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Overview

Several indicators, including international stud€EA data and the difference in
school leaving qualifications for boys and girlsagnise an ongoing achievement gap
between boys and girldnternational 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.

Nevertheless, despite the relatively high numbers of boys who underachieve, research
shows that just as many boys perform well in education as girls. 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.

This Education Review Office report provides sclaotd policy makers with
examples of how 10 New Zealand secondary schootsesafully support boys’
education. The schools in this study were seleatetthe basis of their good overall
levels of student achievement, previous positiv®©EBRports and their well-
developed pastoral care and support strategie® days’ schools and five
coeducational schools are used as case studies.

Most of the schools had developed initiatives tirate specifically intended to raise
boys’ achievement, antlat were successful with certain groups of boys. There are
initiatives that have variously developed the academic, cultural, sporting and
leadership qualities of boys. Several are in the important areas of literacy and
numeracy. There are organisational and design initiatives to improve the way the
curriculum and timetable worked for boys, and others that supported the achievement
of Maori boys, Pacific boys, rural boys and boys who were at risk of not achieving.

This report also identifies the key strengths ef$bhools and some ongoing
challenges faced by them in relation to boys’ etlana Where possible, each of the
topics in these sections includes questions to dtler schools reflect on how ERO’s
findings relate directly to their own work with bsy

The key strengths found at schools in this studsewigh quality staff and student
leadership; a positive school culture with a stréows on positive image; relevant
teaching and learning contexts; and constructilaiomships. The schools all dealt
positivelywith 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 sdbd@d 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

! Cuttance, P & Thomson, J. (200Zjterature review on boys’ education
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exists between boys and girls, there are still Imgimbers of girls who do not succeed
at secondary school, and any analysis of achievesmeuld include issues associated
with both genders.

Future directions for schools

Schools can use this report as a starting point to:
* inform their own review of the achievement of baysheir school;

* include in their analysis of achievement data, acchNCEA, a breakdown of how
well different groups of students achieve at teehlool, and then examine the
factors behind the achievement patterns for bogsgais; and

* review how well the school uses student feedbaakftom their teaching,
learning and co-curricular activities for differegroups of students.
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Introduction

That boys do not achieve as well academically ds gt schools has been an ongoing
matter for discussion both in New Zealand and @ass In New Zealand, the
attention to boys’ education has arisen in lighthef relative gap between the
achievement of boys and girls. In recent yeargrsé indicators including
international studies, NCEA data and the schoalitepqualifications of boys and

girls recognise this difference.

There has been considerable speculation aboutitiasoof the differences in the
achievement of boys and girls. Much of the redearork undertaken on gender in
education has tended to provide information fodaoaic and/or policy audiences,
with few studies specifically designed to help sdl@ddress issues associated with
boys’ achievement. Moreover, while in recent yeasislence has been presented to
New Zealand schools about improving teaching gdéilyeslucational research on
boys has not provided definitive advice to schadisut how they can improve their
teaching practice to further support the achievdrathoys.

This study aims to contribute to the educationdlade on boys’ achievement by
identifying and reporting on practices that havepsarted boys’ learning in some
New Zealand secondary schools. It uses case stigdtiscuss examples of
successful educational strategies for boys. Thesaot simply aimed at improving
NCEA results, but are used to support boys in diffelearning contexts and
curriculum areas throughout the stages of thewrsgary schooling.

Boys’ achievement and participation

The central issue for boys’ education, both in New Zealand, as well as many other
developed countries, has been the achievement gap between boys and girls. At the
end of 2007 the Ministry of Education produced a report, Boys’ Achievement -

A Synthesis of the Data, which states that there are some ‘clear and consistent issues’
related to the achievement of boys. Drawing on a wide range of educational
achievement and participation data, this report found that boys are over-represented
in:

» early problems in reading;

« disengagement with schooaol,

* lower achievement in reading and writing; and
« lower qualification attainmerit.

The Ministry’s report also identified important differences in the achievement patterns
of boys and girls. For example, it found that girls performed better than boys in all
forms of literacy, although differences in reading tended to decrease during secondary
schooling and differences in writing increase. No significant differences were found
between boys and girls in mathematics and science achievement.

2 Ministry of EducationBoys’ achievement - A synthesis of the détallington: Ministry of
Education, 2007.
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The report from the Ministry shows that, since the introduction of NCEA, there had
been a consistent gap in the qualifications achieved by boys and girls. Approximately
10 percent more girls achieve Level 1 and Level 2 than boys, with 13 percent more
girls achieving Level 3.

From 1993 to 2006 the number of girls achieving University Entrance increased
slightly over the number of boys. In 1993 27 percent of girls left school with
University Entrance compared to 23 percent for boys. By 2006 41 percent of girls
gained University Entrance compared to 31 percent of boys.

Despite the differences that exist between boys and girls at University Entrance and
Levels 1, 2 and 3 of NCEA, boys are awarded a similar number of scholarships to
girls.> For example, in 2006 1502 males and 1426 females won scholarships.
Fifty-eight percent of the scholarships awarded to male students were in mathematics
and science, while female students were notably more successful in English and the
Arts.

Ministry of Education data also show that ethnicity differences were more marked
than gender differences. One way to represent this information is to identify how
different groups have performed in secondary school education. For example, of the
students who failed to achieve a qualification at school, Maori males formed the
highest percentage, followed by Maori females, Pacific males, and then Pacific
females through to Asian females who had the lowest percentage of non-qualification.
(see graph below).

Graph 1: Percentage of school leavers with littteno formal attainment by gender
and ethnic group, 2006
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Research on boys’ education

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.* 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.

“ Cuttance, P & Thomson, J. (200Eiterature review on boys’ education
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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 antbaing them to make choices;
e providing high levels of structure and teacherdetlvities;

* positive reinforcement;

e using competition in the classroom;

* incorporating physical activity into learning;

e mentoring and peer support programmes;

» the use of outdoor education programmes;

» developing relevant learning activities and corggext

* importing popular culture texts into classroom ragd

» dalily silent reading times;

e using computers and other electronic media to supyiting;

» developing critical literacy approaches, includihgse that help boys understand
how masculinity is created through texts; and

* making school fun for boys and avoiding repetiliz@ning.

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).’

® http://www.education.auckland.ac.nz/uoa/fms/defaducation/staff/Prof.%20John%20Hattie/
Documents/Presentations/influences/Influences_adest learning.pdf
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ERO'’s previous work on boys’ education

In 1999 ERO published its repofithe Achievement of Boy$his noted that girls
outperformed boys against most measures of sclosb@\esement. For instance, it
provided evidence, for instance that the schodlfmate grade distribution, and the
distribution of B grades or better, (moderately)diared girls.

School Certificate grade distribution by gender

Grade A B C D E
Girls 8.9% 24.6% 31.3% 26.1% 9.2%
Boys 7.1% 20.6% 31.5% 29.1% 11.7%

Percentage of School Certificate results at B dtdyeby ethnicity

Ethnicity European Maori Pacific Islands Other
Girls 38.0% 14.5% 11.2% 38.8%
Boys 30.8% 10.0% 11.0% 33.6%

This report noted that there was evidence that bagsgirls learn and respond in
different ways, and achieve best with differentteag styles. The report suggested
that teachers needed to be knowledgeable aboatdtiifes in the preferred learning
styles and behaviour of boys and girls, and tolide #® adopt a range of teaching
strategies to help accommodate the differencess cduld have included grouping
boys and girls differently for different activities

The report also noted that schools needed to ¢@let examine achievement
information to assess where boys were not achieasngell as they could and use
this information to review their policies and pragmes to ensure that the strengths
of boys were sufficiently channelled and developed.

