonging and a sense of
well-being, how does it do that? Like, how does singing pmwote in the school a
sense of belonging?

| was conscious of this when | was writing, actuallyt reéflects how | feel —
appropriately or inappropriately — when I'm in that contayself, and some vain hope
that a fifty year-old’s sense of what’s being achiewetaing shared by ten, fifteen and
eighteen year-olds, and | think there is some senseth&work that's done by yourself
in the preparation for us to go in and sing at Valedictothat brings a sense to that
worship and the nature and the tone of that worship, sheod a question about that.
When you share that Mass with parents and boys aftéswthey speak of it for years
to come. And | think that is a manifestation directfytloat. And for those — it's
interesting to see staff who are new to the schotil thie boys when we go into the
Cathedral again, so that sense of participation inggttinat comes about because it's an
access to the liturgy that perhaps many more boysaandoctable with that as access
than perhaps with what might be seen as tradition&sado liturgy — so it's there. To
take it to the other extreme — it’s that from the wivio the pagan — the fact that, you
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look at, what do [School A] boys do when they're at RS Athletics, or at the Head
of the River? They sing. And so, it's not just thenthar the war cry - pretty poor
singing, lots of it!

But what's singing doing for them?

There’s this group identity. It's saying: these are oungspwe know this, this says
who we are — | don’'t know whether this gets published —at'slear expression of
identity because, one time a particular school I'veigahy head ... some chants that
belonged perhaps a few decades ago in terms of their casmareaur ancestry or faith,
and the student response here | saw was deciding to dmgt;Be our Light' when
they were being heckled or chanted against about beirfglicaetc. There, as | say,
it's almost paganistic in a way, it's tribal in anotherywaut that was the student
response. So, it says, “We say who we are througlydbis” The way they’ll all leap
on to ‘Power of Your Love’ and massacre that withhsdelight in a whole range of
circumstances, tells me that the boys say: this isnoegens by which we express we're
part of [School A]. So, it goes from the highpointttee low point, and if you go
through very often ... weekly assemblies aren’t as ideadause you'll ... peaks and
troughs in terms of their involvement there ... | think & tBlendalough boys and their
response there and that corporate thing, and at Wateatfrstill very strong as well.
So, there’s enough of a constancy in that, that | thunkboys therefore see the massed
singing as a statement of being a Kevinian.

And in terms of preparing for a liturgy, there’s the experience in the actual liturgy
of singing, but there’s also an experience in the proces$ coming together for as
rehearsal.

Well, I've seen many fewer of those since I've baethis office in contrast to the joy
of having to help set them up or ensure that they've been plaperly, and seeing

when they haven't worked, and believing that they work sohnlietter now. And so it

is a difference, but | think even that in itself, it ynaot simply be the quality of the

people taking the practice, although tisad factor; it also reflects this shift in culture in
boys saying, “Oh well, we accept that we will have reteebecause we know why we
are practising in order to be able to involve ourselveddfeaent level.”

Yes, so there’s an issue of readiness too, isn’'t there?
| think so.

If you bring a group to a practice... say for example, if you bing a group here,
what’'s your assessment of where they would be before anytigi started? You
know, like, would they be going along saying “Oh, singing practi¢é or how do
you assess or understand the attitude generally, or in ...?

| think the attitude’s changed. The fact that we cantdaith Year 12s in their final
week, and that the level of cooperation, | think, is highvery cooperative is a
statement in itself, and that’s related to the faat they've been used to doing that in
preparation for Masses. | think it’s related to — as Emag it’ll seem - the fact that the
Houses actually want to compete with a House Singing Cuatiope The fact that they
do, and that they're actually serious about seeing ¥f taa do it well enough to beat
somebody else is a statement, again... it leads tohighyacceptance of singing as a
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natural means of expressing who we are, as a nhormddearadicial part of worship and
as something simply that they — and get down to this ettieat they say: yeah, this is a
bit of fun. And so, if you’'ve got that operating, youaiso achieving, from this office’s
perspective, you're making sure that the climate exists wilh allow the specialist
groups to actually, not just exist, but have the profil they should have and boys
access those because you don't have to be couragepus tieem. And that remains a
challenge very often in schools, because, if thesiactisn’t seen as being of general
worthwhileness, then you’ve got to have a high levalofrage sometimes to join those
groups. And so that’'s where | see the benefit goes thgtag does the benefit flow the
other way because we’ve got so many boys that areeinvthat we might call the
‘specialist’ groups just back out, mixed through the mass.

Taking up, then the issue of gender which was one of thaigstions, and | think
also ties in with that level of participation that you're taking about, can we just
investigate that a little, because we’re talking obviously ithe context of a boys-
only school, what's your reflection, then, on the influene of that reality upon the
participation of boys in activities like this?

With all the bias and the narrowness of my own pside®gl experience, being all-boys
schools — only ever taught one co-ed class in my thirtssysaw in the classroom — but
| will say my observations of co-ed schools, and celgtaiomments from daughters at
all-girls schools, so I'm prepared to make a couple ofroents — and this is prior to
[School A]. | started keeping — and | was doing some workpmmoting boys’
education at my last school — and at one point | did thisabyny of the concerts
involving a range of schools, and where | was we werbahly the only independent
all-boys’ school, and most of them... there were soemgy good co-ed schools, | just
kept the stats, just the straight balances of boys/githings such as choirs, orchestras,
jazz ensembles etc., in public performances. And schaaitsh prided themselves —
and these are fine schools, good independent schools prithed themselves on their
both choral programs and music programs, and prided thermsmivihe fact that they
had gender balance numerically — my distinct memoryitvaften went 3:1, of female
to male. And that applied, and this was the thing thiauhd quite intriguing, that
applied even at the primary level when some would Isatyytou don’t have the issue of
either sexual or psychological identity determining pgrétion. You probably do have
that to have an extent but... | continued to do thisafmouple of years when | came
here, going to the — whether it was the JHSSA or a d@&dbool... | remember it used
to be in at the place opposite the old [School Ale ljust forgotten the name there ...
Dallas Brooks Hall — and | used to do this count with Bodne, | can remember doing
it then with [the Head of Junior School], saying: de tigures, count up because this is
the type of thing in speaking to parents here... boys fiedster to put their hands up to
do some of these things in an all-male environment. Tédyappier to stumble at
times, and if we do it well as a school and give oppdiamto mix on occasions, then
you get the real benefits. So, the [School A] Choifgreting at Mandeville’s Hamer
Hall concert — probably worth about ten members of tlodr ehyear, I'd suggest, if you
put as figure to it! — so | think it's good. And when yooKagain — massed sing — and
Oliver's got to be a classic example because there’s afl. bdyas there hesitation? |
sensed very little hesitation in roles that boys tookbenit indeed the individuals with
leads, or be it boys en masse. And that spoke taga&, of saying that, “They're
comfortable, and they're prepared to do these things andimgrerwith their voices,”
because young men are highly conscious of their voicesspeaking or singing, and |
think it frees them.
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But, wouldn't it also be true to say that you could have an &boys’ school where
there was no singing? The fact that it's all boys... so thermust be other things
apart from the gender composition that give boys permission tparticipate in these
activities?

| think the key thing, Daryl, is that concept of permissiothe sense of not being of
one style, that either masculinity can be defined imange of ways. And, if we're a
good school, we’ll be making sure that’s the case. Anga@oknow, what's modelled
the... my enormous delight, therefore when the Firs€Atket coach here for so many
years was also a musician; the fact that | love thedH& Drama’s out there on the
Outdoor Education camps. It's this modelling of this..., dagk, these are all part of,
these are all parts of how you express yourself, andhgppen to be male - you're
going to find all different ways to express who you arethis permission to do it in a
range of ways is us being broad in that way. And | ttiekother thing that allows it to
occur here is that — not wrapping it up in too philosophicalma,ter a phrase — that
wonderful expression of Kurt Hahn's, that young people rteetde, and this is his
expression, ‘impelled’ into experience, and | think agyschool will do that, with boys
or girls, and we do impel into experience. And thé¢ fiaat you make a whole... so this
applies across the arts, | think, it applies to cerdaademic disciplines, it applies to
their sport, it applies to the Outdoor Education... | don't Khir's correct to say
children should only do something which has an appeal to them,which they've
expressed interest, or they're allowed to do it canee then, if they hadn’t liked it that
time, withdraw. And because this is part of the culteee, | think, again, it gives...
“Have a go at this, do this... yes, you are all going to dg’tleiads to that concept of
permission. So, | think that's a culture, and | think aflen, it's that willingness to...
and there is a need at boys’ schools, and I've sealscthat have had to retrieve it,
and | think that we did here, to be honest, whereby yokensare there is enough
attention and profile given to the arts, and thenisg@s one performance area within
the arts.

So, bringing the world of the principal into this...
Okay.
It's a very complex world, isn’t it, but, your reflections on where...

There are the simple things: you've got to be preparethtaw ghere and sing, and to
enjoy it and | wish | had a better range. I'm preparethaie noise and | don’t mind
singing...

And you're not claiming to be a specialist...

So, | think that’s important, and | think that’s modelledd & think we do — be it from
this office... and you look at the Leadership Group: they ddaitcsthere mute, in a
whole range of ways, and | think it's the excitemerdtthiou as Head display in
performances and conversations you can have with b@ysthose things you do by
what the phrase you’ll use in a newsletter to profileou’ly give something in official
reports to... the even more valuable side of things: makingysurspeak to boys about
you saying you think they’re talented, or they're bramewhatever it is, and so it's
the...
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The affirmation.

The affirmation, and it’s the... so many of us have leaxar years, a two-line letter to
a boy that goes to a home address that says ‘Coragratsl on your part in...” can
mean that a boy’ll continue to do an activity for saimee, simply on that... it's so rare
these days, “l got a letter!” That affirmation acrasshole range of the areas, and in a
whole range of ways.

So that, in a sense could be understood at a micro levelathyou're affirming the
people who are directly involved; at a macro level, because aimcipal, you know,
operates at a whole range of levels, as obviously you're aware, yoaka decisions
that influence staffing, culture, events and all sorts athings in a school as well.

| think it's a recognition of the importance of all dese areas, and | guess, as our... if
we’re talking singing as part of the broader cultural progoéathe school, | think you
can see shifts in both staffing — just in straight numbersafilprof events, and by
‘profile’, it's even where they're going to be held, bohink the move from Robert
Blackwood Hall to Hamer Hall next year is a statemienitself of where we see
ourselves as a school in terms of the performancetbasevill allow the boys to be at
their best, and that is the standard we believe thatvat now, and that’s reflecting the
Head of Music, both work and people’s expression of sayiage we taken it another
stage? So, it's on that macro level... as simple msagain, that’s a financial decision
of some import.

And obviously one that’s dependent on your consent.

