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International Boy’s Schools Coalition Conference. At the beginning of the
Sabbatical | attended the above conference hosted by Lindisfarne College, Hastings
NZ in July. Conference delegates came from Boys Schools in New Zealand,
Australia, South Africa, USA, Canada and the UK. Delegates numbered about 320.
Keynote speakers included (from New Zealand), Nigel Latta and Celia Lashlie, Steve
Biddulph (Australia) and Richard Hawley (USA). There were many workshops
available covering a wide range of interests. Reports on Action Research projects
undertaken under the auspices of the Coalition were presented. These included a
large study on Effective Classroom Practice for Boys and a smaller study on
Changing Perceptions of Masculinity.

My study focus was a Literature Review of Issues in Boys’ Achievement
between 2000 and 2009.

| reviewed reports and studies from Australia, the UK, USA and New Zealand. These
are listed in the Bibliography. In the Appendix | have included an edited version of
each of reports or studies listed in the Bibliography. | have edited out the scope,
method and conclusions and combined them into a summary. The text is taken
directly from the reports and studies themselves. | am currently using these
summaries as professional reading for members of my staff who are engaged in a
professional learning group looking at Boy’s Achievement. | would be willing to make
the summaries and original articles available to anyone who wanted them.

Key Findings

There is an unresolved debate around Boys Achievement. One side of the debate
highlights the fact that boys are disproportionately represented in the wrong end of
social statistics compared to girls. These include failure to complete schooling, lower
levels of qualifications, higher suicide rates, higher suspension rates, more
behavioural and learning difficulties, lower literacy rates, lower enrolments in tertiary
courses etc. This side of the debate is divided over whether, over the last 3 decades
boys have got worse than their predecessors, or they have remained the same and
girls are simply achieving better than before and leaving boys behind. Either way,
this side claims that boys are in crisis and urgent action must be taken to help boys
begin to succeed. The Australian Federal Government spent millions of dollars
funding Boys Education Lighthouse Programmes between 2002 and 2006 to
address the issue. In Australia, authors such as Steve Biddulph and lan Lillico have
written extensively about boy’s needs, and the Family Action Centre at the University
of Newcastle NSW has run a series of bi-annual conferences focused on issues
involving boys and their growth to manhood. In the UK, USA and here in NZ,
Government education agencies have attempted to document best practice to help



raise boys’ achievement. The feminisation of the curriculum and less emphasis on
practical skills are seen as factors mitigating against boys in the last two decades.

The other side of the debate disputes that there is a significant gender issue. They
claim that many boys are succeeding and achieving, as they always have. The issue
is not about boys as such, but some boys who underachieve as do some girls. The
documented differences between boys and girls in many studies in various countries
fail to show significantly large differences in most areas with the exception of writing.
What is much more significant is the differences within genders and between
different ethnic groups and different decile schools. In New Zealand the
underachievement of both Maori boys and girls is much more significant than the
differences between all boys and girls. Some on this side would say the so-called
boy crisis is a reaction against the improved achievement of girls resulting from the
feminist movement of the 80’s. If boys are in crisis then why are women still under-
paid in comparison to men, and under-represented in the top echelon of the most
highly paid?

As the first decade of the 21% century comes to a close, interest in the debate seems
to be waning, with the focus moving on to what constitutes effective teaching and
learning for both boys and girls. Much of the research and study into boy’s
achievement in the decade 2000 to 2009 has confirmed that certain conditions and
approaches are more effective with most boys. Some of these approaches work well
also for girls, but seem to be more important for boys to achieve well.

From my review of the literature, and my own personal reflection on 25 years
teaching in boys’ schools | would group these “boy friendly” conditions under three
broad headings. For me, they are the three “R”s of success in teaching boys —
Relationships, Relevance and Rituals.

Relationships

For boys in particular, and for most boys, a personal relationship with the teacher is
a prerequisite for learning from that teacher. It has been said that boys learn
teachers before they learn subjects. Boys like to know things about their teachers
and like their teachers to know things about them. Boys will learn because of their
teacher, whereas girls will learn despite their teacher. Boys enjoy teachers who
display a sense of humour and can laugh at themselves and with rather than at their
students. Boys will try to achieve in a subject they find difficult for a teacher who
shows a personal interest in their progress. Teachers who engage with their students
outside of the classroom in cultural and sporting activities earn respect from their
students and also get to know their students better. It is important for a boy that he
feels the teacher knows more about him than just that he is in their class. Comments
and questions about his life outside of class promote greater engagement and
interest within class. Teachers who are willing to share their own life experiences
through stories and examples are seen as more human and less remote, despite



age and generational differences. Research shows that the gender of the teacher is
not the determining factor for success in teaching boys. Rather it is the ability of the
teacher to build personal relationships with each student that is a prerequisite to
engage boys.

Relevance

Arguably the most important key to motivate boys to learn is when they can see the
relevance of what they are learning and doing. The quickest way boys lose interest is
when they cannot see any relevance in what they are learning or doing. The
question that seems to be constantly in the front of boys’ minds is “Why do we need
to learn this?” They will often accept seemingly facile answers such as “You are
going to be tested on this”, and get on with their learning. However, boys respond
with enthusiasm and high levels of engagement once they see the relevance of what
they are doing to achieving goals they desire. Games and competition can be used
successfully with boys to increase the relevance of the learning. Concrete examples
and immediate applications of learning increase its relevance and motivate boys. If
boys view what they are being asked to learn as irrelevant, they quickly lose
concentration and their behaviour rapidly becomes off-task.

Rituals

Boys only schools make much of rituals and traditions. Boys in such schools learn
and are inducted into these rituals and traditions upon entry. In New Zealand, these
include hakas and school songs, crests and mottos, uniform modifications such as
different ties, blazer pockets and caps to recognise achievement in different areas,
sporting exchanges in which schools have competed over many years, trophies and
awards, Anzac Day ceremonies that recall deceased Old Boys, banners and house
competitions, historical photos, links with successful Old Boys and so on. To the
outsider, many of these aspects of school life may seem trivial in comparison to the
importance of academic success. However, for most boys they have an important
symbolic value contributing to the intangible spirit of the school. Boys strive to
emulate the success of those who precede them, and wait for their turn to assume
key roles in leading these rituals. As time moves on and the interests of each
generation changes, some rituals may disappear. A successful boys’ school will
continue to look for new rituals in which boys can participate and create its particular
identity.
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Appendix

Meeting the Challenge: Guiding Principles for Success from the Boys’ Education
Lighthouse Schools Programme

Stage One 2003.