An analysis of ERO findings in a sample of 60 seleoy schools found that girls'
schools or coeducational schools performed béditer boys’ schools against a wide
range of indicators, including curriculum delivenyd the quality of the school’s
physical and emotional environment.

ERO’s findings indicated that in 1999 many boysy@dhools provided an education
with a strong emphasis on tradition, examinati@ults and sporting success. This
type of education, while successful for some, ditimecessarily meet the needs of all
students. In contrast, girls-only schools and acatlonal schools tended to adopt a
wider range of teaching styles that catered moceessfully for individual

differences.

This report pointed out that, despite the findiagsut boys’ schools, most boys in
New Zealand today attend coeducational schoolsamatysis of School Certificate
examination results carried out for this study sbdwhat the gap between boys’ and
girls' achievement in coeducational schools wagelain some types of schools than
others. For example the gap in small schools aral schools was considerably
larger than the average.
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Methodology

Schools in this study

ERO selected 10 secondary schools as case stodigssfstudy. These schools were
selected in consultation with the Ministry of Edtica and followed on from the
work undertaken by the Ministry’s reference grompboys’ education.

The schools all had a positive ERO reporting histgood levels of student
achievement and had previously demonstrated gaottipe in the pastoral care of
students. Because of the nature of the topiantjerity of the schools selected had
also developed, to some extent, particular appesoh strategies related to boys’
education. This criterion also influenced the ficiaoice of the five boys’ schools and
five coeducational schools.

Given the influence of socio-economic and geographical factors on boys’
achievement, the case studies included low and middle-decile schools; schools with
moderate or high numbers of Maori and Pacific students; and schools that were either
based in a rural area or drew on a significant number of students from rural
backgrounds.

Approach to this study

Following the selection of the schools, ERO evadaach school’s approach to
supporting achievement, including any particulgsrapches used to support boys’
education. This information was thérawn together to develop the case studies and
overall findings for the report.

The information collected included documentary evidence, achievement analyses and
descriptions of any initiatives and school-wide approaches. The study also included
interviews with principals, members of boards of trustees, senior managers, teaching
staff, students, school counsellors, and parents and whanau.

Particular emphasis was given to talking with groups of boys (and in some instances
boys and girls) at each of the schools. Over the 10 schools visited, as part of this
study, ERO discussed issues of boys’ education with approximately 160 students.
These students offered consistent and thoughtful messages about boys’ education and
provided a rich source of information for this report.

Education Review Office 8 Boys’ Education:
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Findings

The findings of this report are divided into thdwing sections:
 case studies (Schools A t0%J);

» key strengths for the case study schools; and

» Kkey challenges for these schools.

The majority of the findings section is dedicatedite 10 individual case studies.
Each case outlines the context in which the schomdésate as well as two or three
initiatives or approaches that have especially sttpd the education of boys.

The sections dealing with the key strengths andckeylenges faced by the schools
follow the case studies and provide a broad summiaitye important issues facing
these schools. Many of the matters raised in tivesesections complement those
developed in ERO’s recent report entit®dpporting and Engaging Senior Studénts.

The Case Studies
School A - Decile 4, large urban boys’ school

School context

School A is a large, urban, mid decile, Year 9 to 13 boys’ school located in a big city.
It has a multi-ethnic roll made up of approximately 30 percent Pakeha/European, 15
percent Maori and over 30 percent of students from Pacific ethnicities. The remaining
25 percent represent other ethnic backgrounds. According to the school’s analysis of
standardised testing, many of its Year 9 students arrive with low levels of literacy and
numeracy.

The school’s emphasis is on the development of well-rounded young men, who excel
in academic, sporting, cultural and leadership domains. The school has developed a
strong sporting tradition in various sports. Despite the low academic entry skills of
many Year 9 students, School A’s 2007 student NCEA achievement was comparable
to similar schools.

School culture and relationships

School A has a positive and safe learning environment for its diverse population of

boys. It has achieved this through a variety of approaches including consistent
expectations for behaviour; emphasis on its colgega celebrating success through
school and house assemblies; and the positiveatttens between staff and students.

The school’s vertical form classes and the regubaise competitions support the
positive relationships evident throughout the sth&f central importance is the
school’s culture of ‘big brother little brotherEveryday interactions between students
are consistently framed by the concept of senigresits supporting junior students.
This approach has meant that there are low le¥disltying at the school and the
relationships between senior and junior studemgerdominantly nurturing and
supportive. Students told ERO that the schoopsitation for safe and positive

® The case studies are presented in the order ichvthe fieldwork was undertaken.
" For a copy of this report go to www.ero.govt.nz.
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interactions between boys has encouraged manafaiafstudents to enrol at this
school.

Positive senior-junior interactions amongst boysgehaso been supported through the
school’s peer support programme. Year 13 boys baee given good quality

training in how to support their ‘little brothersEach year, Year 13 boys use their
training as the basis of the way they organisengpd® induct Year 9 boys. Most
Year 13 boys also use one of their weekly studyodsrto support junior students in
class. In addition, the school has recently sfaatpaired reading programme that
involves Year 13 boys taking time out from a stpéyiod to read with a junior
student.

Numeracy success

The school places a strong emphasis on numeraclankad very high levels of
success in this area. Entry testing in numeraoysh that approximately a third of
Year 9 students had skills equivalent to Level 2remNew Zealand mathematics
curriculum. Drawing on their experience in the ruaty project, and citing the
emphasis on thinking in the new curriculum, thehmatatics department has sought
to develop greater mathematical understanding anfidence among its boys.

Through an analysis of NCEA Level 1 results, thehmaatics department also
identified that a key barrier to student achievenvess the way in which students
addressed ‘word problems’ in mathematics examinatid/Vith this knowledge, the
mathematics department has taken an active appnoaeveloping the mathematical
language of boys. The teachers did this by gidefinitions of key words, supplying
students with many more word problems in class,teadhing students key strategies
to deal with word problems. In some cases teadisosused analogies between
mathematical words and concepts used in sportslfoldoys understand the
underlying mathematical ideas.

The work carried out to improve the boys’ numerhayg contributed to a significant
improvement in the number of students gaining thewrel 1 numeracy requirement.
In 2003, 72 percent achieved the Level 1 NCEA nesgment and by 2007, 93 percent
had achieved this. The success of this approathebmathematics department has
led the school to investigate how similar approadbeaspects of numeracy can be
used in subjects with mathematics content, sudtiasce, accounting and
economics.

School B - Decile 6, rural coeducational school

School context

School B is located in a small town and has appnakely 670 students from Year 9
to 13, most of whom travel to school by bus. Ttleos| has identified that 85
percent of leavers do not go on to university, dnad their learning programmes need
to cater for a range of needs.

School B’s strategic and annual plans demonstrate a strong student-centred
philosophy, with an emphasis on individual students, rather than on groups of students
such as boys or Maori.