Yes. So that’s there, and | think even the way thatll wice events within calendars
and give protection to a range of the events, and so, ediendars are done, again,
that’s a reflection of that broader policy decisioaking that these thingare given a
high priority, be it a range of the concerts, or perfomoes, or knowledge that large
numbers of boys are going to be in involved in some edeahactivities and therefore
other things can’t occur at that time, and equally acadehd@s to take a preference at
some point in... “Gee, we can’t possibly therefore allmmes events or musicals or
things to be on then because we know how many boysbeilinvolved,” whereas
there’'ve certainly been schools I've known where buldn't have made much
difference if you did that because you're only dealinthwai handful of boys.

So, just taking this a step beyond your local environment, wodlyou be aware of
other Heads ever discussing these sorts of issues, or Wdoyou be aware of where
other Heads stand, colleagues at your level of leadership?

I’'m aware of individual's positions, so... another APS Hedu sings any opportunity
he gets — Michael Irwin — and Michael's got actually a geoide, a very good voice,
so he’s prepared to sing at the drop of a hat on publisimets and therefore, | think
you'll find values within his own school. I'm aware afather Head, and | guarantee
this will never happen at [School A], a good personal frievith delights in finding bit
parts for himself in musicals to try and cross the stegieh, cruel critics might suggest
vanity, but | happen to know it's more than that, andag been an expression of him
wanting to say, “This is of more significance, | wamtback was happening.” So, it's
interesting. You would hope that if you look at colleaguesle or female, that end up
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in this office, that there is that broadness becaugauifhave some... if you didn’t draw
pleasure from this aspect of life, it’s going to be ahbitd to encourage children, or be
genuine in your celebration of it. So, you'd hope that thight be a part of nearly any
person that found themselves in a large school in a ldagerde. On a more formal
level, it's interesting that the International Bdyshool Coalition certainly looks at this
in great depth, and, in fact, one of things I've beemgryo get off the ground here — a
little advertisement, | might have to pull this out agaiaction research projects that
they sponsor. I've put up one that I'd like [School A] actually do, probably
concentrating at this stage in our Junior School, andirigo&t the link between our
musicality within the College and both academic perforgan certain areas, and also
that harder-to-measure, the boys’ sense of worthlaiditlentification with the school.
And | think this would be a fascinating study to look at intoo.contrast ourself to a
couple of like schools and schools quite differently.ndAhis work is being done
internationally to look at, again, with its focus beirgyyen it’s the International
Coalition of Boys Schools, you're at risk of the wdiéing done to prove a result that
you've already wanted to find. What it does demonstriteugh, is that this is
something that is being thought about, certainly at aséewvel and is seen as being a
worthwhile study. Does that address...?

Yes, that's great, thanks. Also, you were referring ther¢o a Head who has
background, or a disposition to performing; that probably can’t be said of you in
the same way.

No, no, no no. This is true confessions — | don’t knovetivér | ask this to be stopped
now...

There are confidentiality provisions!

As a young man, | tried to sing a little. So, | pemred a little. As a boy at school,
there weren’t many opportunities at the school | had,yahd certainly put my hand up

in a climate that was a little bit more ‘jock’, to ttg sing. Again, as a boy, then
performed in a whole serious of, you may have heard af,tlf@ang Shows’. So, | was
in the Scouting movement and performed for maybe ten yearhere was enough in
me that had either enough confidence or arrogance togeaoaet a few lines here and
there to be involved in that, and certainly, then, atensity, a couple of times joined...
so, | had some interest and some involvement, certaintgrms of voice, of being

prepared to have a go.

And this must have had an attraction, though; I mean, you mushave enjoyed
what you were doing...

| did, within the context of the whole thing, again fradhe... some of those Gang
Shows were half okay, | guess as events, | think, andsottiehem weren't. We were
lucky to sell the tickets, and at university the work thalid chorally... at times it

wasn't much better than an element of the rugby clukchviti was on occasions,
attempting to imitate a Welsh choir for performancestervarsity. So that was my
level, as a young man who doesn’'t have any musicianshap. aBut then, | guess, |
think | would say, as a young teacher being formed in schools wheae the impact

that music’d have and loving being around, involved watching, aagniend | think

that continued to form me... a twenty-one year-old gomg ia school that had a
magnificenttradition in terms of its music, and was so well set Tipat must have — |
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know it had impact on me, and in the same way that kthine’s own family, then, has
an impact on — whether its stated or simply applying — nkthmy own children’s
experiences as they've grown to be adult, and musiclfdhrge of them has been
something that’s been of much greater significance. ySEgibn’s name] inherited the
limited range of his father’s voice, but that didn’'ts{&on’s name] being in musicals
here, from a boy in Grade Four, being a Munchkin, to ESaame] joined the
Glendalough... he was one of these kids wlitjoin the Glendalough Choir when he
was a boy in Grade Three, and stayed in it all the thegugh to Six, and thedid
participate in musicalsjid end up turning up to be in the Senior Chdid, as House
Captain, initiate the cheating in the House Singing Coibigre — so, that [Son’s name]
and the girls... and [Son’s name] learnt instruments,fandhy girls their singing’s...
so they’'ve done another more serious level, and aAtioition Choir as well as the
Massed Choir, and they’ve had formal lessons. | thiak tlas influenced me, then, if
you're looking for things, even though | haven't performedsash, and would lack
either the skill or the exact confidence without @éaamount of red wine to do; so, |
think that has had an impact on decisions that | takad@s a school.

So that’s disposed you more sympathetically, | suppose...

More than disposed — it's meant that I... | did have gatigion and a personal
enjoyment of being able to sing, and | think that, therd teaa discovery as a young
teacher of how significant it could be within the lifieaoschool, and in the lives of boys
within schools, and then had that confirmed, then, oitcéden in a position to take
decisions, and confirmed - I'd go as far as saying - by mragcmy own children’s’
growth to adulthood... and the part that both, specificallgiag, but music in general,
played in their lives.

So, in one sense, you got some sort of feedback, or sdorenation as well from

[Son’s name] and his participation, but, just coming dackhat we were talking about
at the very beginning, and | said we’'d come back to: Howou know, how does the
Head get feedback, or seek feedback, in relation tosssthis kind — formally and

informally, | suppose?

Okay, informally it's going to be just observation — ant] yyresome regards is formal.
You can simply look at the number of boys who are preptrgoin. You can also,
then, look at who are the boys who are joining, and dpridygresent subsets or cliques
within the school, or do you have a smattering? Fbwhgervations... and it's a
deliberate attempt to sometimes even socially engiifegou like, to ensure that you
have got the boy that might be the sporting hero,imgagure that he is broad in terms
of what else he’s doing, and that works the other wayedls That's why | think it's so
crucial when a boy says: I'm not interest in doing apgrt at a Year Twelve... I'll go
the other way and say, “No, well, | want you to playhe Fourths; come on, you might
not do this.” This is this impelling into experience agd¥ou probably won't choose
to do this later in your life, play in a team sportcear, football, rugby, whatever it
happens to be, for your last year, ‘cause that willda& ynemory of school, and some
connection.” | think it goes the other way, and theepthay you’'ve got to do that as
well. So, how do I formally assess? | think it's alsmd | guess we do... | track
numbers very deliberately: I've got them recorded oveeti. the quality, and getting
feedback, not simply from whether | sat there and waprised, enlivened by the
performance, but asking others to be critical of thdwase given very often they're the
people involved, and say: well, where are we, in ternasstandard?
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‘Cause you have a double movement in a way, don’'t you? You have ciadists
going into the corporate group, and then you have boys coming out dhe
corporate group to do things they haven’'t done before like auton and
participate...

And that’s why you’ve got to have, and that's... againwasvere chatting earlier, it's
going... if it's been effective, it should be going both walshe time, without a doubt.
And it's this permission — boys knowing you’ve got permissio do that, and if they
haven’t sung in the choir coming through, that suddenly in 12 aaying: well, maybe
| will. And | think it's, for the boy that knows he wali't mind being in the musical,
realising, though, that he’s never going to audition wedlughh to even join the chorus
unless he perhaps puts his hands up and goes in the choiydar ar so, having had
the confidence because everybody else sings in the carmanging, to join the choir
to then give him the access to the chorus. And ag@nmore we've got, as we say, in
the speciality groups, spread throughout the College, tleemdhne likely it is that the
corporate singing’s going to be done well enough to give by sense that it's not just
about chanting on the banks of a river, and that theoatgething intrinsically beautiful
within what they’re doing and singing.

So, does [School A] give a boy more permission to be involvedtiis sort of thing
than the broader culture gives the average Australian male?

| would want to say categorically yes. Look, I'm prettyre on this. The answer is yes,
and any good boys’ school needs to ensure that, becausesiaatly what...

In a sense that's counter-cultural, then, if it's againstthe general trend, or
movement or opinion.

It's the old issue of how one defines general trends oragsnand stereotypes, so...
we're far from... any good school should be doing this, givxdthgdren permission
across a whole range of areas, but | think this is aneivwhich a good boys’ school
can do it very well, and | think it’s one of the moge@ssible ways — the singing — and
therefore it leads to benefits across a whole othier many other areas as a result. I'm
confident that that’'s something we’re doing, but the oitteresting thing is, if you just
sit back, it's like most of these things, instead ofeiny... be it singing, or be it darn
socks, or be it academic standards, if we sit back apdt's just going to happen,
because this is the way we are, we’d be fools becapselably would unravel a little
bit, or it might unravel completely!

So you're conscious of having a role in continuing to promote, nao let things slip
back...

You have to be. Yes, and I'll pick, I'll deliberatelgkie what might be something that
could slip by and give it a significance beyond... if theresvgach a thing as a
mathematical weighting of the relevance of a paldicperformance or an individual
boy’s efforts, sometimes you've got to put a much greamghting on it to make sure
that a point’'s being made. And | think... sometimes | luit deliberately with what

we’re doing in terms of singing. | just do.
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And you mentioned earlier on about when the boys sing in th@athedral, and staff
who are new to the school are taken by this. So you have a seasso of feedback
from staff, and the impression of staff about this phenomesn in the school as well.

Yes, | think we do. It's one of a range of things thewv staff bring as gift, because
within two or three years you're not looking at it withose same eyes, and it has
certainly been a comment that's been passed on a rdggsrto me. The singing in
the Cathedral | think is probably linked to a range of othmgs that are happening...
the boys are so cooperative in general on the wayeie thhat the tone and the respect
within Mass surprises some people, that 1700 lads are pdefmahow that level of
cooperation. So, | think it's the experience of thel€él@ movement, the experience of
the beauty of the Cathedral in itself, and of the musid of the atmosphere that exists.
But singing is a part of what happens.

And in that context and in others, do you think there issomething for staff in the
sense of the boys saying, “We go along with this,” or, “We’re prepad to express
ourselves in this way,” or...