© Commonwealth of Australia, 2003

GUIDING PRINCIPLES

Stage One of the programme resulted in a wide range of activity to advance the educational
achievement of boys.
What is clear from this stage of the programme is that school-based initiatives can be
enhanced by:

developing an even stronger relationship between local school or cluster activities and
the research evidence of what works;

creating more coherent programmes of activity to improve the education of boys by
linking the various categories of school-based activity outlined in this report; and

focusing on professional development for teachers as a priority to enable them to
confidently expand the range of teaching and learning experiences in their classrooms.

A common set of guiding principles has been identified from good educational practice which
has emerged from this programme and key research in the area of boys’ education.

The following set comprises 10 interrelated core propositions which ought inform the
development and implementation of ongoing programmes to improve the education of boys
in schools.

Boys’ education is an issue of concern within schools in Australia as evidenced by a signifi
cant body of research and the experience of the 110 project schools and clusters. It also is
an issue that schools can do something to address. This requires the school to gather and
analyse its own student achievement and other data (eg attendance, behaviour incidents,
student opinion survey data) on a gender basis and identify the needs of specific boys and
students ‘at risk’. Such inquiry should involve sustained data collection, reflection and
evaluation at the local level, informed by research in this area. The school then can develop,
implement and continue to evaluate and amend appropriate strategies and targets tailored to
the unique and specific needs of students.

Improving the educational outcomes of boys requires a whole school approach based on a
common vision and a coherent, integrated set of programmes across the broad range of
activity noted in this report (ie pedagogy, curriculum and assessment; literacy and
communication skills; student engagement and motivation; behaviour management
programmes; and positive role models for students). Such a whole school approach is more
effective with the identification of a leader in the school who is responsible for its
implementation, and the establishment of an appropriate team to support the leader. It also
requires a degree of flexibility on the part of the school when needed in relation to structural
and other arrangements to support the programmes adopted (eg single-sex classes and
activities, withdrawal programmes). This approach should be integrated with

existing school improvement strategies and should engage the broader school community.



Improved education for boys depends, just as it does for girls, upon good teaching of all
students in all classes. While there are many recipes for good teaching in schools, teachers
demonstrating good practices all have the following features in common.

Having high expectations for all students, knowing their students well and listening to
their students.

Reflecting on current teaching practice in terms of the information collected by the
school and an informed evidence base of research.

Using a range of teaching techniques — if all a teacher does is talk at the students and
writes things on a board, they are unlikely to learn very much. All learners require variety and
teachers need to vary the ways in which they pass on information to, and engage, students.

Structuring their teaching so it supports student learning — the teacher is the trained,
professional adult in the class, so must ensure that the key messages and lessons are
learned. This means they need to make sure that students understand the main points as
they proceed, make connections to other things that have been learned, build on what
students already know and keep reinforcing key messages.

Involving students in learning activities and encouraging their participation — learning
requires that students do things, as well as having them explained or shown to them.
Teachers need to actively involve students in solving problems for themselves and get
students working together in groups so they learn social and cooperative skills.

Providing positive feedback and praise — an important part of teaching young people is
providing them with feedback on their work. Teachers need to let students know how they
are going in general, what their strengths and weaknesses are and how they can continue to
improve.

Being open, flexible, fair and consistent in dealing with students, having a ready sense
of humour and being prepared to negotiate and discuss teaching and learning with students.
Making connections with the community — involving the students’ parents and other
important community members helps demonstrate to students the importance the teacher

attaches to the programme and their work.

Boys are not a homogeneous group and not all boys can be treated the same. Gender
intersects with a range of other factors, including developmental and sub-cultural factors, to
affect each student’s experience of school. Some boys may experience a tension between
being masculine and engaging with and being good at school; with the result that
demonstrating their masculinity can inhibit participation and performance in class, making
school a negative experience. Not all boys, however, experience or identify with aspects of
masculinity that conflict with educational engagement, and there are many boys who do
successfully integrate success in schooling and growing up as adult males. Hence the
school needs to clarify how best to support each boy in his learning at school.

Students learn in different ways. There is, in this context, substantial research as well as
school and cluster experience through these projects to suggest that boys (as well as many
girls, of course) commonly respond more positively to learning experiences that:

have a practical focus and physical or hands-on dimension;

they see as relevant and having a real world connection;

use thinking skills focused on actual problems;

challenge them by requiring higher order and conceptual thinking;

have clear instructions and structured sessions in manageable chunks;

enable them to work with others as well as individually;

provide for a range of ways in which work can be presented; and

provide them with a degree of involvement in decisions about content and opportunities
to negotiate their learning as a valued stakeholder.



That said, good practice in boys’ education also seeks to broaden the range of ways in
which boys view themselves as learners and the strategies they adopt, while strengthening
their capacity to develop responsibility and self-awareness, and to value success at school.

Acceptance of gender identity is important for all students. Boys should be encouraged to
value being male and the positive virtues this entails. Equally, the negative aspects of
stereotypical views of masculinity, often manifest in bullying, aggressive and physical
responses to conflict and difference, or a conscious disengagement from school, need to be
challenged. Schools and teachers are well placed to promote and model values and
behaviours that are fundamental to people learning and working together. Schools can
enable boys to broaden the ways in which they relate to others as they develop and grow,
and exercise power, control, competition, cooperation, freedom, responsibility and choice;
thereby enhancing their development as adult males in modern Australian society. Schools
should, in this context, seek to establish a culture where achievement is seen as ‘cool’ and
desirable for all students and is accepted as something to be celebrated.

Relationships are crucial in any young person’s schooling, especially the teacher—student
relationship within the classroom and in the broader learning environment of the school.
Particularly important for success at school is that each and every boy should know and feel
that there are people in the school who care about him and his development. Beyond this,
boys will benefit where there is consistency of approach between the home and the school,
and parents are actively engaged in the education of their children and in developing ‘shared
values’ with the school. The experience of clusters in this programme also has demonstrated
the benefits to be gained from increased cooperation between schools and, in particular,
sharing of strategies and resources to improve the education of boys.

Boys in school want and need to develop positive relationships with significant males within
and beyond the school, most obviously their fathers and teachers, but also older male
students and members of the wider community. Such role models provide inspiration and
support for young boys seeking to develop their own understanding of how to become an
effective adult male in the community, and also can assist in the development of clear goals
and pathways to future learning and personal development.