Education Review Office 10 Boys’ Education:
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There is a low staff turnover, with 30 percent of teachers having also been stadgn
the school.Staff members note that the fact they know their students so well provides
a strong foundation for identifying and responding to individual needs.

The school has recently developed a new chartexdb@s an agreed set of values.
The values were developed with high levels of irfpuin teachers, parents and
students and this process has contributed to hirgdirprofile in the day-to-day life of
the school. The students ERO talked with knewstif®ol values and understood
how these translated into high expectations in $evfrtheir learning and behaviour.

Timetable flexibility

A recent and significant innovation has been thestigpment of a new timetable
structure with eight option lines. This has endldtidents to choose from a much
broader range of subjects than has previously tieenase and, in some cases, to
‘double up’ on options that they especially prefer.

The increased flexibility has benefited all studebut particularly boys and those not
heading to university. Boys now have the optiocladosing several courses from a
list that includes: building and construction, aatdive engineering, legal studies,
financial studies, trades studies, classical styaigriculture, creative literature,
senior health and daily physical education.

As the above list implies, the options availabl®dgs in the technology curriculum
feature in the school. The technology departméetformal academic
qualifications as well as industry-related uninstards. Moreover, the school’s
technology areas have been fitted out with marth@tools and machines found in
industry, which means that the students learn tdkwith the sorts of equipment
found in the workplace.

Boys said that they appreciate the opportunitypeng large amounts of time in the
workshops gaining useful skills and qualificatioasd for some, this component in
their school programme has motivated them to stagtzool.

A ‘literacy line’ added at junior level has enabledching of te reo Bbri, Greek and
Italian for more able students, and extra litersagport for students who need it.
Financial literacy is also included for all Yeast@didents. English, mathematics,
science and physical education are blocked in Ya&do allow a variety of options to
be taught simultaneously and to provide greatertikty in meeting the diverse
learning needs of the students.

Support for ‘challenged learners’

School B has very high levels of literacy and nusagrachievement at NCEA

Level 1, with 100 percent of Year 11 students gamequired numeracy credits and
97.8 percent meeting literacy requirements in 20Bffective learning support
programmes have contributed to this success.

A primary-trained learning support teacher workghwinior students whose literacy
and/or numeracy levels put them at risk of noteahg and leaving without
qualifications. Her main goal is that all studegésn the required literacy and
numeracy credits. The school has several strategisupport this goal. These
include enabling Year 10 students to gain creditsumeracy and literacy to reduce
pressure on their Year 11 programme; giving athef‘challenged learners’ in the
junior classes specific support from a readingrtidad using the literacy line in the
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timetable to allow the learning support teachdanake a Year 11 English and a Year
11 mathematics class for challenged learners, ltlgarentinuing the strategies learnt
in the junior school.

School C - Decile 6, medium size urban boys’ school

School context

School C is an established Year 9 to 13, single-sex boys’ school located in a
provincial town. Nearly 90 percent of the students are Pakeha/European, 6 percent
are Maori, 2 percent are from Pacific ethnicities and 2 percent are Asian. In 2007,
School C’s NCEA achievement at Level 1, 2 and 3 was well above national averages.

Boys can do everything

School C focuses on developing the all-round a@meant of boys. It encourages
boys to participate in cultural and sporting atigdd including the school’s house
competitions and one of the many school choirslo@éul and informative wall
displays in the school’s entrance foyer acknowletigewvide range of cultural and
sporting achievements of the boys.

While rugby, singing and the various inter-housmpetitions play a large role in the
school, boys are genuinely encouraged to partieipaa variety of cultural or

sporting pursuits. For example, one boy, who heghlreluctant to take up one of the
many sports on offer, was eventually persuadedke tip croquet. He subsequently
went on to achieve national success in this spoetar 13 boys, especially those on an
academic programme, are encouraged to work witetheol’s physical education
department to develop a personal fithess prograsmibat exercise is included in
their weekly routine.

The school works hard to foster boys’ interesteiading. A well-organised silent
reading programme operates for a 20-minute pefted @ach lunch break. The

prefects present book reviews in assembly onceek aed the principal actively
promotes an interest in books at assemblies as well

School ceremonies are an important part of schigohhd they help develop the
school’'s emphasis on developing all-round achievem@&he school has some
important historic buildings and, together with tesemblies, they help provide a
sense of tradition, belonging and respect. Sigiléine school’s Anzac Day
commemorations have become a community-wide focus.

The principal provides a strong role model forrallind achievement. He regularly
makes short historical presentations to the whoheal, takes a keen interest in the
school choirs and has directed school drama prmmhgct He is also a strong
pedagogical leader and has used his own reseaoch ettucating boys to support the
professional learning of teachers.

The emphasis on all-round achievement includesasfon academic achievement.
Indeed where a boy’s studies appear to be takbagkseat to co-curricular activities
a ‘'yellow’and ‘red’ card system is used to warn ameh suspend him from
co-curricular activities. A yellow card gives aynwo weeks to catch up, while a red
card denotes suspended involvement in these aesiviit the time of ERO’s visit
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the school had yet to employ a red card owing ¢ohiigh levels of motivation shown
by those boys with a two-week warning.

Professional development to support boys’ learning

A well-developed professional mentoring systemtéachers has contributed to
School C’s high level of academic success. Oweltaht five years the school has
dedicated the equivalent of one full-time teacbesupport a group of trained
mentors. These mentors regularly observe teaghéng classroom and provide them
with constructive feedback. They have worked wiibst staff since 2003 and have
built up considerable experience in this sort ¢ @ver that time.

The school’'s mentors were initially trained by aeenal facilitator who has
considerable experience in teacher developmengir Work with staff members was
developed as part of a series of goals for scheatldpment. These goals have since
been updated to ensure that the mentoring reldtips€ontinue to be linked to

school improvement, as well as personal developgesits.

The mentoring process has not been linked to agdrar attestation and, in this
regard, the mentors have developed very trustilagioaships with staff, many of
whom have been teaching for several years.

The outcomes from the mentoring programme havedst an increase in boys’
achievement and the development of a more reflegtikofessional culture among
staff. The principal and mentoring coordinatorentbtat a majority of teachers now
welcome other staff into their room; that therenisre professional dialogue about
pedagogy in the staffroom; that there has beermhsitive feedback from those
staff being mentored; and noticeable positive ckang teaching practice.

School D - Decile 4, large urban boys’ school

School context

School D is a long-established single-sex boys’ school located in a provincial city. It
has a roll of over 1000 students. Seventy-three percent are Pakeha/European, 23
percent Maori and 2 percent of Pacific ethnicities. There is a school hostel and

Year 7 and 8 boys have been integrated into the school since 2005. This change has
resulted in an increased roll, an increase in the numbers of teachers; and required the
refurbishment of a classroom block for junior boys.

In comparison with similar schools, 2007 NCEA achievement in Years 11, 12 and 13
is above national averages. In 2007, NCEA Level 1 literacy and numeracy results for
Year 11 boys were well above average for similar schools, at nearly 90 percent.