From my observations, the boys certainly are not ogpoait This isn’'t something
that we've got to now... you certainly don’t have to confronberate them about “this
is good for you.” | think we’ve just got to put it therewnand create the opportunity. |
think we’'ve moved along that as a continuum, whereasuld have said in 1997 and
'98, we were certainly at the stage of, “Well, why ortleare you making us do this?”
But [School A] didn't go to the Cathedral... if you wanttlé things that make a
difference, [School A] didn’t celebrate Mass as lhgahool in 1996 and people or, and
people even queried why on earth we tried to do that. y&hdow, be it the Cathedral
Mass, and say even Edmund Rice Day...

So you, from your actual period, you have a very sharp consciousnesst the
movement...

Oh yes, and the battle to have... the difference betwkenboys’ willingness to
participate in preparation for Valedictory by hymn pracfroen 1998 to now — there’s
marked change. But look, that’s not just the singing, thaulgimk it’s... senior boys,
in particular, a willingness to walk with you most of tay. | might regret this next
year, but the 12s this year, certainly were boys, tiee never... there wasn't an
atmosphere of confrontation towards end of year in ary slaape or form, and | guess
that’s what you’re trying to achieve.

And | have a sense that you see the patrticipation in singirand the spirit that goes
with it, as one of these indicators of health and spirit and.

Without a moment’s doubt, and | have written on a nunab@ccasions that you can
judge the health of a boys’ school by how they singe fargotten who | stole it from,
but I'm sure, | either heard someone say somethingtlike i

Wasn't the Coalition, was it?
Someone say that and I... there’'ve been a number of iimecent years at [School A]

when I've been there and singing with the boys, I've thed thought, “This is good,;
this is telling me something quite specific,” and, in falinnot sure whether it’s in the
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Annual or whether it's in ‘Omnia’ - but I've actually wha that specific... newsletter it
might have been...

It was in the newsletter after the Robert Blackwood conceiast year.

Thank you. I'm sure I've used it. But, | also believgust didn’t manage to fill up a
couple of lines for me, but | had that sense: this isardhdication of ... whether we
are in a range of areas, be it... permission to, faethe be a number of ways in which
you express your masculinity, and also the statemenit thi@eds to be multi-stranded.
That's great. So, Stephen, as we come to the end of théeimiew, my only other
guestion is to ask you if there’s anything we haven’t coverechat you wanted to
say, or anything that you wanted to add to the interview this mming.

No. Great, Daryl.

Well, thank you for your participation. That's excellent.

Okay, ta.

- END OF INTERVIEW -
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Appendix E

Transcript of Interview with Participant Two

l. Interviewer
P2. Participant Two

All right, Paul, we’re actually now in the interview, so tank you very much for
agreeing to this.

Pleasure.

This is a semi-structured interview which means that m not going to ask you
guestion after question, but I'm going to base my agenda on thguestions that
were in the Questionnaire that, several thousand decisiorego, you would have
looked at and written about. And then, because it has thdteedom, if it takes us
other places, that's fine, but we’ll begin with the ageda that the Questionnaire
raised, on the understanding, of course, that this is thenethodology, that the
Questionnaire is there to plant a few things, or to stimul& some ideas, and we
take them up now. And just in relation to that, could | kegin by asking you what
sort of things you recall from the Questionnaire that stuckn your mind, or excited
you as you answered.

Well, | think | was glad to see someone looking at gestions, actually — these
guestions — because | think the singing culture at our schaolesy important part of
the character of the school, and it caused me tectedin that and where that’'s come
from, and why that is the case, and caused me to tahgain. Itis a special part of
life here at the moment, and something I'm quite proud tfadly, the fact that they
sing.

So, would this Questionnaire have articulated some ideas, ordught to the surface
some ideas that perhaps haven’t come to you at this level bedo- that have been
part of your general thinking?

| think it was more that it seemed to be chiming in it sort of discussions we’d had
here, with our view towards... it seemed to hit a chord w#beral of the approaches
that we take to singing here, and it just sort of rea#d what we were doing is a good
thing.

So, one of the things that's distinctive about this study ig’'s focussed not on the
boys so much or the music teachers, but on the Head in all this: that's what's a
bit sort of distinctive about it. Had you previously thought vey consciously that
you’re in any way central to this, or that you have a particularinfluence on this?

It's not an easy question to answer directly in timgll the schools that I've been in,
I've supported singing and corporate singing... because | thirls thegreat way of

culture building within a school, but, having said thate Ibeen at this school twice:
once as Head of History and second incarnation as ¢laglrdaster, and in all of that
time, so since 1991 that I've known the school, thergiays been a culture of singing
here. And, to some extent that’s a historical thing'gsH@een consciously built up; and
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to some extent | think it's very heavily due at our s¢hiomur Head of Music who is
very dynamic and very passionate about singing, and tenakipothe boys up in very
theatrical ways in singing rehearsals and in the digsging activities that we do. So,
over time... and he’s been here, he’'s been here twentyéaes as a teacher and
generations of boys have grown up with him, and | think haase influential than |
would be in this particular case in terms of building thikucel of singing. | would be
seen as someone who supports it and who sings fromaieduring assemblies and
things like that, but he would be seen as the real doivier

So, he’s not an appointment of yours?

No. No, no, no. He’s a past student of the schéit@'s been here most of his life; his
association with the school probably goes for fortsrge but he is quite eccentric in
many ways, and very theatrical, and when we’re prepdoing singing performance,

he’ll whip his tie off and wave it round and get themeaitited. He'’s also a very good
judge of songs that the boys will like, and there’s a @apsongs over the years that
they've picked up that have become, almost becomeiad®chool hymns, or school

songs and they now sing those songs with an enormousnaiiogusto.

| think you mentioned ‘Anthem’ from ‘Chess’?

The “Anthem” from “Chess” is the outstanding one. ykeng it more with gusto than
with skill — it’s a bit of a barroom, belting-out sortrmimber. But boy, they sing it with
great enthusiasm! And now, at Old Boy reunions, it'®gy \nteresting thing that the
students within the last ten years of the school wamsing that song at the Old Boys
Reunions, and the older old boys don’t even know it, ey tan see the enthusiasm
with which they sing this. It's been really picked up as phthe place.

So, that's in relation to what we might call the *herd’ or the ‘mob’ or the “whole
group”, the “corporate dimension”, and also in the school — at that this is the
prime focus of the study — but you do have specialist grouplsat sing as well.

Yes, we do. We have a school choir, and in its larigesirnation the School Choir is
about 300 boys, and each year they take on at leashajoe work. This year they sang
the ‘Mass for the Armed Man.’ Last year they dithink it was the Mozart ‘Requien’.
So they take on... and they've done excerpts from the ‘Mi'saind so on. They'll
take on a major work, and sometimes we’ll get girlsnfigarls’ schools coming in to fill
out the higher parts. So that’s the larger choir &eg sing at most of our concerts, and
then we have some smaller chamber choirs and they wioudgbirituals and more jazz
type numbers and things like that. But each sectidheotchool — junior, middle and
senior — has both a larger choir and a more speciatt. ¢

So the larger choir is like an occasional choir, is it, that auldn’t rehearse every as
frequently as the others?

They would rehearse every week.
They would rehearse every week. They just have a differerepertoire...

But a different repertoire, yeah, and they tend to faoushe larger works and prepare
them over a longer period of time for the major cots;enhereas the smaller choirs,
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they also meet once a week, but they would come outlareh item at the concert,
whereas sometimes the bigger choir would take up the ddwdf) for example, with
the major choral work.

So what about... in the school, then, you've got this phenomenon obrporate
singing on a large scale, and you’'ve got specialist groups — do yaink in any way

that the specialists groups - the presence of them anletr skill, or their readiness

to sing, or their impact — makes it possible for boys to commto the corporate
dimension of singing as well. Des it sort of enhance, or is it perhaps that the
corporate is already established?

| think the... it seems to me the feel of it is it flowe other way, from the corporate
singing into the more specialised groups. Our kaysing at Assembly, and some
hymns they sing very loudly! But, it's just sort of parttbé culture of the place that
it's ok. And | certainly didn’'t experience that in theeducational school where |
worked before here. It was very difficult to get bayssing — or even the girls to sing
in Assembly — and there were some boys in the sn@tars, but far more girls.

So what was going on there, do you think? Why was that the case?

Well, | just think there are different agendas in a cadual that... there’s all sorts of
things going on about gender identity, and how the boys Wwabe seen by the girls,
and they're conscious of that all the time. And thea&saulinity, in a sense, is more
narrowly defined, | think, than it can be in a boys’ sdhebere they can experiment
with this sort of stuff and get fully... | mean, our FibsVIll Football Team are also
mainly in the choir, and are also mainly in the plags the drama and the art. And |
think that’s one of the great things in boys’ schools$ thay can do that and they don't
have to worry about impressing or not impressing potentilitignds — they just sing,
because we just do it.

And so that allows a better climate of permission for thatype of activity.

Yes... | think so. And look, it's built to the stage herend & don’'t want to sort of
overplay it, because | know it’s fairly fragile andcibuld easily be lost, | think, you
know, if we didn’t continue to nurture it — but it's liuio a level here where they don't
think twice about it, I don't think... it’s not really assue — they just come and sing and
it's just...

So what about, in relation to that, what are the main entry poits at the school, is
Year 7 one of them?

Yes.

When would a boy in Year 7, for example, who's come from soméere else and
never experienced this, first come across it in the sobl?

Probably in his first Assembly. We do have combined Assemtvhich would have 7
to 12, and certainly in those Assemblies they would hearvolume of what's going
on... and all sorts of boys, you know, it's not justeatain type of the good boy that’'s
singing, it’s all boys singing. So, I think they sorth@tfthat as soon as they’re new and
just assume that that’s what we do here.
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And, you know, that’s far better than any explanafimm a person in authority, isn’t
it?

Well, | don'’t think... you can'’t really do that in an aititl way. | mean, to build that
up where it hasn’t been, | think, would be a long and slowga® of gradual work that
would take a fair time, I think.

So, what about, in your own experience, going back to schoghu were quite keen
on all of this personally?

Yes, | liked singing at school. Back in those days | dtmitk the school would have
embraced it as much as it does now. So, | always feit of the odd one out, but | just
enjoyed it so much that | didn’t care anyway - | just \&drtb do it.

What was it then about the experience that was so enjoyablerfyou? Can you
think what it did for you, or perhaps what it does now?

I've just... I've always enjoyed making music, and the harsiogiand reading music
and... | was always pretty quick to pick up the parts anhdink, probably, as a fairly
precocious sort of kid, tried to sort of take on soea@lérship in teaching the other kids
parts, and things like that, and | was involved in the dranththe musicals, and | love
those sort of things as well. So, | guess it was jusbte inner level it was meeting a
need of mine for musical expression, so | saw | had iypities to do that.

But you felt a tension which, as you say, you overcame becausd¢h# simple joy of
what you were doing.