There is little doubt that boys’ relatively weaker performance in literacy than girls has been
one of the threshold factors leading to the focus on improving education for boys. Literacy,
especially in the early years of school, is critical for educational success at school and
subsequent successful participation in the community and its economy. There is substantial
evidence to show that effective literacy for boys requires a balanced approach which
includes some whole language teaching, but also direct instruction of phonics and phonemic
awareness to improve outcomes across the board. Effective teaching and assessment
should incorporate a recognition of the range of literacies students require today, including
multimedia and emerging literacies in which young people, and particularly boys, are
achieving success. This is a strength that can be built on. Beyond this, there is a clear need
to ensure that processes are in place to identify students at risk of under-performance
(primarily but not only in literacy) as early as possible, so they can be provided with
appropriate, targeted support (eg one-to-one or small group tutoring).

It is well documented that boys, and especially boys who are under-achieving at school,
respond favourably to the use of ICTs as a means of engaging them in learning activities.



Many of the schools and clusters involved in this programme have drawn on the motivational
and educational powers of ICTs. The interactive nature of many new technologies helps
create learning environments where boys can learn by doing, receive immediate feedback
and continually build new knowledge and enhance their level of understanding. This enables
students to develop a richer and deeper understanding of core knowledge and skills and to
lead their teachers in an area where they are often experts and adults are learners. ICTs that
include an emphasis on application and tailoring education to the needs of individual
learners are also supportive of a shift in practice to more learner-centred approaches, which
encourage the active participation of boys in the learning process, rather than the passive
absorption of knowledge.
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EDUCATIONAL & SOCIAL CONTEXT OF THE BELS PROJECT

The BELS project followed almost a decade of public enquiries into issues associated with
boys’ learning in Australian schools. Further, many advocates of the need to focus on boys
argued that there was a growing body of evidence about differences in boys’ and girls’
learning achievements and participation in schooling (Collins et al, 2000; Collins et al,

1996; Cortis & Newmarch, 2000; Cresswell et al, 2002; Hyde, 2005; Rowe, 2000).
Research and public debate over the previous decade had identified the following key
issues in relation to boys’ participation in schooling and their educational outcomes:

(1 there are more boys than girls identified as ‘at-risk’ in literacy (Rowe & Rowe, 1999;
Rowe, 2000). A lower proportion of boys are achieving the national literacy benchmarks,
compared to girls (Commonwealth Government, 2002);

11 recent studies had indicated that boys reported less positive experiences and enjoyment
of schooling (Trent & Slade, 2001; Rowe & Rowe, 1999);

(1 other studies indicated that boys are less engaged in their schooling, more easily
distracted, and less motivated (Collins et al, 1996);

1 behavioural issues are more likely to be associated with boys, as and is risk-taking, and
depression and suicide is more prevalent among boys than girls (Collins et al, 1996);

(1 the school retention rate for boys is lower than that for girls (Collins et al, 2000); and

1 the gap between boys’ and girls’ tertiary entrance scores has widened over the past two
decades (Commonwealth Government, 2002).

The implications of the above for the BELS Project included the need to:

identify and respond to individual learning styles;

foster an effective school culture based on quality teaching practices;

make learning relevant and connected;

establish positive relationships with students; and

build supportive classroom environments in which students feel valued and are
encouraged to take risks.

[ I B o O

PROFESSIONAL LEARNING

In the case of improving learning for boys, this means, to take literacy as an example, that
teachers need access to knowledge about teaching the fundamentals of literacy (reading,
writing, oral, aural, and critical elements of literacy) that are relevant at each stage of boys’
educational development. To support this, teachers need diagnostic tools that enable
assessment of where each student is up to in terms of their literacy development, so they
can provide the learning environment and address the skills and knowledge that the
student requires at whatever stage of development they have reached at that time.

The first step in this process is to provide teachers with access to the content, methodology
for developing the learning environment, the knowledge of the skills and knowledge
appropriate at each stage of development and the strategies that enhance student
learning, in this case, for boys who may be reluctant learners or developmentally delayed.
The significance of the task of providing this knowledge becomes clear when it is
recognised that many secondary teachers claim to know relatively little about literacy.

THE KNOWLEDGE-BASE



POPULAR MYTHS
The main findings from the research into brain-based approaches to learning indicated that
the educational implications at this stage should be treated with considerable caution:

This field is still in its infancy; much of the data, in cognitive science,
neuroscience, and genetics is incomplete. Far too often new findings are
misunderstood and disseminated by the press and other media—setting in
motion a series of chain reactions and the establishment of myths that are
sometimes both entertaining and damaging...otherwise intelligent school
administrators have said that they need to repaint classrooms in pastel colours
because brain-based research indicated that children learn better in a pastel
environment. That's nonsense. (Fisher, 2004).

The number of discoveries from brain research that have been exploited by the
learning sciences is still slim...Current research methods in cognitive science
necessarily limit the types of questions that are addressed...the type of
educational tasks favoured by society will remain more complex than the ones
that might suit cognitive neuroscience (OECD, 2002: 48).

There is a gulf between current science and direct classroom applications. Most
scientists would argue that filling the gulf is premature. Nevertheless, at present,
teachers are at the receiving end of numerous ‘brain-based learning’ packages.

Some of these contain alarming amounts of misinformation, yet such packages

are being used in many schools. (Goswami, 2006).

Many professional learning programmes provided to teachers focused on the supposed
higher levels of structure that boys require in learning to write, read and learn appropriate
behaviour. UK research has been interpreted as supporting this position (Frater, 1997,
2002).

The key point is that the need for structure in the teaching and learning process is not
driven by the learner’s gender. Boys (and girls) in the lower tail of the learning distribution
need a high level of structure to learn, but this is not because they are boys, it is because
they are novice learners with an underdeveloped capacity to manage their own learning.
For this reason, teachers need to provide a much higher level of attention and input for
these boys than that required by their classmates.

DIFFERENT DISTRIBUTIONS FOR BOYS & GIRLS

A key characteristic of data on a range of male and female characteristics is that the male
distribution is often wider spread than that for females. Floor and ceiling effects in many
assessments and tests truncate the full range of learning achievement. As a result, there is
sometimes evidence of some ‘clumping’ for boys in the lower ‘tail’ of the distribution.

This fits with the finding that a higher proportion of boys, than girls, do not meet national
benchmarks at Year 3 and 5 in literacy. Further, it provides an explanation as to why we
often find that there are more boys than girls in early-years and other primary school
remedial reading programmes. However, the evidence that there are more boys in the
lower tail of the distribution does not in any way warrant the interpretation that, overall,
boys are achieving at a lower level than girls.