Literacy skills across the curriculum

School D has placed a high priority on raising sttiteracy levels. The school has
been part of a local literacy cluster and placeserable emphasis on literacy
achievement, especially reading across the cuamaul

School D has managed this by improving the Yeard’&teachers’ skills in
instructional reading. A literacy coordinator hesped to develop these skills, which
are likely to be extended to teachers at Yearsd9l@n She has developed an
extensive professional development programme far Yeand 8 teachers which has
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involved understanding how to use assessment tadlscting on good practice
researchin literacy teaching; and learning how to teachcsfic reading strategies to
boys. Boys who talked with ERO particularly enjdyae ‘literature circles’ strategy
used to extend their reading. This initiative itweal boys choosing from a series of
titles. Their choices would then be used to crgabeps and these groups would
discuss what they had read.

School D has also developed an extensive wholeescbading programme where all
teachers and boys read for 15 minutes a day. fidw@amme has made reading an
accepted part of school life and helped to createamg interest in both fiction and
non-fiction reading. This interest is especialydent in the data reflecting the high
use made of the school’s library.

21st century men

The principal believes in the importance of suppgrboys to develop positive
identities as ‘2% century men.’ His vision includes a notion of whas to be a

‘good bloke’, and one who knows that it is OK todmale in a contemporary world.
He uses international research and his own expienlead professional discussions
about these issues. As a result of these eftbsschool has developed a
professional culture that reflects the importanica balanced approach supporting
boys to become positive, modern men.

School D’s values reflect this emphasis. The sthaloies includd?erseverance,
Respect, Honesty and Compassidimese values form part of the everyday
expectations for boys and are understood and remddoy staff. Staff and students
have helped structure positive relationships adftsschool through such initiatives
as the paired reading programme between seniordyay¥ear 7 boys; and through
the school’s ‘colours’ programme, which celebratellievement in academic, cultural
sporting or leadership domains.

The principal’s emphasis on 2tentury men has also seen the introduction of the
‘Rock and Water’ programme at the school. Thisative was originally based on
Netherlands research into boys’ education, althaegbarchers have since found that
it also works well with girls. The basis of thegramme involves boys considering
their own identity in a changing world and undemstiag the types of values and
understanding they each need to succeed in thislwbr essence the programme
teaches boys about relationships and how to ‘haidyirreact to situations such as
someone verbally abusing or bullying themselvestioers. While the school has not
quantified the effects of the programme, teachepsnt that it has particularly helped
those students who have had difficulty in sustgrimrendships. Teachers also report
seeing students using the programme’s techniquelayground interactions.

School E - Decile 8, medium sized rural coeducatiahschool

School context

School E is a Year 7 to 13 coeducational school of just over 700 students located in a
small rural town. Just under 80 percent of the students are European/Pakeha, and
approximately 10 percent are Maori.

8 See for example the Ministry of Education’s EffeetLiteracy Practice in Years 5-8
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The school maintains strong links with the local community and continued economic
growth in the area has resulted in recent roll growth. School E’s achievement
information shows that students achieve at levels generally above students in schools
of a similar type and decile.

Boys-only classes

School E has run two boys-only classes in Yeansdd1#® since 2002. These classes
have been an attempt to develop a motivating legrenvironment for a particular
group of boys, which is based on sport, physicavigag and relevant contexts and
activities for core subjects.

Although there is a mix of abilities, overall thagses typically comprise a
disproportionate number of lower achieving boyse Triteria for entry to the
programme include boys having an interest in sgoldck of motivation for normal
academic studies; and/or having some history oawelral problems. Boys are
selected to join the classes on the advice of 8daachers, deans and, in some
circumstances, on the request of boys and par&#sause of the way the boys were
selected, it was initially hoped that there woukbae academic and social benefits
for those boys and girls who remained in the mesash classes.

In the initial years of the programme the core saty were taught by two staff
members. These staff were very capable and dediteachers who had built
positive relationships with the boys. They had atdroduced some important
aspects to the programme. For example, the teadi@originally established the
programme reported that it was important to prowdine boys a sense of what it
was to be a “real bloke”. Part of the programmelined boys reflecting on what it
meant to be a positive young man, rather thanlteenatives.

An ongoing quality of the programme has been thphesis placed on providing
boys with strong structures such as clear rulgg Bkpectations and consistent daily
routines. Teachers have also endeavoured to grdndds-on or physically active
learning experiences. For example the boys doigdlysducation everyday, although
this could be revoked if a boy’s work in core sesgiwas below an acceptable
standard. The learning has also included some asmphn outdoor education and
camping. For example, the Year 9 class has toadiliy gone on a week-long course
at nearby army camp.

A series of evaluations was undertaken in the fimste years of the programme. The
results showed that the boys enjoyed their tinté@nclass. The findings also showed
some variable academic results for both the boyg-@asses and the remaining
cohort of students in mainstream classes. Initeetivo years the boys in the
programme generally performed as well as, or b#tger the other students in

Years 9 and 10. While this was positive for thgdonly classes, it raised questions
about the teaching and learning for students imrtamstream classes. In 2004, the
results were more mixed, although there were seswes with the cohort in the
boys-only classes largely because it containegla mumber of students with learning
disabilities.

There have been no evaluations of the boys-ongsekasince 2004. In part, this has
been influenced by the loss of the staff member adginally set up the initiative.
The loss has also posed something of a challengbdschool in terms of
maintaining the original intention of the programntaurthermore the school has also
been faced with issues of funding for the prograname: at the time of ERO’s
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evaluation the school was at something of a crasisran how the initiative might
continue.

Hands-on courses assessed with unit standards

School E provides a range of courses in the sagiowol. Many of these courses are
assessed with unit standards, which one staff memdied were a ‘god send for
boys’ because of the flexibility they allowed toustture a course to the interests of
students.

Two of the most popular options for boys have beeniture making and the
school’s rural education academy. School E’s fureimaking course provides
students with thorough training in furniture maksidlls. The teacher notes that
because the course uses industry unit standattley than achievement standards, it
does not need to involve particular groups of boyarge amounts of design work.

In that sense the course fits well with those sttglgoing on to apprenticeships in
furniture making and who are seeking woodworkirtgeathan design skills.

School E’s rural college also provides a way fataia groups of boys to develop
technical skills. This option attracts high nunsbef boys in the senior school, many
of whom may have left school early to take up reraployment. The course enables
students to be assessed against unit standardshraseas as tractor driving, fence
building, crutching and shearing. The course #datures a large number of field
trips and work experience opportunities. The stitsleparticularly the boys, respond
particularly well to these practical hands-on atigs.

School F - Decile 5, large coeducational secondasghool

School Context

School F is a decile 5 Year 9 to 13, coeducatisaabndary school located in a
provincial town. The school draws its studentsrfra wide rural and urban
catchment. The majority of students are Europeset® (53 percent) and Bbri

(41 percent). In 2007, just under 90 percent adrYll students achieved the Level 1
literacy requirement with just under 95 percentieaing the numeracy requirement.
Its results for Level 2 and 3 compare favourablihwiational statistics.

Focus on achieving success through effective teachi

School F has a strong focus on teachers’ profeakiearning, aimed at enhancing
teaching practice. Four years ago the school esigdththe importance of formative
assessment and higher order thinking as part ofgblkool-wide professional
development. Working within departments, teacketslepartmental and individual
practice goals based on their understanding of wiiategies worked well for
students.

The strength of the professional learning proceswvident in the extent to which
teachers now use self and peer evaluation anatasigly, student feedback to
reflect on what they are doing in classroom.