Yes. | don't think... in those days, the school | attendled a much more — | don'’t
know... a harder place in some ways and it... you know, theisgagyuys were the
ones that got all the attention and the plaudits,laneess it was seen as a bit eccentric
to be involved in music and drama and debating, and not soimttud sport, whereas |
think [School A] nowadays is a very different feel aldthe better. | don't think the
tension would be quite as strong as it was in those days

What about, then, there is a question in the Questionnair@about Australian
culture, and singing in Australian culture, and you mentoned there about the
change in school culture — is that somehow contiguous with éhchange in
Australian culture?

Look, I think there’s singing and singing, and | think it's okoe singing your heart out
at a football match or with a group of mates after yoeen drinking and singing
certain sorts of songs, but whether, in broader Austraulture, they would feel the
same way about singing hymns in church, or the sort of casinging we do at
school, I'm not so sure.

So, the context is probably...

| think context is very important, and I'm sure that'stlyawhy it works here, in that

the context is such that it's just accepted now thistis part of what we do. And so
that sort of... whether these same boys would feel caatfte singing outside in other
contexts is less certain. | mean, at big interscbpotting things they’re quite happy to
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sing the ‘Anthem’ from ‘Chess’ or whatever it is @asort of a demonstration of their
virility or whatever, but, in all contexts? I'm nst sure, | don’t know.

What about, say from your professional level and your colleagues,rea you
conscious of any discussion amongst Heads about this phenomenon,people
saying, “I wish the kids would sing,” or, “I'm glad that we’'ve got a singing
culture?” Does this ever arise?

| used to talk about it with my colleagues at Caulfieldi®@mar, because | was trying to
encourage them to sing more. It was hard, especiafgsembly, and we’'d talk about
ways of trying to do that. Around other Heads of schbkésthis... maybe, it's not a

huge topic of conversation, maybe just a general bemoaninieofact that people

aren’t singing or... but then | sound very glib when | s&yefl, my boys sing!”

That’s right. You’'d have to be a bit careful...
It's seems to be part of the culture of a place, do&én’t
Yep. But as you say, like, if it isn’t there, you have to bld something up, so...

And | also believe you can change cultures in schoolber¥ went to [School A], we
were very consciously trying to change a culture theoen a fairly non-academic
culture to a more academic culture, and | think thatnbeery successful. And I think,
you know, you don’t have to accept that culture is a giemd the way the boys are
now is the way they're always going to be. | thinkiyzan very much change that by
the messages you give in everything that you do. You just teake patient and do it
bit by bit and build it up.

And, | suppose, continue to nurture the things that aremportant to you. And you
mentioned before about singing and whether, perhaps, you knowf you didn’t
keep up some sort of pressure or some sort of influenteat it might decline...

Yes, I’'m sure.

So, in what ways do you think that, apart from the fact thatboys are passing this
on to each other in Assembly... are you conscious of ways, like, ye&'mentioned
the fact that you sing publicly?

Yes, and | think we structure our program through the yeauch a way that it values
singing, and the House Singing is one aspect of that.Hblse Singing, by far, would
be the most popular House competition we have.

So, what form does that take? How does that operate?

Each House chooses two songs: a harmony song and a sarspn And they also do a
musical instrumental piece, but the House... they eleat olmen conductor, they train
themselves up, they can get a bit advice from our Dirasftdiusic, but mainly it’s

their own work. And then we perform it all on one nighbur auditorium. Having a
big auditorium helps, too, but they are so passionate dbaticompetition and, you
know, it's not worth any more than any of the othempetitions, but | think because
everybody does it - you don’t have to be a top athletieetohe star of it - all of the
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Houses believe that if they pull together and performy thave a chance of winning
this, and it just seems to be one of the highlights efydar. I've said to people here,
that, if | had to choose one thing to show someone ultare of [School B], I'd bring
them to the House Music Competition.

So, what sort of time is involved in preparing for this? Ishere much time out of
class?

Not a huge mount of time. They tend to use a lot of tHemse periods for about a
month before the competition, and then they will ¢adlir own morning and after-
school rehearsals to work on it. But, probably abaubath of training to do it.

And is this something that... how long has this competition l&m in place?

Oh, a long time, quite a long time. | don't know whestarted, but certainly much
longer than I've been here.

So, was it in your first year here that you heard it and weratruck by it?

Yes, absolutely, and ever since, it just seems to@u &trength to strength. And the
other thing is our big concert — a biennial concert at theét Hall — where we would
have several massed singing items there, and the wttod®lswill stand and sing, so
we’ll have over a thousand voices. And they'll be $&acsongs, and Broadway songs,
and some hymns, and some very jingoistic things — you knowd‘lcd Hope and
Glory and all that sort of stuff...

Wonderful!

But that's the stuff that really sends shivers down ypures And, they’ll play with full
orchestra on the stage, and they all just stand agdsthg. And, again, sometimes the
gusto is more than the skill of singing, but the emoticharge that comes from that is
enormous. And, the students who are in Year 12, partiguland that a very
emotional time. They all stand around the balconyhat dack and the rest of the
auditorium stands and sings. It's just an extraorglitiaing. So, in the lead up to that,
we will have a number of rehearsals instead of Assesbbr after Assemblies, with
different sections of the school, one year leved &itne, bringing groups of year levels
together, and ultimately the whole school togetheretearse that on our stage before
we go in to the Hamer Hall. So, there are a lot essages in that about what'’s
important, and the value that we place on this; hownkthie all feel that, if we can get
this right, it will be a very special thing, and they t@keery seriously. So, I think that
flows on to everything else we do, too: all those littlessages about what we value.
So, the singing gets as much credence as the sporting rasule academic results, as
anything else.

So, in that sense, like, the singing is a particularly spiring or bonding force in the
school culture.

Yes, absolutely, absolutely. | think it is.

And as you were saying there, if you have an athletics carnivaf you're not good
at athletics, then you're on the margins of that activity...
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That'’s right.

But with singing...

Everybody can be there...

You can be in the middle of it doing a hopeless job, but doesn’t matter.

But you're part of it, and you're swept along with it,dahthink that's what makes
culture in a school: those massed, those common exges that we all share together,
here, inthis context, as part dhis school, and that's what builds a sense of community
across the whole thing.

And, it gets into that ‘who-we-are’ sort of dimension.
Yes, that’s right.
“How do you explain who we are?” Well...

Well, part of who were are is we're the school &#iags, you, know, that's right. We're
the school that sings the ‘Anthem’ from ‘Chess’, ymow. It is an extraordinary thing.
It engages them on an emotional level, where not manggtdgan to that extent, | don't
think. You can engage them intellectually, and theseismieemotion barracking for
your team in a football game, or watching an athletic carand you're barracking for
our school, but with the massed singing, you're part ofydu are part of this
experience. That's quite powerful.

It is, and in some ways it's like a transcendent thing +'s much bigger than who |
am in the middle of it.

Itis. |think that's it.

So, in terms of your own role, we've talked about how you wodlbe visible in a
public context, like an Assembly, singing and showing that yoe part of it ...

when you'’re talking with colleagues, do you have any ongoing feedbadkom
them? Is it something that perhaps take for granted?

Colleagues at our school?

Yes.

| think they all like it. | think they all like being paof it. They stand up and sing, too.
And in the big concerts, they're just as much singing thearts out as the students.
So, | think that’s something that bonds us with the studrdsas a staff, that we like it
too and are part of that. | think they generally like $tudents we have, and get on well
with the students here, and | think the singing’s pathaif relationship.

Because, in a way - once again to take the athletics comparisothe teachers and
coaches prepare the students to go and do it, but with érsinging,

You do it with them.
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You can participate with them on an equal footing, so to speak.
Yes, that’s right. We all learn the songs with them

And, | suppose, when you look at it too, how many activities arthere where you
could have the whole student body and the whole staff pacipating
simultaneously in the one thing in a given space of time?

And that sense of that loss of self. It's part of ednmg bigger, but it needs the
discipline of being all together, but we stand shouldeshimulder and sing together. |
think that’s a powerful metaphor for what we’re tryingdtmin the school: stand side by
side, and we walk on.

And obviously it's so well entrenched in the culture thapeople anticipate the buzz
of it, of the experience of it.

They really do, and, you know, 2008... the even years areetles ye go to Hamer
Hall and already people have started talking about...itbkk a concert year this year?
And so, it sort of... it filters through musicians and noasmians alike, you know.
That'’s the other interesting thing about that concestnpt just the musicians on stage
performing, but the whole school comes and we all perttinough the singing. So,
it's a different experience of a concert which caralpassive thing sometimes.

Exactly. So, there’s a much different level of engagemerftom all of those
involved, than there would be from a concert where there’s. high level group of
performers and people spectating. So, when you think... Youese mentioning
before about school culture, and how this is a powerful fge in school culture: are
there other things that aren’t of a musical nature that you raé with it, or does it
stand apart as something significant in its own right?

| think it does. Look, I think school culture is made upnainy different things and it’s
all the things that we do, said and unsaid, and the gessae give about what we
value and what we stand for, and what, as a communéyalue... and, we equally
value intellectual achievement and academic endeavour; andyward at sport — we
haven't been terrifically good at sport, but we try harthat too; we've also had very
high standards in our art work. It's trying to take a iss@nce view of education and
the sort of men we're trying to educate — not just for usitieentrance, but for life —
and to have a range of skills in their control, whigmot just one-dimensional - just
academic or sport - but that you have a go at everything/@ndnvolve that. So, I
think it's a very important part of that parcel of thingsttwe try and present to the
boys as this is what it means to be an educated persiryoth should be aware of all
these things, and these experiences are the sortangs tthiat will shape your values
and tastes and, you know, attitude to life in the future.

It sounds to me you're very conscious of that fact, in the lader context of your
educational philosophy, that the whole singing, the identity,the corporate
experience, is one of the key factors.

| think it is very important. | think it is. And thatigit be just because I'm prejudiced
towards music, and | love music, and | get a kick ouhefdinging, but | think it's also
part of the broader educational mission which is... whscdhiout making people. It's a
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vision that we’re trying to make good people, not just gedgmmres. And to me, the
musical and artistic dimension is a very important ospeeially for young men, and to
help make them gentler people... it's a simple way fomtke get in tune, | guess, with
the spiritual dimension and the emotional dimensiothiwithemselves, where they
don’t have to have long meaningful discussions about ehthiey find quite awkward

to do — but they can just experience it and learnue iy and | think... | have faith that
that can be a transforming experience for them.

And the fact that this is a congenial world to you, | suppas means that you have a
different consciousness of it, | suppose, from perhaps aeldd who doesn’t have any
musical ability or desire, really, to be very involved.

Yes, maybe.

Are you conscious of opportunities, when you're articulatig school visions or
values, when you're talking to particular groups... have you madany particular
reference to the singing, or do you highlight it when you havénbse opportunities?