This supports the arguments of Martino, Lingard & Mills (2004) and others that the role of
programmes to support boys’ learning should be to support those who are at-risk, because
it is these boys who are over-represented in the lower tail of the achievement distribution.

EFFECTIVE TEACHING

Very few of the professional learning programmes provided to or accessed by clusters
were principally focused on the core knowledge about effective teaching and learning. It
was as if boys need totally new and different teaching, rather than tuning known effective
teaching strategies to the specific learning capacities and preferences of boys at all points



in the spectrum of learners. Research in progress by Professor John Hattie based on meta
analyses of thousands of original research studies and dozens of different teaching
strategies is marked by the very low incidence of statistically significant gender
interactions—indicating that in most cases teaching strategies have similar impacts for both
boys and girls.

The most powerful factors influencing learning are:

(1 critical innovations;

1 feedback to students about their learning; and

1 setting appropriate and specific challenging goals.

Critical innovation is “a constant and deliberate attempt to improve the quality of learning
on behalf of the system, principal and teacher” (Hattie, 1999: 10).

Feedback to students is infrequent and often of poor quality in many schools. Of the 1,800
or so minutes that students are in formal learning environments each week, less than 5
minutes individualised feedback is provided by teachers to each individual student.
Strategies that increase the level and quality of feedback can substantially improve
learning outcomes. Quality feedback means “providing information about how and why the
child understands and misunderstands, and what directions the student must take to
improve” (Hattie, 1999: 10).

Setting appropriate and specific challenging goals means going beyond encouraging the
student to ‘do their best'—the magnitude of challenge set by goals is the most critical
component of goal setting (Locke & Latham, 1990). Students need to be informed “as to
what type or level of performance is to be attained so that they can direct and evaluate
their actions accordingly...feedback allows them to set reasonable goals...track their
performance...[and make] adjustments [to] effort, direction and strategy...as needed”
(Locke & Latham, 1990).

It follows from the above that school-based innovation projects that focus on feedback and
setting challenging goals have very high potential to improve learning outcomes. Further,
the most effective strategies apply across most areas of learning and at all stages of
educational development. Boys who are at-risk have not reached the same level of
educational development as their peers, but the principles of teaching and learning are the
same for them as for all other students.

A pre-requisite to closing any gender gap in learning is the adoption by schools of a hard
edge evidence-based approach to innovation. The dominant professional paradigm based
on ‘l reckon’ assessments of whether particular strategies have worked can never provide
the basis for making progress in terms of improving learning outcomes for students —
because, it grossly overestimates the effectiveness of most strategies. As a result, the
profession does not know which practices need to be disestablished—because they are
ineffective or only marginally effective—and lacks the resources to refocus effort on the
search for practices that can make a real change.

These key areas of strategic development were targeted towards improvement in the
following five areas.

STUDENT ENGAGEMENT

(1 daily purposeful writing

emphasising fun & humour in poetry

clear objectives

clear limits and set lengths for writing

short tasks, such as five-minute writing exercises
learning to take risks with ideas

modelling good writing

(1 sharing published writing

STUDENT LEARNING SKILLS

[1 breaking tasks into smaller pieces

1 use of graphic organisers

I B |



01 incorporating graphics into published work

(1 personal writing records

(1 learning to rework own writing

STUDENT SELF-ESTEEM & SELF-CONFIDENCE

1 weekly school student/staff presentations and discussions of writing at assembly
awards to recognise quality writing

friendly, inter-class competition

recognition of class and individual effort

publication of class writing books and poetry collections

celebration of achievements

TEACHING SKILLS

constructive feedback to students on their writing skills development

active, orally-based teaching style

explicit teaching of writing skills

development of a teacher toolkit of writing strategies

workshops by visiting children’s authors

weekly monitoring of student progress and feedback to class teachers by school leaders
written feedback and discussion at year-level teacher meetings

I B o R O

I I B

The data highlights a key issue in the development of strategies for enhancing the learning
environment for boys. The classroom based practices for improving learning directly target
specific literacy skills and knowledge. However, practices that are located outside of normal
classrooms are likely to tackle the improvement of boys learning more indirectly — for
example, improving boys engagement and behaviour is achieved not by targeting specific
skills or knowledge, but by providing a more relevant and interesting context for learning,
that is, the out-of-classroom practices were able to adapt more specifically to the needs of
boys, and provided them with much higher levels of scaffolding in their learning, through
mentoring, role modelling and tutoring.

AN INTEGRATED APPROACH

The first of the four frames indicates the lessons for structuring and

creating effective school, social and learning environments for boys.

Such environments include:

(1 high expectations for student’s to take responsibility for their own actions;

(1 opportunities for boys to engage in a sufficient level of regulated physical activity;
[ clear playground rules and behavioural boundaries—but with some flexibility—
engaging all students in the formulation of the expected rules and norms of
behaviour, including agreement about latitude to be provided and the discipline to be
effected in cases where the rules are transgressed; and

(1 engaging with the community, including employers, so that boys of all ages can
develop a grounded perspective of their potential futures, and through this to
understand the relevance of schooling. (Cuttance, 2006)

The second frame provides an overlay of effective pedagogical

approaches, including a core of the following practices:

(1 classroom rules that create boundaries of acceptable behaviour and incorporate
some physical activity in the learning environment,

(1 appropriate scaffolding of learning, with high levels of scaffolding for students with
underdeveloped learning skills and those below expected levels in the acquisition of
specific knowledge; and reduced levels of structure in contexts where students can
benefit from it;

(1 leveraging boys’ spatial and mechanical abilities by providing opportunities to engage
them in learning — for example, by allowing them to build models to demonstrate
what they know; and

01 classroom learning environments that are less dependent on language skills,



particularly the written word, as their primary medium of communication through the
use of ICT and multi-media technologies and alternative types of assessment, such
as building models. (Cuttance, 2006)

The third frame provides an overlay of activity-based learning for boys who

are not fully catered for in the standard classroom learning environment. Such
environments need to provide opportunities for boys to:

(1 learn about relationships in male orientated contexts;

(1 engage in hands-on learning;

1 engage in learning skills and knowledge that are relevant to each boys’ future;

(1 engage in learning in workplace contexts that integrate literacy activities and
appropriate behavioural rules — many boys are prepared to accept tighter discipline
in such environments, particularly, if they can understand the reasons for it, eg.
workplace safety when using tools; and

1 learn cognitive and affective skills and understandings to build resilience and selfesteem
(Cuttance, 2006).