The school’s teaching emphasis on formative assasgsworks well for boys. Staff
have found that boys in particular want to know {vam | doing this?”. This has
helped to reinforce their formative approach teh&ag. The boys reported that they
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liked their teacher being clear about what theyewgming to learn; having specific
short-term goals that they had been part of dewadpand knowing what they needed
to do to succeed.

As a result of their professional learning, teastese also varying the ways they
teach. Boys acknowledge that practices such sgaictive discussion, where their
views are taken seriously; practical activitiesezsally in science and technology;
and chances for role-play, all help them engagebeith their learning.

Leadership for holistic learning and development

The principal and senior leaders take a holistgragach to student learning and
development which puts value on the academic, coeclar and social aspects of
students’ lives.

This is done in many ways at School F, includingtime taken by senior staff to
coach sports; help with student tutorials and ftatps’; and acting as mentors in a
wide variety of co-curricular activities. Whild students benefit from this approach,
boys particularly acknowledged the effort takersbpior staff.

Aside from their support of co-curricular activitiesenior leaders also manage
various pastoral initiatives. Senior leaders hémeinstance, led the development of
restorative practices at the school. These pexti@ve been beneficial in resolving
challenging behaviours that impact disproportiolyad@ boys’ learning. Similarly,
through the Student Engagement Initiative, fatita have worked with staff to build
their knowledge and use of restorative practices s1$ ‘mini chats’ and relaxed
vigilance.

This holistic approach to student engagement articjpation has strengthened the
relationships between the school, students andftimailies. Data and anecdotal
evidence suggest that boys are increasingly beaeés of the school’s approach.
This is seen through the increasingly positive stleavironment, the increased
retention rates and a decrease in the numberamd-stowns and suspensions.

School G - Decile 7, large urban boys’ school

School context

School G is a large long-established single-sex boys’ school. The school’s roll is over
1000 students. Seventy-eight percent of the boys are European/ Pakeha,

10 percent are Maori, 3 percent Pacific ethnicities and 5 percent Asian. In
comparison with similar schools, achievement levels in Years 11, 12 and 13 are above
those of similar decile.

Diverse opportunities for all boys

School G offers its boys a variety of sporting cultural and academic opportunities.
Boys with a range of interests, skills and abilities can all succeed.

In the curriculum, the school has developed courses in the senior school suited to
artistic, academic, physical, and technological interests. These include drama,
environmental science, outdoor education, Maori performing arts, sports extension,
business studies, food and hospitality, legal studies, media studies, electronics, trade
building and mechanical engineering.
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In the co-curricular programme, boys have the opportunity to take part in a wide
variety of sports, including bowls, karate, mountain biking, skiing and ultimate
frisbee. Cultural pursuits include chess, choir, creative writing, various instrumental
bands, kapa haka and several different drama and theatre activities. The school has an
active house competition, which enables regular competitions for both junior and
senior boys.

Peer relationships

School G has set aside the traditional system of using a small number of Year 13 boys
as prefects, in favour of using nearly all Year 13 boys in leadership roles in the
school. School G’s student leadership programme involves Year 13 boys:

* mentoring Year 9 students;

e working in a junior class, local primary schoolamaching a sports team;
» organising homeroom and house competitions;

» attending weekly leadership seminars; and

e being positive role models.

The guidance staff train the Year 13 boys for their role as leaders. This training aims

to develop effective communication and relationship strategies. It helps Year 13 boys
develop the listening, guidance and goal-setting skills they need for working with the
Year 9 boys. The training also engages mentors in discussion about male values and
what roles need to be taken by a Year 13 boy supporting the development of a Year 9
boy. Both senior and junior boys endorsed the wortthefgrogramme. Senior staff
members said that the more distributed leadergippoach had helped develop a
more supportive school culture.

As a result of the success of the Year 13 leatlgesschool has also taken the
opportunity to use peer leadership processes gr atintexts. The school’s boarding
houses have also moved away from a prefect-typeehmodiavour of a supportive
mentor role for house leaders. From Year 11 onsvhoys also have the opportunity
to be trained as leaders for the week-long Yearalfp held by the school.

School H - Decile 7, large coeducational secondasghool

School context

The school is a large coeducational secondary school catering for students from
Years 9 to 13 in a growing provincial town. It has a roll of just under 1150 students,
86 percent of whom are European/Pakeha and 10 percent are Maori. It is the only
secondary school in the town and it attracts students from the surrounding rural area.
This school achieves well in NCEA compared to other decile 7 schools, although
NCEA Level 2 and 3 results indicate that girls do somewhat better than boys.

Enterprise Education

An enterprise programme has been effective in gingistudent-centred learning
programmes that have strong appeal for boys. Glheat believes that this approach
makes learning more relevant. It involves the supgf local businesses and
community groups. About 20 staff are developintgggrise learning with students.
Examples include:
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« An anti-graffiti campaign in social studies thatatved all Year 10 classes in
painting a portion of a mural on the wall of a Iblsardware warehouse wall. At
the same time, various community groups spokeutesits about the whole issue
of graffiti in society.

» A statistics project involved students in researghlthe merits of bulk buying as
opposed to single-item buying in local supermarkdtse results of the survey
were published in the local newspaper.

* Most of the students in a Year 10 learning supplads completed a Level 1
achievement standard in constructions and locddsygning a fence system for a
local farm. Two boys achieved excellences forstamdard with two more
achieving merits.

One teacher uses an enterprise approach in theitpajoher teaching. She does this
by being clear with her classes what outcomesateato be achieved and what
assessments will need to be undertaken. The wiaiss together to design the
programme by identifying an enterprising context thill help them learn. She
commented that this approach had engaged boys adtrdditionally struggled with
more teacher-led approaches. Boys said they tk¢ithg out there and doing
practical things because they liked seeing theceiewhat they had achieved.

Opportunities in physical education

School H has developed courses in its physicalaguccurriculum to cater for a
range of student interests. These classes areiabpeopular with boys. In Year 10
there is an exercise performance class that hasdmeloped for high sports
achievers. The programme deals with a varietytoé$s and sports management
matters and promotes aspiring students by offeheg scope to develop their skills
and abilities. In 2008 the course had attractedogs and 27 girls.

In Years 11 and 12 the achievement standards-lpdsesical education courses have
been paired with two practical physical educatiptians. The practical education
classes provide an option for those students whkie h&een interest in physical
activity but do not want to take part in the Yedarahd 12 physical education classes,
which are assessed through achievement standahgsmajority of the students
taking these classes are boys. They participagkiing, snowboarding and rifle
shooting, and have an active role in coaching mhgry school sport as part of
developing leadership skills.

Year 13 physical education students have the opdidake part in a senior ‘sport and
exercise’ course. This is a full year STAR fundedrse, operating through the local
polytechnic. Operating in addition to the YearatB®ievement standards course, this
one serves as the first year for students in admpl of Sport. The course offers 19
Level 3 credits, based on fitness, first aid amattspofficiating and administration.

School | - Decile 2, medium-sized boys’ school

School context

School I is urban decile 2, with about 670 students. The boys come from a variety of
backgrounds, with the majority drawn from the poorer suburbs surrounding the
school. Approximately 40 percent of the school’s population are European/Pakeha,
40 percent are Maori and 15 percent are students from Pacific ethnicities. The school
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has good systems for pastoral care and an active inter-house competition programme.
Boys from School I recently won a local stage challenge competition.