Yes | do. | give lots of talks to prospective parents aydot give them an insight into
our school and what the school stands for, and | iabgr mention that we sing. And
to me, that sort of quickly communicates to parent® wiay not have had any
experience of that, some of the values of the schoolesaf the advantages of boys’
education... it gives them an indication that we’re tryiogdg¢ach on a number of levels
of boys’ development, and also the strength of the aomityhitself. You get a sense
that there’s a healthy, vibrant community there wheam lyear them all joining together
and singing.

What better evidence could there be?
Yes, well, that’s right.

And, as you were saying earlier, if there’s one thing you'd ant to show people, it
would be the House Singing.

Yes, and not necessarily for their skill in singingcdagse | don't think they're always
the most skilful of singers, but for the vigour of themging, their enthusiasm, and their
preparedness to put aside their inhibitions and lose theessel it. | think that's
terrific.

And there’s a real power in the nature of that voice, eveif you say it's a bit rough
or so, you can feel the power and the commitment.

Oh, yes. Yes, you can.

That's great. Well, | think we're getting close to the endof the marathon! 1 just

wondered, Paul, if there’s anything that we haven’t coveredhat you anticipated

we might, or anything you wanted to add in the light of areashiat we've covered
because, from my point of view, you know, it's been an excetit coverage of the
key issues.
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Yeah, okay; no, that's fine, Daryl. | just... | know yoa’'focussing on the role of
principals, and | think it would be difficult for a principatting alone to try to do this.
| think it needs the active cooperation of a numbekeyf people across a school to
build a culture like this, and the determination to sebkatigh. | suspect you could be
disheartened early on, if you were going from a schwatl didn’t sing at all to try and
get to a school that does sing; there’d be lots dfasés and there’'d be lots of... it's
hard to convince the kids to open their mouths and leafig, there’s all sorts of tricks,
| guess, you'd use to do that, but | just think you need toebgistent and you need the
support of a core group of people that share that visian.th® principal is part of it,
but | think it needs to be more than the principal, pbiy

But, do you think... say, for example you had a school where themas no singing
culture and the principal said, “Well, I'm happy with that — we’ll do other things.”
Then, there wouldn’t be: if no teacher was employed, or no time was made
available, or...

Yes, of course. It would be very difficult, and if ttewas no vision there to tgnd
show how it could be different, it probably just wouldn’t happen.

And | suppose, similarly, if, you know, a Head came in herand said, “Well, look, |
really think too much time is taken up with the singing; and started to hose it
down, you know, that’s possibly an example of where the headnfluence could be
highly detrimental.

That's absolutely true. And it could... | think it could fadely quickly. Even here, |

sometimes get teachers saying, “We're losing yet anotltess for one of these
rehearsals — don't you think we’re getting a bit over tpehere?” So, I've got to fight
for it, and I've got to, sort of hold the line a bit ang:saell no, this is important too,
and it doesn’t happen all the time, but when it happenseegd to support it. So yes,
there’s some role there.

Well, in a way, | mean, that seems a very key role, becaugeyou back down in
that instance, well, you will inevitably lose it becausehe time wouldn’t be there to
produce what you want to achieve.

So they wouldn’t get that sort of emotional rush.

So, from that point of view, even though, you know, the Head mayot have the
expertise and be in there teaching the stuff, once agaiif, the Head doesn’t
sanction it, it's like a whole lot of other things, it justwon’t happen.

True.

And it's not, you know, so much an ego thing: “Oh, without meit just won't

happen.”

No, no.

But from that point of view, it could be argued...

Well, it has to be valued in the way that you value othimigs. And | think we're very
good at letting our students know what we value: not aMsgyarticulating it, but by
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what we do and by body language even, and all sortstlefdihsaid messages. They
pick up very quickly what we value and | think, for this torkyoyou really do need to
value it.

That's great.

All right, terrific.

Thanks very much, Paul. We’'ll close the interview at thipoint.

- END OF INTERVIEW -
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Appendix F

Transcript of Interview with Participant Three

l. Interviewer
P3. Participant Three

So, Jeremy, thanks very much for agreeing to this. | appreate your time, | know
it's valuable, and I'd like to just explain a little bit about the context of this
interview. You have, of course, worked on the Questionnairm advance, and the
idea is that this is a semi-structured interview. Sohe Questionnaire raises agenda
for us, and the idea of the interview is to pick up somef that, or to go wherever
the discussion takes us. It's quite free-ranging, but ofiously we have that core
agenda that the Questionnaire raised. So, it's really up tas, and | suppose the
first thing I'd like to ask you is, when you were writing your answers to the
Questionnaire, what sort of things stayed with you or becameedr for you while
you were doing that, that we might begin by opening up?

| think, for me, firstly some purposive reflection ore thistory of what we would call
‘massed singing’ within this organisation and because ¢hedd's recently celebrated
its centenary, | guess I've been mindful of the... whagbne before, and the traditions,
and also therefore, the impact or the influence thatmhssed singing program at the
school has had. So, both a sense of where this has devalmpedolved from, and |
guess the other provocative thing for me was some of trstigu® which were inviting
me to think about the ‘where to from here?’ Like anythatge, you'd expect there’s
going to be change and evolution, and because it's hedn a central pillar of the
school, it was quite illuminating to reflect on ‘wethat might be the case, but where
might this lead to as the program and the school cotitiuevolve?’ So they were the
things that stood out to me. | also like the sort dffredlection as, in fact, a past
student of the school — the way I'd experienced it as pemed to now; my
responsibilities as a leader of the school of fosgeand nurturing that tradition.

So perhaps if we take that point you're making there, becae | know you wrote
about this in your Questionnaire answer, your experience athool of involvement,
and your experience being a positive one. So, when you contrdisat with your
position now, what are some of the observations that you make, laese you have a
foot in both camps, don’t you?

And to some extent | think that’s also important to hbgs: their sense - and singing’s
just an example of it - but their sense that I'vevgaere they've sat and gone through
the experiences that they’'d had - different as they mave been of a previous
generation - | think also then lends something to thegpgon and their own comfort,
really, with adjustments that sometimes we know thaty are making to massed
singing as an expectation of their new school. Isaak to pause and reflect that there
had been, | guess, a prior exposure for both me within myhfdo public singing of
various shapes and forms well before | got to the scwd| given that I'd sat in the
first assembly of our new intake students about two wpekgiously and listened to
their trepidation in their singing, and felt sort of cofgxtto then go and comment on
it when | spoke to them at the assembly and say, ‘Weelk, you'll really have a sense
of having made the transition to this school when yogbmg to be finding that you'll
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rise to your feet to sing with a confidence and an expeatatiit’ll be something that
you’ll be looking forward to doing rather than, asytheere, approaching it with some
obviously significant anxiety. And so, | guess it's lead to sympathise with the
experience, which will be a very common one for thgonig of our students, I'd

imagine, who are coming in, and this is the first titmeytve encountered any form of
massed singing. | can appreciate more how potentiallytohguthat could be.

So, your entry point — you have really only one major entry point fo students
coming to the school — so, what is their first experience®o they have a practice
before they sing with others? They do, on their own?

Yes, well, in fact, | guess there’s some subtletyaw kwve’ve gone about that. The new
students will come to an Orientation Day in Decembeiorpto their formal
commencement at the school, and as part of thataifeey to use that US military term
— they're ‘embedded’ in an assembly of, if you like, shedents they’re replacing — the
students moving from Year 9 to 10 — so they're seated atdhedf the hall and then
have the singing, if you like, ‘wave’ over them fromawill be their senior students.
So, they've experienced it without having had any obligatoparticipate. We've also
strongly encouraged them and their families to atteadsfieech Night at the end of the
year, which is certainly the massed singing program o$¢heol writ large. It really is
its culmination. So, they'll probably have had that tahgéexperience, and | guess
it's a degree of introduction to the expectation, so ithpart of what it is to be a student
of this school. They will then have, on joining, tvahearsals which will be a rehearsal
just of the year level with a major vocal trainerSo, they will have had two
opportunities of that, learning, in terms of developmena oépertoire, to sing — and
that’s an interesting one for us to experience — th@matianthem properly, and it's
extraordinary to encounter the variation for a starhey're coming from over 300
different schools, so the variations of their préxposure to even the song is itself
illuminating, but also to try and begin to develop somd# skd technique in their
singing — and then our school song. And they’ll be thetiive pieces of repertoire that
the will be exposed to. And then, initially within therfeal assemblies of school, they
are then, of course, joined by their now Year 10 peehrgy Tend to, | think, ride on the
back of those students for a while, and it is almostsa of gradually them finding their
own voice and their own volume within that. The singieyearsals continue each
week, so they're being skilled up as they go.

So, when these boys come in Year 9 to this school, somehaim, of course, would
never really have sung before...

Correct, the majority...

The majority wouldn’t have. Some might have had some experier, but you're
dealing with a majority that have to be schooled quickly, in a sese, or that come
into a reality that demands that of them.

And | think the important thing there is that expectatias heen created early. If you
like, they know it’s part of the package of deciding toneato the school. I've always
had an ambivalence about why it is with anything in educat@nwould insist that
something is compulsory, certainly by this age — we’rdrtglebout students at the age
of 15, 16 — and generally in most school's that’s a tinere the obligations of a
compulsory or core curriculum begin to fade, being igaaby elective components.
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But, | think there’s something to be said, both for thelication it has for a collective
ethos, but also of, if you like, not having an out, & thoys understanding that they
mustparticipate. What's interesting to me is — and it’oement that a senior music
educator from another school made, after adjudicéatuiegchoral competition of the
school — that it’'s one thing to invite and entice a cobhbgtoung men to sing, but the
magic that we seem to be able to do, generation gdtezration here, is for them to do
that with passion. There is actually a sense airfgghg and commitment to it, rather
than just go through the motions. | do wonder about wWiethemistry of that is and
how that comes about. To be honest, | think it lated to, then, what is the next
exposure that they will have. So they’'ll settle itbhe routines of both their singing
rehearsal and then, at least in the case of Ye&vBsy second week an assembly where
they will, if nothing else, be singing the school somgilee commencement of the
assembly and the national anthem at the end. Théywthess in each of those
assemblies also a musical item. Interestingly, fits¢ two musical items were both
small vocal ensembles of their senior students, sodsgseeing a little bit too of where
you can go with it and what excellent singing can lokd li

Where the expertise can be demonstrated.