The fourth frame adds an overlay of additional external components to the

learning environment. The broader school environment, the classroom environment, and
activity-based learning — can be further enhanced through the use of adult-to-boy role
modelling strategies and boy-to-boy mentoring strategies.

These strategies are effective when they provide:

(1 opportunities for boys to develop mutual respect and caring for each other through
boy-to-boy mentoring;

(1 appropriate male role models so that boys can learn about rules for working together,
which may involve the supervision of boys by the role model as a co-worker;
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(1 opportunities for boys to learn about relationships in contexts where they are required
to engage with adult males;

[ social environments for boys to learn about appropriate behaviour in a male
environment; and

(1 a structure of expectations and norms that support boys to engage in learning.

The BELS projects have substantially added to the knowledge-base for the boys who
are ‘struggling’ with their schooling or are otherwise disengaged capable boys who are
putting just sufficient effort to get over the hurdles — the challenge is to build this
knowledge into the everyday practices of schools and classrooms. In most cases, the
BELS projects provided an opportunity for boys to engage in the project for up to half a
day a week in a context that integrated core elements of their main programme—literacy
and behavioural development, in particular.

It is not necessary that all aspects of the above model of support for boys learning be
incorporated into all aspects of boys learning environments. A large proportion of boys
thrive in normal school learning environments—although most environments will be
even more productive if they include strategies embedded in the model.

It is critical that the lessons from the BELS project be interpreted in the context of the
broader research knowledge about differences in learning between boys and girls.
Contrary to popular belief, there is no broad evidence that boys are substantially poorer
readers than girls. The main area of difference in literacy achievements between boys
and girls is in writing, rather than reading.

The BELS projects clearly indicate that students who are ‘disengaged’ in their normal
classrooms can be intensely engaged in learning environments that have different
boundaries for behaviour, expectations, feedback, rewards and relevance to their
perceived futures. Further, the success of the BELS projects that developed activity—
based learning environments for specific groups of boys indicates that normal classroom



learning environments need to be supplemented by external activities for some boys’,
and for that matter for some girls, also.

BELS schools were correct to target specific sub-groups of boys as the focus of their
projects. Not all boys are performing badly, indeed most are achieving at levels
equivalent to most girls. It is important that this message be disseminated as we
currently run the risk of boys, teachers and parents believing that boys are not learning
as well as girls and indeed, that perhaps they cannot learn as well as girls.

It is salient to reflect on the findings from the international literature, and New Zealand
and Australian educational studies. First, in terms of education, gender differentials of
any significance are not the prevailing reality, rather gender differentials appear to be
specific to aspects of cognitive skills and to particular areas of the curriculum. Further,
the most significant gender differences are in non-cognitive areas — physical strength,
aggression and levels of physical activity. Environments for learning will be more
accommodating for boys if they explicitly recognise these differences between males
and females. This information from international studies of gender differentials provides
some pointers that can be used to inform educational practice and a context by
reflecting on changes in schooling over the last half century.

First, curriculum and examination systems have generally become more language
focused (Rowe, 2002). Second, school playgrounds have been systematically cleared of
all equipment and other objects that allow substantial levels of physical exertion —
particularly, anything a child might have the disposition to climb. Third, there has been a
systematic shift in policy away from organised contact sports during school hours. Straw
polls taken during the BELS project visits to clusters of schools suggest that less than a
quarter of all primary schools now provide organised and supervised sports
opportunities at play-break, lunch time or after school. Fourth, the behaviour rules and
disciplinary structures of schools have over a long period of time moved towards
favouring non-physical engagement and ‘cooling out’ all forms of aggression—including
most components of competitive behaviour. Schools have also developed a ‘thou shalt
not physically interact with other students’ culture in terms of the rules and expectations
of what is permissible and what is not permissible at school. There are sound reasons
for many of these developments, although few, if any, of the reasons make sense in
terms of supporting learning and the development of young people. Most often cited by
schools is the necessity of removing ‘risks’ to reduce the possibility of litigation in cases
where a child is injured or molested.

The boundaries that are set for acceptable behaviour in schools define what is
misbehaviour — in many schools acceptable behaviour excludes physical contact in the
classroom. During lunch hours and breaks, students are expected to engage in largely
passive—or at least non-contact—activities. Students who engage in physically active
games do so mostly without direct supervision, as for example would be exercised by a
‘referee’ — in such contexts some students are unwilling to take part because of the
enhanced risk of being hurt or injured. A key role of a referee in enforcing the rules in
organised games is to provide the controls and regulation necessary for safe play.

One factor in relation to the latter is that by focusing on small groups of boys, schools
were able to provide a level of resourcing per student that was sufficient to achieve an
impact on outcomes. If, instead, these projects had focused on all boys in the school, it
is unlikely that the project would have impacted on the sub-group of boys who were
struggling, and the impact on all boys would have been small. This is simply a
consequence of the necessity to move above a threshold level of resource intensity if
significant gains are to be made by students who are in the lower tail of the outcomes
distribution.

In addition, the educational research literature clearly identifies practices that set



challenging goals and provide critical feedback to a student’s learning as the most
powerful practice that can be used to improve learning outcomes (Hattie, 1987,1999). A
major dimension of the potential benefits of a high level of resource intensity, therefore,
can be realised when the amount of time allocated to these two instructional practices is
substantially increased, as it can be when the learning environment is focused on a
small number of students.

The concept of activity-based learning that has emerged from the BELS project could
benefit from further exploration about how to make it even more effective, particularly for
boys who are struggling with their learning or disengaged from schooling. The adventure
education and the work experience literature provide two starting points for this further
inquiry.

Overall, the practical lessons from BELS are as follows:

[ the clearest overall impact was on boys’ behaviour;

01 projects that were able to clearly articulate their strategies had the greatest impact —
clusters that undertook a trial as part of the planning and development of their project
used this as a way of clarifying how specific strategies may work in practice;

(1 projects that had a primary focus on professional learning had minimal impact —
professional learning has an impact only if it is translated into changed practice; and

(1 the most successful projects focused on specific small groups of boys.