Improved academic success

School | has significantly improved its academutes from 2003 to 2007. In 2003
the majority of its Year 11 students did not acbi®CEA Level 1. Its Levels 2 and 3
NCEA results were well below those at other lowildesecondary schools. Since
2003 the school’s results have improved such th&007,100 percent of Year 11

boys achieved their level 1 NCEA numeracy requirement with 91 percent of Year 11
boys achieving the NCEA literacy requirement. Three-quarters of Year 11 students
now achieve NCEA Level 1, and the school’s Levahd 3 results are higher than
other decile 1 to 3 schools.

A variety of strategies has helped School | to iowprthe academic achievement of
its boys. In the initial stages it emphasiseddéeelopment of literacy and numeracy
skills. It also put more emphasis on course selegirocesses to ensure that boys
enrolled in suitable courses. Over time, schdw@d developed the number and range
of courses it offers students. Since 2003 it hakided more unit standards across
the curriculum. In 2007, the mix of achievemeahsiards and unit standards was
approximately half and half.

Since 2003 School | has focused on boys’ compldhieg classroom work and the
necessary assessment material. This emphasisygrieton has included various
catch-up options and homework clubs including paldr homework options for
Maori and Pacific students.

The school has provided targeted professional dpwetnt where the student results
indicated that teachers may be in need of greafat. Much work has also gone
into ensuring that students attend their classdsraao emphasising the celebration of
students’ academic success. A system of goahgdtis seen each student set one
academic goal per course, which is entered intatabése and followed up by
teachers, heads of department and senior managers.

Differentiated learning

The school is aiming to build on its success thhotng increased use of differentiated
learning in its classrooms. Teachers are currerdiyg a differentiated approach in
English, science and social studies. This invostadents having a choice of
different learning activities in each unit of wods well as having access to
assessment tasks set at different levels. Thiemns&hber responsible for the
programme says that, although there is signifigamtbre preparation involved, it is

an easier way to teach because the more persahafppeoach motivates boys and he
is able to spend more time facilitating individledrning rather than managing
whole-class behaviour.

Support for Mzori and Pacific students

The school has good retention levels for Maori and Pacific students due, in part, to the
supportive approach of the school. The school’s pastoral care systems provide well
for students’ needs and the teaching staff have developed good relationships with
groups of Maori and Pacific boys. Staff have been supported in their work with
Maori and Pacific students through school-based professional development on Maori
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and Pacific expectations and cultural norms. Staff are taking care to pronounce words
(including students’ names) correctly.

The school has a strong focus on Maori and Pacific performing arts. A Maori
performing arts course has helped many Maori students develop a strong sense of
belonging to the school. The high numbers of Maori and Pacific staff at the school
offer positive role models for the boys.

A key challenge for School I is to analyse its Maori and Pacific achievement data as
part of a process to identify more fully the key factors that support these boys to learn.

School J — Decile 4, large urban coeducational sewary school

School context

School J is a multicultural Years 9 to 13 secondary school, with a roll of over 1500
students.

The school has a complex achievement pattern. Evidence gathered by the school
shows that the numeracy and literacy levels of its Year 9 intake are below average
when students enter the school. Although students have a relatively low NCEA pass
rate at Year 11, by Year 12 and 13 data show that students catch up to pass NCEA.
The school has a very high number of Year 12 students passing Level 1 NCEA and
Year 13 students passing Level 2 NCEA. By the time students reach Year 13, their
results for Level 3 NCEA are commensurate with national averages.

Retaining boys

The majority of boys and girls enrolled in Year 9 stay at the school to Year 13 making
for a very high retention rate. There are many factors supporting this including the
positive school atmosphere and the range of co-curricular options. Early leaving
exemptions from the school are rare.

One of the key reasons for School J’s high rate of retention is the number of subject
choices it has on offer and the opportunities students have for many different
pathways and qualifications. The board and principal have made a conscious effort to
grow the school so that students are able to have the choice in Years 11 to 13 of as
many subjects as possible. Double line programmes in practical subjects such as
catering and automotive engineering also mean that students can spend blocks of time
in their favoured options.

Other subjects available to students in the senior school include electronics, media
studies, mechanical engineering, photography, art history, dance, design, music and
painting. School J has options for students develop foundation skills in the core
subjects, including an English pathway for NESB students. A business school caters
for students considering careers involving economics, accounting, law and business.

A services academy, which is part of a national programme for students entering the
armed services, also operates at the school. It offers a full-time programme for about
15 students most of whom are boys. The teacher believes that the course has been
effective in providing a pathway option for boys who would otherwise have left
school with very few qualifications.
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Real learning through building and construction

Since 2004, School J has worked with a range ahbas and community partners to
operate a building and construction school. Thkllmg and construction school has
provided cohorts of boys with the skills and knadge necessary to become high
quality workers in the building and constructiodustry.

School J’s building and construction school invelbeys dividing their time between
the hands-on learning involved in a building proged classroom time doing
English, mathematics, business studies and physiltadation.

The teaching in the core subjects of English anthematics includes units that draw
on the requirements and context of the buildingigtd). Subsequently boys have the
opportunity to achieve unit standards in mathersateading and writing while also
learning about safety matters, construction plamshaiilding legislation.

The core subject teachers work closely with thédimg and construction staff. This
enables high quality teamwork between the staffragens that they work naturally
together if a student is struggling in a particu#eza of the programme.

The building and construction teachers are traaretiqualified builders with
considerable experience in the industry. Theyteglasitively to the students and
work with them in a supportive and good-humoureg.wA feature of the
programme is the practical experienceseal learning gained by boys in Year 12.
The building projects undertaken by the boys ineltite construction of cabins,
which are fully fitted with windows, insulation armdectrical fittings; and upgrading
the school’'s own environment by building pergolad eetaining walls. The boys
have also undertaken building projects at nearbyary schools.

The opportunity for boys to achieve in the buildarg construction school has been
especially welcome given that most of the boys hatéhad high levels of success in
Years 9 and 10. By the end of their time in thiding and construction school the
boys have achieved building industry approved stiaihdards at Levels 1 and 2.
They also gain a range of building skills and agded experience in such areas as
problem solving, preparing plans, marketing andulsing issues with building
inspectors.

The programme provides a strong and secure pathiagt boys enter further
training up to Levels 3 and 4 with an outside pdeviand, from there, most move into
apprenticeships.

Key strengths found across the case study schools

While not all the schools were highly effectivesiach of the following areas, the
strengths of these schools represent the aspett& RO found to be important
overall.

e Leadership

e School culture

¢ Relationships

* Engaging boys

* Relevant teaching and learning

e Literacy and numeracy support for boys.
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Leadership

A notable feature in each of the 10 schools wasvidineleadership supported boys’
education. Leadership was well articulated at oarincipal and senior management
level through vision or values statements. Thegk$ vision statement often
underpinned the staff’'s approach to leadershipth@dtructures operating for student
leadership.