Yes, but the next exposure they then have, which thiéyivin their third week in the
school — it's already commenced now — is rehearsalsafddouse-based choral
competition. Now, often the repertoire for that’itide bit more, not contemporary, but
a little bit more jocular, so I've just listened toeoof the Houses rehearse Tom Lehrer’s
‘Masochism Tango’. So, you know, there’s often a bitfuof and play with it, but
nevertheless it's also purposive where they're thegiisg, knowing that literally now,
in three and a half weeks’ time, a quarter of the shehich they have a sort of a
sense of ownership and belonging and commitment to iklthese system, will stand
and compete with their peers. They, | guess, feel a e@jrebligation. They're then,
rather than outsiders with their older peers stanteignd them, if you like, inviting
them into the culture of singing. They're very muchparsed within a cohort which
includes students from Year 12 to Year 9, all with the gbatinning a competition —
something that, | guess, very much plays to psychologly the egos of a young
adolescent, but | would suggest once they've had the ewperief the Choral
Competition, a very significant critical mass of theave been won over, if you like, to
the passionateness of the singing. And it's one thitlgnk — | wouldn’t by any means
claim that it's peculiar to this school — but | thinls ibne thing that this school with its
massed singing program excels in, is that, literallynd #8m using the word quite
deliberately - is that passion which the boys experience

You've mentioned the fact that there are rehearsals and asmblies on a regular
basis; also that there’s a House Singing competition; and addinally, that there’s
a Speech Night performance - would they be the main aspeaf the program?

Correct. After, | guess, the original introduction andntlorientation to the singing
program that is occurring through the singing assembties, way in which the
development of their skills and the performative congmbrof the program will then
work, is that they will then begin to rehearse répes to perform at a specific event.
So, even within the assembly cycle, there are threastmans where the two halves of
the school — the Junior Assembly, the Senior Assembdéhearse towards effectively a
performance at the assembly, to which there’ll bet@avguests. So, again | guess, it's
stepping up both the repertoire... the sophistication of épertoire steps up as well,



278

again towards a goal. | think that notion of both penfance, so that it’'s not singing for
its intrinsic sake, but also singing with an end productt agre, in mind, | think that
has some import into why it is seen as purposive fobthes. It also stages the year,
and then literally from late term 3, they are themyvenuch fast-tracked through
acquiring the repertoire for Speech Night. Now, the &pddight repertoire would
generally be a minimum of eight sings, often, or comiyol guess, across three
languages, so there is a number of traditional songstbaschool would sing which
includes ‘Gaudeamus Igitur’ as a Latin number. It's not ualisn fact, it's probably
become the standard practice to have an operatic nunibeh will generally be in
Italian — we’ve occasionally sung in other languages, tlsd’s something that, by the
end of their first year, all students will have had sa@wrposure to, with Speech Night as
the culmination.

So, it seems in a way that there’d hardly be a week wheréddre isn't some
emphasis on massed singing and preparation for an event.

That'’s true. | think it says something... | talked beforeutltloe passion... in a way the
ultimate litmus test of that and the commitmenthef boys personally is what happens
with the Year 12s. The Year 12s, of course, are goingiss the significant slab of
preparation for Speech Night because of their VCE Bhadlies and exams, so they're
pretty much zoned out from late term 3 until the conmphetof the VCE exams.
However, in the time where, in the rest of Australidangs like Schoolies’ Week are
occurring, we require that they return to rehearsew,No be blunt, they have nothing
but a moral conviction to the school at that pointe ¥duld not, in the end, if you like,
if we were to even consider such a thing, hold much ownithhey’re done, they're
finished with the school in a sense, but Speech Nigho ithém their last hurrah
literally, so it would be unusual, out of a cohort of 38@spif we're missing more than
a dozen when we call those additional rehearsalstaft@rschool year is finished. And
they turn up because they love it. They rehearse becheg know they want it to be
their last hurrah at Speech Night. So, it says shimgtabout the commitment we are
able to foster and the take up that it has for the stsident

And from a cultural point of view - within the culture of the school that is — could
you talk a bit about how that bonds, about how that creates ideity?

Look, I've had a significant history in research arouagisheducation in particular, and
when asked a question by a colleague some time ago abausiwgle program | could
recommend that they might consider introducing in tls®hool - in this case a
coeducational school — to develop a much more pro-academd pro-social
environment for their young men, | mean, literally with thinking | said, ‘Consider a
massed singing program.” And although it was something | cloféapt at fairly
instinctively, the more I've thought about it, the m&re convinced of that. As one of
our music teachers... | might digress for a minute to skiow where we’ve sort of
pushed the edge of the music program. We’'ve had an unrethednsir in the school
known as ‘The Chorale’. Its membership in any year isxcess of 50. Again, it's a
voluntary choir so it’s only a case... the only comnaitrina student has to make is that
they’ll turn up and they’ll rehearse, and with a co-audar program in the school that
means that there’s something on at almost any tinpawtrof the school day, that it's a
voluntary commitment that is a hard one for studéotsiake, and yet the choir has
grown and grown in its numbers. It's also an intergsgiroup because it really draws
from, if you like, all the different peer cultures tleadist within the school: members of
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the school's First XVIII will be members of that grolgmme of our rather quirky and
isolated young men who are looking for somewhere tohcatie will be a member of
that group; it's really extraordinarily diverse. Cudilly, we're a very, quite diverse
community. There’s over 40 different major language aittdiial groups in the school,
but pretty much all of them get represented within the &borSo, it's not owned by
anybody and it's seen as a very eclectic group, and wkepno previous training is
required. Now, it has been the vanguard group of singingeirs¢hool, and they've
been invited internationally and nationally to perform meak conferences and
eisteddfods, and they have taken arrangements that are torighem - often arranged
by some of the boys themselves — mixtures of, for wéat better name, world music
or ethnic music traditions, and also mix them with dantieey will perform and dance
at the same time. Now, my view would be, if you attedpthat within the normal
cultures of most coeducational schools, or for thatengprobably within the operating
culture of most boys’ schools, you would struggle forkibgs, even if it was to never
happen... feel that they're putting themselves at sort ofegrsk before their peers.
But when... the boys love the Chorale to perform. Thefop@ to the acclaim of their
peers, and they just keep pushing the boundaries of thaif trat's the history of
Chorale, to go back to the point | was going to make, whspoke to the people
involved and | said, ‘How have you created a climate, lbotithe Chorale itself, let
alone within the school, where the boys can do that larow that they will be
acclaimed rather than suffer the sort of approbatidheor peers for doing so? He said
‘It's the massed singing program.” He said, ‘Once yowje¢ any of those students
over a hurdle where they have to stand next to thesecfriends and peers and sing,
and sing and enjoy it, there’s no end to that. Wherecgoupush that is up to you.’
And | think that has been the learned experience oémerent times that we've had
with the program. But, going back to your question, | tloinke you’ve done that, what
you can do in a classroom, well away from the singiogy@am, where you can push the
risk-taking of learning with the boys, has a flow-orfeef. We know that a major
impediment to boys’ both academic success, and I'd prglsalyl also, if you like, their
social or even their psychological development, is Hmsiety about peer group
pressure, and when we’re working within a broader culture eyhar general,
adolescent male peer culture is anti-learning, to soxtenepotentially anti-social in
some of its harder edge, to be able, even if it's withese halls, to create a culture
where the opposite’s going to happen, where boys areusaged for, in fact, going
outside of the strictures of even masculinity and vghak to do as an adolescent boy.
And if you can do that in a supportive environment and sh@mtthat it's something
that opens up avenues and opportunities for them, | think fheteft has include a
disempowerment of that negative peer culture, becaagé/éhalways had that alternate
experience — you say, well, you know ‘Why would you da?haro give you some
example of its flow-on effect, we've then had danceugs; dance troupes of boys
develop in the school. That's new; the school woultiate attempted that five years
ago. They perform at Speech Night now. Now, | thirdt’thcome, my strong belief is
that's come from the climate and the ripple effeat the climate of massed singing has
had, so you can push boundaries on the boys’ concepfiavisatis ok and not ok as a
academic student, as a young man, or as a good citizehdantt know that we have
yet explored the limits of where that can take you.

So, it seems to me — correct me if this is not your impssion — but, to some extent
you bring in a whole lot of boys whose experience, by and largs,totally foreign to
what we’ve been discussing, they come into a culture thahapes them, and then
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they move further through it to the point where they begin bBaping the culture,
and so there’s a cycle in a way, once it's established asleepomenon in the school.

And again, it plays to the psychology of adolescence atmanew student to this school
will look to the patterns and the conduct of their oldeers. What is ok in this
environment, what is expected of me? And if it's th@eolpeers are... the impression
about whether it's singing or whatever else it mightibéWell, we just sort of do it
because we have to’, then that will become the eyltar that will become what those
boys will adopt. When they see that it's somethingnaiéhey themselves are saying
‘Well, there’s something intangible about this; thesgsbolearly love doing this and
enjoy it; | don'’t feel that sense of passion aboubut, they clearly do, so it's probably
worth me sticking with it until I find out why it is th#éhey are so enthusiastic’.

And when you came into this position, you came in knowing thdhis is part of the
culture of the school. So, how do you stand now in your undganding of how you
influence it, how you have influenced it, what your partm all of this is?

Look, I'd certainly say | understood it always to beargegral component of the school.
My own experience of a student also told me that it s@asething that was an
enjoyable component of the school. | think, as a pralcwhat came as a fairly sort of
revelatory consideration for me was how vital it iscteating a very affirming culture
within the school, and socially affirming as well aa@emically affrming. Hence why

| would... I'd say to any of my colleagues, and we know univirsalthe Western
world that issue about disengagement from education fangyanen is almost a
universal phenomena, well, there are many roads to adthiess$ut this is one that |
would have a confidence you could approach with some dedreenfidence of
success. So, | think it was that for me that | wouldw@ve said beforehand | had a
strong sense of it being a vital change force. | thowght more as the standard,
traditional practice of the school, but its capacityiftgpu like, evolve an ethos and a
culture in the school is significant. | can’t think arfother program in the school that
you could, Machiavellianly or otherwise, start to evatllie school's sense of its own
spirit, and its own ethos as much as a massed singiggaonaould do.

So, one thing specifically: when you have occasion to speak to enintake, or, |
presume, to the parents of a new intake, is this sometlgrthat you would speak
about at length?

Yes. In fact, I've based at a, one of what you magtit our orientation or information
sessions for prospective parents, I've based a whole ce@mpon it around singing,
and | said, ‘Well, if you want a sense of what’s unusural peculiar about this school,
it's the singing program,” and explained, as | have just pusly, explained a little bit
of why | believe that to be true, and then invited thpseple just to come to Speech
Night and say ‘Well, if you really want to get a sen$ghat this place can be like, then
come along and at least have the opportunity to witiegsftyou’re not participating.’

And would you get feedback from staff who are new to the bool and suddenly
hear this, and haven’t experienced it before?

Ah yes, | mean literally. I'll use not a staff mber. we had a visit from the premier,
the previous premier the year before last. He came tassembly, | welcomed him
onto the stage, he was sitting beside me; as the leggnlio sing, you could literally
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see him not only gasp, but almost push back in the chainothing else, almost the
sound wave hit him, and a lot of our staff who’ve not eigpeed that before — I mean
it is, in a sense, a wonderful privilege to sit on skege of a hall and have a massed
choir of 600 sing loudly and enthusiastically with youlssr audience — that, of itself,
is almost viscerally an experience. And universalhg anany of our staffiavecome
from schools thatlo have an element of a singing program, they've saide ‘fiever
experienced it like that before: I've experienced & gaba drone-like recitation of the
national anthem, but this is something different.’