Factors that impeded projects included:

(1 the failure to turn professional learning into changed practice;

(1 mobility of teachers and principals who were the drivers of the project—a factor that is
of much greater significance and prevalence than generally acknowledged—there

was evidence that some schools were in a constant state of disequilibrium and flux as

a result of staff movement;

11 difficulties of collaborating across schools, particularly when timetabling issues arose;
1 alack of efficient processes to collect and analyse evidence and a lack of the
required skills and knowledge to make sense of data — this was true of all forms of
evidence, including learning outcomes data;

1 over-reliance on informal (“I reckon”) teacher assessments of impact, without direct
supporting evidence from students—teachers were more likely to claim a higher level

of success for their projects than was warranted by the evidence from more rigorous
data gathering and analysis strategies;

(1 a cargo-cult mentality and an unwillingness to accept standard accountability
processes by a small number of schools;

(1 alack of facilities to accommodate activity-based learning at school; and

1 the issue of implementing an externally funded project when the timeline is not
synchronised with the cycle of planning activities in schools.

The BELS projects have substantially added to the knowledge-base for boys who are
struggling with their schooling or are otherwise disengaged but capable boys who are
putting just sufficient effort to get over the hurdles — the challenge now is to build this
knowledge into the everyday practices of schools and classrooms.



Boy’s Achievement
A Synthesis of the Data
Final Report by Ministry of Education, Wellington, 2007

The results from national and international assessment surveys show that gender gaps in
favour of girls are present in reading in New Zealand (and throughout the world). There is
also evidence that boys do less well in writing. These skills are fundamental to full
participation in a knowledge based society and thus the relative underperformance of boys is
of concern. In other areas, such as mathematics and science, the results for boys and girls
are similar and, in some cases, boys out-perform girls overall.

Even when boys perform less well overall than girls in a subject like reading, it is not true to
say that boys are under-achieving across the board. International and national student
achievement studies indicate that the achievement difference within a given gender is
greater than the difference between genders. Thus a focus on a range of desired outcomes
that recognises the diversity of all learners is more appropriate than one that focuses on a
specific group.

Key Findings

The data from New Zealand and international studies show that many boys are succeeding
at school. In New Zealand this includes boys from all ethnic backgrounds. There has also
been no marked decline in the performance of either boys or girls over the last five years.
The findings from this report are summarised below:

1 Boys participate in Early Childhood Education to the same extent as girls.

1 From year 1 to 10 the proportion of boys in school is consistent with the proportion in
the general population but from year 11 boys are leaving school at a faster rate than
girls.

1 There is no difference in the rate of truancy for boys and girls, but significantly more
boys, Maori and Pasifika boys in particular, are stood-down and suspended; are
excluded or expelled; and gain early leaving exemptions.

1 Reading Recovery is a programme designed to assist those who remain poor readers
after a year of classroom instruction with learning to read and write. At six years old
boys are twice as likely as girls to be entered into this programme, with Maori and
Pasifika boys most likely to be entered. The outcomes of this programme are
relatively similar for boys and girls.

1 There are no systematic gender differences in mathematics and science achievement.

] There is converging evidence that girls perform better than boys, across all ethnic
groupings, on all measures of reading and writing at all levels of schooling. However,
a number of boys in New Zealand read and write well and are advanced readers and
writers.

(1 There is evidence that the reading gender gap reduces over time but increases for
writing.



1 New Zealand students are found to perform very credibly in reading in international
surveys. In most other countries girls also significantly outperform boys in reading, so
this is not just an issue for New Zealand.

] The percentage of students gaining NCEA qualifications has increased from 2004 to
2006 but females are more likely than males to gain an NCEA qualification at all
levels.

(1 Scholarship attainment is similar for males and females.

1 Females tend to stay at school longer and leave school with higher attainment levels
than males.

(1 Males are more likely than females to leave school with little or no formal qualification
but this difference has decreased over recent years.

(1 Females are more likely than males to leave school with University Entrance or higher
qualifications and this gender difference has grown. Maori and Pasifika males are
least likely to leave school with University Entrance or higher qualifications.

[1 The above finding impacts on tertiary education participation with females more likely
than males to participate in degree level study, and of those participating, males are
less likely than females to attain a degree level qualification.

Synthesis across the data has revealed clear and consistent issues for boys. Generally
these relate to the over-representation of boys in statistics relating to:

* early problems in reading;

» disengagement with school;

* lower achievement in reading and writing; and
* lower qualification attainment.

As a first step to improve boys’ achievement we need to ensure that they are engaged in,
and excited by, their learning, and able to achieve to their full potential.

* Girls perform better than boys in all literacy measures across all years of schooling.
However, gender differences in reading tend to decrease during secondary schooling
whereas gender differences in writing increase through schooling.

* Literacy differences are also observed in qualification attainment where girls are more likely
than boys to gain the Iitera1<1:y requirements for NCEA level 1 and to gain English as a

subject at all NCEA levels and scholarship.

» Gender differences in mathematics and science are narrower than those observed in
English measures.

* National and international assessment studies show that there are no significant
mathematics gender differences in primary schooling. During the early years of
secondary schooling differences are still small but girls slightly outperform boys,



however, this slight advantage is reversed to boys during the last years of compulsory
schooling.

* There are gender differences in mathematics qualification attainment where girls are
slightly more likely than boys to gain the numeracy requirements for NCEA level 1 and
since the introduction of the NCEA girls are slightly more likely to gain mathematics as a
subject at all NCEA levels. Even though the gender gap increases with increasing NCEA
level, males are more likely to gain a mathematics scholarship.

* Gender differences in science are very small. In general boys slightly outperform girls
across all years of schooling but girls are slightly more likely to gain science as a subject
at all NCEA levels. The gender gap increases with increasing NCEA level but males are
more likely to gain a science scholarship.

* In literacy, mathematics and science New Zealand has considerable variation in student
performance but students from both genders and each ethnic group are found in the
highest and lowest achieving group.

* Boys tend to have a wider spread of scores than girls and tend to be over-represented
in the lowest achieving group. This is especially true for Maori and Pasifika boys but the
proportions of Maori and Pasifika girls are also a concern. Gender differences are
smaller in the high achieving group with boys tending to be under-represented in this
group in literacy but over-represented in mathematics and science.

* Higher proportions of male candidates, across all ethnic groupings, receive ‘not achieved’
grades in English, mathematics and science NCEA externally assessed achievement
standards.

* There is evidence that students who have more positive attitudes or higher self-concept
towards English measures, mathematics and science tend to score higher than those
with negative attitudes or lower self-concept.

» The percentage of students, both male and female, gaining NCEA qualifications has
increased from 2004 to 2006.

* In years 11 and 12 females are 10 percentage points more likely to gain an NCEA level 1
and 2 qualification respectively. This gender difference increases to 13 percentage
points in year 13 for NCEA level 3.

* Female students are more likely than males to gain University Entrance. The proportion of
Maori and Pasifika students, especially males, gaining University Entrance is particularly
concerning.