Several schools, particularly the boys-only schdwdsl defined their aspirations in
statements emphasising holistic development antatd achievement. These
statements were axiomatic bywords for expectatamusvalues including such
notions asoys can do everything1* century men, big brother-little brothand
boys to men.Some had more symbolic precepts such as themotiock and water,
guiding expectations for decision-making and peasoonduct about the
appropriateness of reactions and actions.

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

Principals drove each school’s approach to boystation. Their professional
leadership influenced curriculum developments aartiqular initiatives supporting
boys’ learning. Principals or other senior statihaken an evidence-based approach
to improving boys’ achievement. Through their pssfional direction and expertise
they raised staff awareness and understanding yd wamprove the quality of
teaching for boys. Principals were visible in trehool, demonstrating through their
own actions the participatory and holistic ideasm@espoused.

Principals were able to build distributed netwaitkat enabled their staff to assume
leadership responsibility. Staff often demonsttatensiderable professional
commitment and leadership in the way they promatadde range of achievement
opportunities for boys by actively participatingdlassroom and co-curricular
activities. Boys spoke positively about the vasiehances they had to work
alongside their teachers in cultural, sporting anttloor activities. These different
contexts provided boys with role models and helpestrengthen positive and
constructive relationships.

In many of the schools, leaders had a strong foaysrofessional learning. The
principal and senior staff were seen as leadingpieg in teaching practice,

curriculum design and organisation. Their stafisidered the learning needs of

boys, either as part of a whole student cohors@ separate group. They took active
steps to develop curriculum management and delsteayegies that were appropriate
for the boys. This often involved consideratiorsg$temic and organisational aspects
such as timetabling, course development and priofegsmentoring to make teaching
more effective and relevant for boys.

Senior students provided leadership for junior stiis. Schools expected that senior
students would act as leaders and mentors to jstudents and they gave them
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opportunities to acquire the skills necessary ewake leadership roles. There are
several examples of senior boys taking variousdesidp roles to support junior
students. These included inducting junior studahtie beginning of the year, acting
as support leaders on junior school camps, peetameg throughout the year,
operating as reading and classroom tutors, anchawgasports or cultural groups.

Although such activities are not uncommon in mesbsidary schools, the schools in
this study gave senior students training and suggaothey could undertake these
roles effectively. These leadership roles weresm®red important for the tone of the
school because they helped develop a supportivereletween senior and junior
boys, one that was safe and welcoming, and condueilearning.

Questions for your school — School leadership

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

2. What student leadership opportunities existsymur school?

3. How well do the student leadership position®s€iyour school support a safe
and welcoming culture?

School culture

A school’s culture is about what is valued and wawdions people take to enact those
values. It reflects the quality of the relationhin the school and is manifest in a
school’s day-to-day activitiesEach school has a different reality of ‘how things are’
(Stoll, 1999).” In the 10 schools in ERO’s study, staff and students understood how

the values and expectations worked in their cordaagtwhat they had to do to
contribute to and maintain the culture.

Some staff and students at the boys’ schools ritbgdoys’ education, or boys’
schools were often perceived as having a harsbutliying’ environment. The
traditional sporting emphasis and success ori@mtati some boys’ schools may have
contributed to this image of boys’ education. ERRGNd that all the schools,
including the five boys’ schools, had safe and sutiye school cultures. Most of the
schools put high proportions of senior boys in megaport roles with junior students.
For these schools, a nurturing rather than a mglgulture was the norm.

Certain aspects of a school’s culture were constlespecially important for the
boys. These included the emphasis on all-roundess; the importance of
developing good relationships between staff andesits and the extent to which boys
felt that they belonged at the school. Boys wétenonvolved in discussions about
the values and beliefs underpinning the schoolsgaadl objectives, and considering
how their own actions reflected these aspirations.

Such discussions and school activities promotigesand positive relationships
underpinned the concept of ‘belonging’- found tarbportant for boys across the
schools. Belonging involved creating an atmosphdrere boys felt connected to the

% Stoll, L. (1999). School culture: Black hole or fertile garden for school improvement In J. Prosser
(Ed.), School culture. British Educational Management Series. London: Sage Publications.
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traditions, events, staff and students of the skchimoturn, a sense of belonging
enabled boys to commit to life at the school andaloe their involvement in
learning, sporting and cultural activities. Ineral of the schools, staff had returned
to teach at the school they themselves had attesslstiidents, thereby maintaining
the sense of belonging.

Questions for your school — School culture
1. To what extent do boys feel welcome and supdate/our school?

2. What messages does your school give to boys @lemg a successful student
and/or young man?

3. How well do students understand and apply tthgegeof your school?

Relationships

Strong and positive relationships were emphasisedtagral to developing a
successful learning environment for boys in allogds in this study. The
development and maintenance of good quality retatipps had links to the quality of
leadership decisions, the quality and relevandeaxthing and learning, and the
school’s espoused and enacted values. Good qualktiyonships were an intrinsic
component of matters such as classroom and cazalarilearning, developing
self-management skills and self-image, studentsitoreng programmes and
approaches to behaviour management and discipline.

In many of the 10 schools there was evidence absstudents mentoring and
supporting junior students. Younger boys talkedulnaintaining the relationship
with an older boy throughout their first year aaal, and how this had helped them
get to know routines, expectations and becomegbdine school culture. These
relationships included cultural activities, sp@tsivities and academic activities such
as study or tutoring support.

Several of the schools had established specifigraromes or approaches that
encouraged boys to consider matters of male igeautitl the quality of their own
relationships and decision-making. These schaamdlsgnovided training in

developing positive self-image and self-managem&atme of the boys and staff also
reported the importance of letting boys make densior themselves about their
learning and having some choice about how to agpreame of their objectives.
Boys responded well to being treated as adultshaddstrong views about fair
treatment. Linked to this, some boys and staff almphasised the importance of not
embarrassing boys, or escalating situations whéyanay ‘lose face’ or social
status.

The quality of student-teacher relationships wégcat. Staff and students who
talked to ERO reported that boys benefited fromdineelopment of positive and
constructive relationships with their teachers. aspect that was considered
important was the teacher’s ability to develop amtions with boys based on life
outside the classroom. Boys and teachers stadedetier classroom relationships
were developed when a teacher understood the vwgests of boys, and where
they might also have worked with boys in situatiottger than the classroom, such as
involvement in a cultural event, with a sports teamvorking on a project.
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Both students and staff emphasised the place obbum developing relationships
with boys. Having a sense of humour is often seea desirable quality in any
vocation, but for teachers of boys, a sense of hunsoregarded as essential. There
were various justifications for why a sense of humweas considered particularly
important in developing relationships with boyshe$e included the role played by
humour in the everyday conversation of boys; thmron use of humour by boys to
mediate topics that might be ‘too serious’ withtaviity; the use of humour by boys
to build relationships outside the classroom; &odteachers, having an ability,
where necessary, to laugh with boys (at what ntghd juvenile act or comment) but
then quickly move them on to more productive atigsi

Questions for your school — Relationships
1. What is the quality of relationships betweerstdff members and boys?

2. What encouragement can your school offer stafhivers who need support in
developing constructive relationships with boys?

3. To what extent do staff understand the impogasfchumour in working with
boys?

4. What opportunities do staff take to relate tgsabout aspects of life outside o
the classroom?

Engaging boys through rich experiences

A key to boys’ achievement is having them attendindg engaged in learning while at
school. In part, the schools were chosen forgtudy because they had good
processes for dealing with attendance and truarytheir rates of suspension and
stand-downs were low compared to national dat@awedver, boys were not simply
present; their engagement and achievement wasinfloginced by the opportunities
available to them while at school.