Would there be occasions when you've discussed this withlleagues, principals
who are colleagues? I'd imagine there must be some envious she

Well, yes! | think they're... if they've had no experiencethat themselves, and if
we’re candid about it, the number of schools, boghosls or coed schools, that have a
strong and a long-established massed singing program, whilwhughole of the school
singing, are few and far-between in Victoria, so wittinose schools, that's probably
where the envy is, I'd say. Hence the comment thedadjtor made; he said. ‘Well, we
have a singing program; our boys sing, and they sing technisall, but they sing
with nothing like that commitment and passion.” But, feeotschools, that don’'t have a
singing program, | think they find it perplexing. They sayeliMwhy would you say a
singing program is so important?” They think of it as umjikand if | say the things |
have about how important it can be as an agent of chandepositive change within a
school, they're bemused.

| suppose, theoretically though, you could have when you came, iar you could
now, influence the priorities of other activities in theschool over singing, because
not everyone values it in the way you do. So, you have a role, | page, in
sustaining and supporting, and in your role of leadershipinfluencing the culture,
and the directions in which you’d like to see it go. So, @busly, you're someone
very consciously aware of the benefits of it and very publiclgponsoring what'’s
going on in the school too.

That's true, and one thing that intrigues me a bit is ttha, sort of avenue of my
predecessors have had very different views about preodfieducation, but the singing
program has existed in this school from its inception, amdkr the leadership now of
about fifteen different principals, so it's interestiogme that all of them, with different
priorities and perspectives, have all continued to suppertsitiging program in the
school. There are periods of time where it has gramch evolved more readily, but
there’s never been any even intimation from a prevpuxipal that maybe it should
be diminished as a program. And it's something, | may et occasionally we are
finding we are asked to defend to parents. Interestimglyto the boys, but the parents
find it, when they first come to the school, find biaperplexing, maybe alarming, that
we are still taking a period out of each Year 12’s tab& in their final year for them to
sing, and, you know, they may say, ‘Look, we appreciate itlts a priority for the
school, but really, isn’'t the academic program, forrYEathe absolute priority?’ Now,
one thing | think I commented on in the survey was last yeterm 3, so that'’s really
when the pedal was hitting the floor for the Year 12semt in turn to each of the form
assemblies just to have a chat with them, and thwee a survey we asked them to
complete and one of the questions was: What elemente aichool's programs would
you identity as being supportive and helpful to you in youpanations for your final
exams? Singing crept up so often, | was wondering whé#tbhgrwere trying to take the
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mickey out of me, so | actually went back and talked & ttepresentatives and they
were immediate in their response, in saying “No: it ito@s to reinforce and support
our sense of camaraderie, of mutual belonging, of mutualension in a task, it's
therapeutic to us in the rigour of the school day wittoathe level of just pressure of
the academic program,’ and their own and their famibes! their schools’ expectations
of them. They find it almost a cathartic release #rmy identify that immediately.
They say, ‘Whatever you do, don't take singing awaytiey see its value to them both
therapeutically, but also, | guess, within their sensgpoft. So, if the parents ask me
now, that’'s my response!

And reinforced from competent sources.
Yes!

So, you talked there a little bit there about even the viseal dimension of singing,
and there is a physical sensation there, isn’'t thereThe fact that for Year 12s in a
busy day, there’s some degree of release as well. Wiaébut, in the context of the
other things that the school does, this is obviously a unifyingnd a symbolic
activity that large groups can do as well, whereas, in a lot dhe activity of the
school there are small groups engaged in classes and spddams. Are there other
comparable opportunities the boys have in the program of thechool that bring
them together in a similar way?

| mentioned the House Competition, but that’s still sedls | mean that’s, well, 330
approximately students as a choir. It's interesting,ethanothing that exists formally
except for, then, the ensembles and choirs. Nowe'gh@robably around about 200
students who, in addition to the massed singing comporighe school, are involved
in some form of formal singing through their involvemamta vocal group, or an
ensemble, or a choir. But, what you would find aroune lemoys, collectively — it
may only be two or three — singing at their locker, or tadly sports teams going off
to compete somewhere will break into song. | mentidhe school has recently had its
centenary, and there’s a school history, and theseisonderful quote in it from
somebody who’s not a student of this school, but ceflg on his friends whaverg
and he said, ‘The trouble with [School C] students & thot only can't they stop
talking about their school, but whenever there’s mben ttwo of them are gathered
together, they burst into song.” And so there’s a deggraehich, quite spontaneously,
you will hear some sort of informal singing happening in ctas®sis and in the
corridors of the school, but there’s nothing that'shestrated, literally speaking in that
way, but it is part of, then, the hub of the school.

So, in your program, and in what you're doing with massed singyg, you're
actually being highly counter-cultural.

In terms of particularly traditional ideas about mdisdy, yes, | believe very much so.
We produce individuals, we don’'t produce a type of studentthmre’s a general
feeling that — and this is something that | say has eglaivéhe last twenty years of the
school — that the singing program also means, at acveigal time in young men’s, |
guess, social development, if not their psychologicdleanotional development, makes
for some fairly fine gentlemen, and that’s the wordguée deliberately use with them.
And there’s gentleness and a sociability about them. ewiyerience of all-boys’
environments, whether we’re talking about schools or pthéheycan lend themselves
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to being very hard and steely, if not, in fact, quigrassively nasty in terms of their
influence upon the way a young man might develop. IBayt ton’'t have to be like that,
and youcan create a very different environment. | think singing iesy significant
contribution to that counter-cultural notion. You wotlibd that sort of macho
mentality here. The fact that a member of the B{\lll, or several of them, will be
part of a choir is quite subversive in a way in terms of [@puaotions about
masculinity.

And so, it's true in a way, isn't it, that boys together inthis sort of single-sex
environment can give permission to each other to behave in cam ways that
won’t happen in other combinations, say in a co-ed situationn the same way.

And it's something lhave pondered. That's exactly right. It's about the givirfg o
permission, and we give permission mutually to each dthdp this in a way because
the school requires us to, but having given each othepémmission, what else do we
give ourselves permission to do? And it's where youte&a that that is, in fact, its
counter-cultural strength. I've wondered about the degreéich you could replicate
this in a coed environment. We all know that the rebteaedls us that in the
genderfication of even just music, voice is somethirgf i very much down the
feminine end of the spectrum. There’s good research atbahd It has certainly been
my experience in coed schools that, if you just haveh@at program, it will be
predominantly a girls’ program, if it's voluntary. | thithat's one reason why | would
say that it almost does need to be a compulsory progrhameeds to be that it's a
universal commitment; otherwise, there is, for alltd#@sons of peer anxiety, there’ll be
an opt out that will happen even for those boys who beagrepared to give it a go. |
think you could. You'd have to work at it, and you’'d have tokaatot harder. 1 think
you could transfer the sort of experience that weae to a coed setting. Maybe you
might even approach it as a single-sex boys’ choir aadvere that took you, but |
think it might lend itself a little bit to th&illy Elliot syndrome and you... those boys
would be typed by their peers. | appreciate it would be monglex in a coed setting,
but | don't believe impossible.

Because one of the things on your side is the sheer saafi¢he activity, isn't it, and

the fact that it's easy to be caught up in it; it's easy to édcome part of something
that's so big initially, and you can sing and participate withot standing out and
being noticed individually.

Yes, there is anonymity. | guess that can work twoswggu can also hide within, and
the anonymity may mean you're opting out as best you lmainijt's interesting — we
don’'t see a lot of that. | mean, we see it certainigally, even the boys who are
mouthing words and there’s nothing actually coming out of ti@ath, but it is in the
end, | think, something about the visceral experiencaherspiritual experience of
singing. That doesn't last; they want to give vomed the fact that they hear a voice
next to them, beside them, behind them, | think does enauditebk down those
anxieties or those barriers. You know, ‘Everyone slsiing it; I'm beginning to look
like the odd one out here. What have | got to lose?’

And I think, you know, it can feel good; it can be an uplifing experience, and |
think, at its peak moments, like a transcendent expemee. It takes you
somewhere else.
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| used the word ‘passion’ before quite deliberately. Youwld call it a spiritual
experience. Certainly what | see, and | see in thesfaf the boys, is that it's a
passionate experience. You see that they are not gamically going through the
motions of something: there is a clear inner feeling andhaer desire that they're
expressing when they sing.

Well, that’s great Jeremy. We’re coming to the close of thenterview, but the last
thing is just to invite you to add anything that we mightn'thave covered that you
were wanting to say, or to make any reflection on the interview

The only other thing | thought... | was pleased to make tbatmentary about its
connections to how it may assist to redress somg&hat ails notions, contemporary
notions, of masculinity because | think there’s a tobé said about that. The other
thing | might mention in passing is then, if you like, thay somehow it has inspired
the boys who’ve come through the school. So, to @ yaobvious example, Jonathan
Welch, who’s an old boy of the school, would say wingpired him to take on the
Choir of Hard Knocks was his experience not only of thegsaf song, but also, then,
of its capacity to change human beings, and | think afldte boys do experience that:
that somehow they are touched by the experience, deytfto somehow have made
them better, and that’s often, then, something theyiremor take with them into life.
Many of our ex-students, we know, look for opportunities, most of them clearly
recreational, not professional, to reclaim or refeaoften it may not even be through
singing, but they look for other avenues to, | guess, wplithe experiences that
they've had here. We do produce an extraordinary numbpeafle who continue,
professionally or otherwise, a singing component ofrthié& which is interesting
because it’s not what would immediately spring to minouala select-entry school, but
it becomes their passion and then | think they seek @imesions and something that
replaces almost the psychology of what they've expeed at the school.

Thanks very much for those comments.