» Scholarship attainment is similar for males and females. Males gain 58 % of their total
scholarships in science and mathematics.

» Gender differences in the participation rates of students in English, mathematics and
science are greater in year 12 and 13 than year 11 qualifications.

+ Since 1993 the range of attainment gender differences for mathematics (from 3 percentage
points in favour of males to 3 percentage points in females favour) and science (3
percentage points in favour of females) are much smaller than that found for English
(where it is in the range 14 to 19 percentage points in favour of females).



* Females tend to stay at school longer and have better attainment than males across all
ethnic groups.

» The proportion of students leaving school with little or no formal attainment has decreased
since the introduction of the NCEA. However, across all years males are more likely than
females to leave school with little or no formal attainment but this difference has
decreased over recent years.

* In 2006, over 20 % of Maori males, and females, left school with little or no formal
attainment.

* Historically females are more likely to gain University Entrance or higher qualifications than
males. Since 1993 the gender difference has grown and in 2006 females were 31 %
more likely than males to gain University Entrance or higher qualifications.

» Maori and Pasifika males are least likely to gain University Entrance or higher

qualifications, but the proportion of Maori and Pasifika females is also low and of concern.

* Overall, males are less likely than females to participate and attain qualifications in tertiary
study; however this does vary depending on the field of study.

* In 2006, 20 percentage points more females than males participated in degree level (level
7) courses and 26 percentage points more females than males attained qualifications at
degree level.

* The participation of Maori and Pasifika males in tertiary education, especially at higher
levels, is very low.

* Males and females with tertiary qualifications, even sub-degree qualifications, have greater
labour force participation and, on average, earn higher incomes.

* New Zealand males with an upper secondary qualification are 43 % less likely to be
unemployed than males without an upper secondary qualification.

Discussion/Conclusions

The data presented on New Zealand boys’ achievement in this report has shown that many
boys are achieving at school, including Maori and Pasifika boys, and that there has been no
marked decline in the performance of either boys or girls over the last five years. However, it
has highlighted some issues in the area of boy’s educational engagement and achievement.

The most striking achievement issue is in literacy where a literacy gender gap in favour of
females develops after the start of schooling and persists throughout the education system.
In general, boys perform less well in reading and, in particular, in writing than girls. Boys are
also over-represented in the lowest performing literacy group of students and under-
represented in the highest achieving group. Of particular concern is the proportion of Maori
and Pasifika boys in these groups.

Regular school attendance is essential to encourage all young people to stay at school until
at least the age of 16 and benefit from being there. The school leaving patterns of boys’ and
their over-representation in stand-downs, suspensions and exclusions is a serious issue.
Males account for over 70 % of stand-downs and suspensions and their over-representation
increases in the formal removal of students from school (exclusions and expulsions). Early
leaving exemptions are also more frequently granted to male students, but the rate for Maori
males (20 %) is of key concern.



In addition, females tend to stay at school longer and attain higher formal qualifications than
males. Higher proportions of males than females leave school with little or no formal
attainment but this gender difference has decreased over time. Males are also less likely to
leave school with an NCEA level 2 qualification or higher, or University Entrance or higher. In
2006 females were 31 % more likely than males to gain University Entrance or higher
qualifications. Of particular concern is the very low level of Maori and Pasifika males
attaining University Entrance.

These gender differences in qualification attainment also impact on tertiary education
participation. Even though males and females are equally likely to transition straight to
tertiary education, the higher proportion of females with University Entrance results in higher
proportions of females enrolled in degree (level 7) level courses, whereas more males enrol
in lower level certificate courses. As well as having lower participation rates in tertiary
education males are also less likely to attain a tertiary qualification.

Males and females with tertiary qualifications, even sub-degree qualifications, have greater
labour force participation and, on average, earn higher incomes. For males in particular, if
they do not have an upper secondary qualification they are much more likely to be
unemployed than males with at least an upper secondary qualification. So, addressing low
educational attainment will have long term benefits for the individual and society.

The Ministry of Education is committed to ensuring that all children achieve to their full
potential in the education system. Even though this report shows that many boys are
succeeding at school, it also highlights some issues in the area of boys’ literacy,
engagement and qualification attainment. In order to fully understand these gender
differences it is important to draw on the literature on early childhood, biological and
cognitive differences, cultural differences, pedagogical approaches, assessment
methods and socio-economic factors such as family income or parental education.

This report should sit alongside the research literature to put the gender debate in context.
The literature reports a number of research studies and initiatives that focus on raising
achievement and these have built a knowledge base of effective practice and innovation in
teaching boys. The challenge now is for schools and their communities to engage with some
of the issues faced by boys and to build this knowledge base into school and classroom
practice.



Boys’ Education: Good Practice in Secondary Schools

July 2008
Education Review Office

This Education Review Office report provides schools and policy makers with
examples of how 10 New Zealand secondary schools successfully support boys’
education. The schools in this study were selected on the basis of their good overall
levels of student achievement, previous positive ERO reports and their well developed
pastoral care and support strategies. Five boys’ schools and five

coeducational schools are used as case studies.

The key strengths found at schools in this study were: high quality staff and student
leadership; a positive school culture with a strong focus on positive image; relevant
teaching and learning contexts; and constructive relationships. The schools all dealt
positively with potentially negative images of boys’ education, including: the bullying
image that affects some boys’ schools; the support structures that existed particularly
for boys’ literacy; and the various ways that schools had engaged different groups of
boys.

The key challenges for the schools were: meeting the needs of a small percentage of
disengaged boys, many of whom are from disadvantaged backgrounds; supporting
Maori and Pacific boys; strengthening some aspects of literacy teaching; and
undertaking useful analyses of the ongoing and complex gap between girls’ and boys’
achievement. It is also important to remember that, although an achievement gap exists
between boys and girls, there are still high numbers of girls who do not succeed

at secondary school, and any analysis of achievement should include issues associated
with both genders.

Which boys are not succeeding?

International research on the achievement gap between boys and girls most often
points to issues of literacy, especially writing, as being a key area of difference
between boys’ and girls’ achievement.4 While some research indicates that girls are
also slightly ahead in arts education, the differences between boys and girls in
mathematics and science are not particularly marked.

Despite the relatively high numbers of boys who underachieve research shows that
just as many boys perform well in education as girls. Many researchers emphasise
that care is needed in discussing which groups of boys are not succeeding at school,
and that the achievement differences between boys and girls are not seen as an
educational problem for all boys.

International and New Zealand research evidence also draws attention to the effect of
background on the performance of boys. For example, internationally, there is some
evidence to suggest that there are larger gaps for boys from lower socio-economic
backgrounds. There is also evidence that there is a larger gap in achievement between
schools in rural settings and those in urban areas. In New Zealand the performance of
Maori and Pacific boys (and girls) is a cause for concern.

It should be pointed out however, that although boys from lower socio-economic
backgrounds, and Maori and Pacific boys, are among the lowest performing groups of
students in New Zealand, NCEA data shows that the gap between the achievement of
boys and girls actually increased with school decile. For example, in 2007 the results
for Year 11 students doing NCEA Level 1 showed that there was a 6.6 percent gap



between boys and girls in low decile schools, an 8.4 percent gap in mid decile schools
and a 13.3 percent gap in high decile schools (see also Appendix 1 attached to this
report). More research is needed to understand these trends and why certain groups of
boys, in various educational contexts, do not achieve as well as girls.

Factors in boys’ underachievement

A wide range of factors may influence the relative underachievement of boys. These
include behaviourial, biological, cultural, pedagogical and environmental factors. The
complexity of the way these factors interact, and how they specifically relate to boys’
education have made it difficult for researchers to provide definitive evidence on the
causes of boys’ underachievement and therefore develop advice for teachers.

The dominant research perspective is that connected to issues of male identity
formation - specifically how boys see themselves as learners. Much of the research
suggests that issues of gender identity are the most significant area to understand and
address in boys’ education issues. In this approach, consideration is given to how
boys perceive themselves as learners in contemporary classrooms and how this
translates into educational achievement.

It is also claimed in some research that aspects of education are ‘feminised’ and
inherently biased towards the achievement of girls. In other research, issues of how
boys approach the literacy areas of reading, writing and speaking form a significant
part of the discussion about boys’ learning.

Responding to the educational needs of boys
The diverse range of factors influencing boys’ underachievement has resulted in a
range of different perspectives and approaches on the educational needs of boys and
the ways to respond. Many are based on anecdotal or observational data and, while
they may be effective in a particular setting, the collection of evidence has not yet
reached the point where teachers can be confident about what will work in their class.
These approaches include:

- the use of goals and targets;
- practical, hands-on activities;
- giving boys responsibility for their learning and allowing them to make choices;
- providing high levels of structure and teacher-led activities;
- positive reinforcement;
- using competition in the classroom,;
- incorporating physical activity into learning;
- mentoring and peer support programmes;
- the use of outdoor education programmes;
- developing relevant learning activities and contexts;
- importing popular culture texts into classroom reading;
- daily silent reading times;
- using computers and other electronic media to support writing;
- developing critical literacy approaches, including those that help boys understand
how masculinity is created through texts; and
- making school fun for boys and avoiding repetitive learning.
As can be seen, the above list includes aspects that are somewhat contradictory.
These education strategies for boys should not be divorced from the types of teaching
and learning activities that have a more established evidence base regarding their
effectiveness for both boys and girls, (the approach to teaching and learning in the
Ministry of Education’s Quality Teaching for Diverse Students and Professor John
Hattie’s research on the Influences on Student Learning).

Key strengths found across the case study schools
While not all the schools were highly effective in each of the following areas, the



strengths of these schools represent the aspects that ERO found to be important
overall.

- Leadership

- School culture

- Relationships

- Engaging boys

- Relevant teaching and learning

- Literacy and numeracy support for boys.

Leadership

A notable feature in each of the 10 schools was the way leadership supported boys’
education. Leadership was well articulated at board, principal and senior management
level through vision or values statements. The school’s vision statement often
underpinned the staff’'s approach to leadership and the structures operating for student
leadership.

Several schools, particularly the boys-only schools, had defined their aspirations in
statements emphasising holistic development and all-round achievement. These
statements were axiomatic bywords for expectations and values including such
notions as boys can do everything, 21st century men, big brother-little brother and
boys to men. Some had more symbolic precepts such as the notion of rock and water,
guiding expectations for decision-making and personal conduct about the
appropriateness of reactions and actions.

The most important feature was not the statements themselves, but the extent to which
these were promulgated at all levels of the school. They were embedded in school
culture, relationships and the school’s approach to teaching and learning for boys. In
discussion with students, it was evident that the boys themselves not only knew the
catchwords or phrases, but could also talk about the practical implications and
activities underpinning them.

Principals drove each school’s approach to boys’ education. Their professional
leadership influenced curriculum developments and particular initiatives supporting
boys’ learning. Principals or other senior staff had taken an evidence-based approach
to improving boys’ achievement. Through their professional direction and expertise
they raised staff awareness and understanding of ways to improve the quality of
teaching for boys. Principals were visible in their school, demonstrating through their
own actions the participatory and holistic ideas being espoused.

Principals were able to build distributed networks that enabled their staff to assume
leadership responsibility. Staff often demonstrated considerable professional
commitment and leadership in the way they promoted a wide range of achievement
opportunities for boys by actively participating in classroom and co-curricular
activities. Boys spoke positively about the various chances they had to work
alongside their teachers in cultural, sporting and outdoor activities. These different
contexts provided boys with role models and helped to strengthen positive and
constructive relationships.

In many of the schools, leaders had a strong focus on professional learning. The
principal and senior staff were seen as leading learning in teaching practice,
curriculum design and organisation. Their staff considered the learning needs of

boys, either as part of a whole student cohort or as a separate group. They took active
steps to develop curriculum management and delivery strategies that were appropriate
for the boys. This often involved consideration of systemic and organisational aspects
such as timetabling, course development and professional mentoring to make teaching
more effective and relevant for boys.

Senior students provided leadership for junior students. Schools expected that senior



students would act as leaders and mentors to junior students and they gave them
opportunities to acquire the skills necessary to undertake leadership roles. There are
several examples of senior boys taking various leadership roles to support junior
students. These included inducting junior students at the beginning of the year, acting
as support leaders on junior school camps, peer mentoring throughout the year,
operating as reading and classroom tutors, and coaching sports or cultural groups.
Although such activities are not uncommon in most secondary schools, the schools in
this study gave senior students training and support so they could undertake these
roles effectively. These leadership roles were considered important for the tone of the
school because they helped develop a supportive culture between senior and junior
boys, one that was safe and welcoming, and conducive to learning.

Questions for your school — School leadership

1. How well do your school leaders draw attention to the teaching and learning
issues affecting different groups of students?

2. What student leadership opportunities ex