- END OF INTERVIEW -
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Appendix G

Initial Summary List of Findings in Point Form,

(Based on the Six-phase Coding Strategy Designed by seaRher)

The Varieties of Massed Singing

Participant One

. Liturgies in various shapes and forms

. Assemblies on all campuses

. Singing competitions/actually want to compete

. Concerts, musical performances

. Singing at sporting events

. Importance of Cathedral Choir/its relocation

. Having talented boys involved in singing

. Singing in St Patrick’s Cathedral/whole school Masses
. Lasting effects of Valedictory Mass

Participant Two

. Assemblies

. Church services/hymn singing

. House music competition

. Biennial Concert

. Choirs/large 300 voice choir/chamber choir

. Major choral works each year/with girls’ schools
. Details of competition/run largely by boys

. Boys’ passion for competitive singing

. Biennial concert/Hamer Hall

Participant Three

. Assemblies/normal and singing assemblies

. Auditioned choirs/The Chorale, a vanguard group

. Speech Night Massed Choir

. Strategies for “embedding” Year 9s in assemblies

. Getting the new boys started

. Cycle of assemblies and singing classes/weekly rellgarsa
. House singing

Education and Gender
Participant One

. Look at the numbers of Male choir members in coedocatischools
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. Work on numbers at concerts involving other schools/ratios
. Permission in single-sex environments
. Modelling of multiple masculinities

Participant Two

. A single-sex school makes it easier for boys to pp#tel in singing
. Different agendas

. Self-consciousness of boys

. Experiences in previous schools

Participant Three

. Pro-social culture

. Masculinity and macho beliefs

. Counter-cultural approach to masculinity

. Making gentlemen

. Single-sex boys’ schools can be hard and steely

. You can create a different environment

. Giving permission

. Hypothetical/could a massed signing program work as well in
coeducation?

The Effects of Massed Singing

Participant One

. Lifts the spirits

. Sense of belonging

. Personal wellbeing

. School culture/fostering prayerfulness

. Effect on broader arts program

. Effect on liturgy/peak Masses

. Corporate identity/sport context/anti-catholic seetirn
. Academic performance

. Measure of good cultural health

Participant Two

. Human and cultural experience

. Soundtrack to our lives

. Belonging

. Singing is a defining characteristic of the school

. Singing makes statements about values and priorities
. Provides emotional engagement for boys

. Symbol of unity

. Spiritual/transcendent experience

. Carried on by Old Boys
. A great way of building culture within a school
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. Biennial concert/shivers down the spine/emotional charge
. Sense of self

. Participation of staff with students enhances unity

. Spirituality/transcendence/transformation

. Making gentler people

Participant Three

. Pleasurable and therapeutic modes

. Emotional wellbeing

. Collective belonging, shared purpose, achievement

. Camaraderie

. Creates and expresses passion

. Flow-on effects in learning and social interaction

. Conversation with adjudicator

. The magic involved

. Psychology and egos of the young adolescent

. As an instrument of initiation

. Consider a massed singing program to develop school
. Example of The Chorale

. Pushing boundaries/risk-taking

. Year 12s’ singing practices instead of Schoolies’ Week
. Year 12 survey/importance of singing to the students

. Comment from school history from student from anotuool
. Visit from Premier Bracks

. Vital change force

. Inner aspects/visceral experience

. Effects beyond school years

Principals and Leadership

Participant One

. Increasing the number of occasions when singing takes pla
. Appointment of key staff/staffing levels

. Decisions/structural factors

. Risk of not maintaining standards/remaining vigilant
. How to check one’s own opinions?

. Choice of venues/paying for better ones

. Calendar/timing and scheduling of events

. Attention and profile given to the arts

. Experiencing excitement

. Affirming boys’ participation

. Objective reality/accuracy of one’s perceptions

. Informing opinions through observation
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Participant Two

Supporting the present culture

Influence of Director of Music

Structural factors

Fragility of singing program

The singing program is a team effort

Fighting for rehearsal time/Defending the program

Talking with heads of other schools

Referring to the singing program when talking to prospectivens

Participant Three

Promoting singing on Open Days

Co-authoring book chapter

Increased budget/support for program

Speaking to prospective parents

Singing in the tradition of the school

Singing gives an idea of what is distinctive about siisool
Envy of other principals

Principals and Personal Background

Participant One

As a boy at school/jock culture

Other opportunities in scouting movement/at universityfsainows
First teaching job/seeing a magnificent tradition of masiwork
Influence of children

Participant Two

Enjoyed singing at school/joined choir
Unsympathetic environment

Good harmonising/part-reading skills
Feeling the odd one out

Participant Three

Sang in church/school choirs
Link between personal history and current experience

Theory and Education

Participant One

Hahn/impelling into experience
Young people should be challenged to participate
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. Renaissance view of education
. Multi-faceted nature of school culture

Participant Three
. Compulsoriness
Sport and Singing

Participant One

. Diverse cultural climate
. Singing at sporting events
. Staff who are sportsmen and musicians

Participant Two

. Singing in public is old-fashioned, except for national amtle¢éc
. First XVIII football team members are in the choir

. Participant’s experiences at school when sport wasirthnt

. Singing at football matches

Participant Three

. First XVIII boys involved in choir
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Appendix H

CONSENT FORM

TITLE OF PROJECTINVESTIGATING THE ROLE OF PRINCIPALS IN
INFLUENCING THE PLACE OF CORPORATE SINGING IN SECON DARY BOYS
SCHOOLING

PRINCIPAL SUPERVISORSDR HELGA NEIDHART & DR ANNETTE SCHNEIDER

STUDENT RESEARCHERDARYL JAMES BARCLAY

b (the participant)haveread and understood the information
provided in the Letter to Participants. Any questions | haslkeed have been answered to my
satisfaction. | agree to participate in this 40 minutestjonnaire, and the 60 minute interview
which is to be audio-taped, realising that | can withdraw consent at any time without
comment or penalty. | agree that research data tetldor the study may be published or may
be provided to other researchers in a form that does naifyder® in any way.

NAME OF PAR T C P AN T . it ermm e e e e e e e e e e e e e en e e e nnn s

SIGNATURE ..o DATE ......... Lo oviiiiisn.

SIGNATURE OF PRINCIPAL INVESTIGATOR or SUPERVISOR:........coiiiiiiiiiiieeeeeeeee

DATE: ......... [oeiiiiiiiii. Lo,
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Appendix |

INFORMATION LETTER TO PARTICIPANTS

TITLE OF PROJECTINVESTIGATING THE ROLE OF PRINCIPALS IN
INFLUENCING THE PLACE OF CORPORATE SINGING IN SECON DARY BOYS
SCHOOLING

PRINCIPAL SUPERVISORSDR HELGA NEIDHART & DR ANNETTE SCHNEIDER
STUDENT RESEARCHER DARYL JAMES BARCLAY

PROGRAMME:DOCTOR OF EDUCATION

Dear Participant

You are invited to take part in a research project whials ao explore the influence of
principals on the place of corporate singing in secondary s@hsoling.

The study is designed to raise consciousness of issues surrothelingy principals lead and
how they make decisions. It also aims to explore the vidvagsincipals on school culture, the
education of boys in the arts, and the place of gendaefucagion. The data gathering process
will involve a questionnaire and a semi-structured face-to-fsteeview. Three principals of
secondary boys’ schools will be interviewed.

The process will inevitably cause you a degree of inconvenierttet it will require some of
your valuable time. It will be possible to conduct the wgsws at your school.

It is anticipated that the questionnaire would take appraeignd5 minutes, and the interview
approximately one hour. The interview will be audio-tapedan3cripts from the interviews
and questionnaires will be entered into a computer.

The research itself is potentially beneficial to youhat it may raise your own consciousness of
a number of issues relating to the education of boysshwikiclearly one of your main concerns
as an educational leader. There are also potentiafiisetee society in general, given that
guestions relating to gender, education and leadership wiiMestigated in the study. There is
also likelihood that the research findings may be publisheducational journals.

Participants are free to refuse consent altogether witteuing to justify that decision, and may
withdraw consent and discontinue participation in the sadyy time without giving a reason.

Confidentiality will be ensured during the conduct of theeaesh as the data will be available
only to the researcher and supervisor. In any report or ptibficarising from the study,
neither the names of individuals nor their institutions wellused.
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Any questions regarding this project should be directed to the Principal BsperDr Helga
Neidhart, on telephone number 03 9953 3267, in the School of Educational Leadershiptat the
Patrick's Campus of Australian Catholic University, 115 VictoRarade, Fitzroy, Victoria
3065.

| undertake to provide appropriate feedback to participanteeonesults of the project. | also
wish to advise that this study has been approved by thehliasearch Ethics Committee at
Australian Catholic University.

In the event that you have any complaint or concern about the way you have daged tr
during the study, or if you have any query that the Supervisor or Studeir¢besehave not
been able to satisfy, you may write to the Chair of the Human Redgtaice Committee, care
of the nearest branch of the Research Services Unit.

VIC: Chair, HREC
C/o Research Services
Australian Catholic University
Melbourne Campus
Locked Bag 4115
FITZROY VIC 3065
Tel: 03 9953 3158
Fax: 03 9953 3315

Any complaint or concern will be treated in confidence filg investigated. The participant
will be informed of the outcome.

If you agree to participate in this project, you should sigth lzopies of the Consent Form,
retain one copy for your records and return the other copydolrvestigator or Student
Researcher.

Signature of student researcher Principal Supervisor
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Appendix J

Astrslia~ Sattolic Uniersy
dnaiae Seowy Corbare Yellasal Mobanrne

& ACU National

Hurnan Rozearch Ethics Committes

Committes Approval Form

Principal Investigator!3upervisor: Dr Helga Neidhar  Melhourne Gampus
Co-Investigators: Or Annells Schnaicer  Melbal rra Campns
Student Resaarchar: Dary Barcloy  Malbourne Campus

Ethics approval hag been granied for the following projact:

Investgatng the rals of princlpals in influencing the pace of corparate siging in secondany hoyps
schowing.

for the perod; O7.03.2007 10 07,12 2007
Human Research Ethics Commiltes (HREC) Reglsler Number: W20HG0F 7+

The fellowing etandarg conditions as 9t pulated in the National Statement on Ethleal Conduct in
Research involving Himans (1990) appliy:

1l that Principal Investinatar: [ Suparvisors pravlde, en tha farm supplied by Ihe Human
Fesearch Fthics Committes, annual repurls on maters such ws:
* secully i records
= campliance wilh appraved consand procecures and docurmeniation
= cornpliance wilh 3poclal cordiliona, ang

{iy  thatresearchers rapart to the HRES immeadiazehy any imaller 1nat might affect e alhical
AccepiAbifity of he protoco., such ae:
*  proposed changes 1o lhe profacol
v unforeseen clrcumstancea ar events
*  adverse effcels on paricipants

The HRAEC will conduct an gl each vear of all projects deemad 19 be of mara than law rlsk. Thare wil
4lso be random audits of 4 sample of projocls considerad 10 e of nagligible rizs @l low ris< on all
campuses el yozr,

¥ Lhir are marith of the cenclusion of the prouct, researchers ane required to remplets a Final Report
Farm ardd sL.bmlL il 1o the Incal Research Services Qoor.

IF the project cortnuus for mare than une vear, researchons see raquived t complets an Arneal Pragroes
Fepar! Farm and subnlt il e the local Research Services Offices wilhin s month af the arnfvarsary dale
cf the ethics approwal.

BEIBLE e e Dale. ...

(Res:caru'r'{ 'éé'r;.;i};é'é' 'Iflf.r'hocr. Melbaurne Gampus)

[Commintes Approval dos @@ 31100E) Forye 1 of |
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