Most schools placed emphasis on having boys engagedide variety of activities.
The options altered for different groups of boytha@ugh a well-rounded education
was one of the primary considerations. This hiclspproach was especially so in the
boys’ schools where academic, cultural, leaderahgpsporting success was generally
celebrated.

Several schools in this study had managed to retams at school longer than might
have been expected, by providing classes and expes that kept them motivated
and involved in learning. Principals and seniaffdtad thought carefully about the
immediate learning needs and interests of boysiedisas their educational and
vocational potential. In response they had desslaurses and strategies designed
to further boys’ immediate and long-term goals.sdme cases this involved systemic
initiatives such as curriculum and vocational destgnetabling or class organisation.
In other instances the development of strong eateatationships, for example, with
local businesses and employers strengthened tlensg@tvailable and the imperative
to retain and engage boys.

Boys talked enthusiastically to ERO about the d#fifé sorts of activities they had
engaged in at their school. They often acknowlddbe encouraging attitude of staff
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at their school as a factor in their decision tetap a wide range of activities both in
school and outside. The emphasis, in this sers& et on closing the educational
‘gap’ in the achievement data between boys and, @t instead ensuring that boys
were given rich and interesting experiences atacho

Questions for your school — Engaging boys

1. To what extent are boys engaging in a variegoaidemic, cultural, sporting an
leadership roles at your school?

2. What processes does your school use to recogniseelebrate all forms of
success by boys?

3. Are there boys at your school who are not engy@geurricular or co-curricular
life of the school? What processes can be usedgport the level of engagem: nt
shown by these boys?

4. What processes does your school have for igemgifand addressing the social
and pastoral issues of disadvantaged boys andfémeilies?

Relevant teaching and learning
Relevant teaching and learning was a common stienghe schools.

Many schools emphasised the importance of teaginersing students well and
being able to personalise programmes and diffexenkessons accordingly. In these
schools, recognition of individual learning needswnderpinned by, for example,
increasing teachers’ capability in the analysis asel of assessment data to develop
focused teaching programmes. Several schoolslbadieawn on research studies to
help develop specific teaching approaches aimedtzncing boys’ learning. This
led to a greater focus on pedagogy that workethdgs and, in turn, encouraged
innovative teaching approaches.

ERO found examples where particular courses, aetvor teaching approaches
worked with different boys to make their learnimewvant and more meaningful. For
example, many enjoyed the opportunity to take enaitiditional physical exercise
offered in some initiatives (see for example thdals class in school E) and the
hands-on activity offered at many of the schod/&ny boys also enjoyed the
opportunity to exercise their competitiveness tlgfoalassroom activities such as
quizzes and races. Long-term career goals imatichie technology courses of some
schools, with their links to industry standards apgrenticeships, gave meaning and
relevance to boys’ learning.

Teachers, and the boys ERO talked with, frequemntpressed the importance of
boys’ understanding why a particular classroom $osas important. Boys, even
more so than girls, were reported to benefit fraimowing why they were doing
something’. Both groups also agreed that boysaeénd have lower boredom
thresholds than girls, especially for an activitgttthey perceived as irrelevant. In
this sense it was also said to be important farttees to develop situations that
appealed to boys, such as using sports data togartof a mathematics
investigation or using ‘boy friendly’ mnemonicsremember key information.
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Questions for your school — Relevant teaching and | earning
1. How does your school reflect boys’ interests godls in the curriculum?

2. What processes do teachers at your school usake sure that students
understand the point of each lesson?

3. How do you make your classroom activities refe\aand engaging for diverse
groups of boys?

Literacy and numeracy support for boys

Literacy and numeracy support was found to bensitally important to boys’
success at school. Schools recognised at entel/uéere they focused on
identifying students who had not developed the saading writing and numeracy
skills as the peers in their cohort. They put gpmespecialist literacy and numeracy
teachers in place to help reduce disparities iseiasic learning areas. Moreover,
where schools had provided high quality supporttierdevelopment of literacy and
numeracy skills, there was usually a marked in@é&ashe results of students in
NCEA.

Many of the schools had well-developed reading wgnes for boys, drawing on
peer reading processes, reading mileage practickespecific instructional reading
strategies. These reading skill sessions, ofteghtaby specialists, were important for
boys who had not developed the reading abilitias tight be assumed by secondary
teachers. In some of the schools, teachers’ Biofiesl learning had resulted in the
implementation of literacy strategies across thre@ulum. In these instances
teachers in different departments placed a stroogsfon boys, in particular, having
the necessary vocabulary to be able to take aveggért in learning, and they made
sure that students understood the literacy compsraéithe learning before
proceeding further with lessons.

ERO found that improving boys’ writing skills wastal to success. Teachers
emphasised the need for some boys to be givenfigpgeeiching and support to
develop basic writing skills, especially transactibwriting skills. Boys, it is argued,
often need additional support in learning how teettheir key ideas and build these
into paragraphs, arguments and essays. Despstesttognition, overall the schools
had not generally developed the same level of sipmoboys’ writing as for reading,
although most agreed that this was an importart farefuture development.

Intensive numeracy programmes found in some o$theols were aimed at
improving boys’ skills. Schools helped studentgbyng them extra tutoring and by
tailoring programmes to suit those who had diffigulith components numeracy,
although these programmes mostly involved teachasic skills, and supporting
students in achieving the required NCEA numeraedits. In keeping with the need
to develop literacy skills some teachers noted baiffsculty in dealing with
mathematical language and word problems.

Boys’ reading and writing was a matter of concemall the schools in this study.
Although many of the schools had considerably impdoaspects of student literacy
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in recent years, it was clear that this neededtig®ing attention of staff. Writing
remained a key issue for the schools in this study.

Questions for your school — Literacy and numeracy s upport

1. What processes does your school have for igemgifand addressing the literac
and numeracy problems of new students?

2. To what extent are Years 9 and 10 subject teacide to help students develo
reading strategies?

3. To what extent does your school give studergfulistrategies to develop writir
skills?

4. How does your school model the worth of readingd writing to boys?

Key challenges for the schools in this study

Although the schools in this study were able to destrate good practice in many
areas of their operation, each school also faseoWn challenges in maintaining and
improving some boys’ learning. In this sectiorefengoing challenges facing the
study schools are discussed.

» Literacy and achievement

« Disengaged boys

* Maori and Pacific boys

* Analysing the ongoing and complex gap between gimts boys achievement
» Approaching NCEA strategically.

Literacy and achievement

As noted in the previous section, the developmégbod quality literacy
programmes is important if boys are to achievethBeading and writing were areas
of concern raised by all schools in this studypanticular ERO found that writing
was a key concern and, although schools were tdjffierent ways to tackle this
problem, they felt that they needed to maintais iimpetus for boys in particular.

In ERO’s discussions, staff in some of the schoailsed questions about the possible
barrier presented by the amount of writing and tétcal preparation needed to pass
some achievement standards. While understandengdéd to prepare students as
thoroughly as possible, teachers felt that someeaement standards favoured those
students who had good writing and presentatiomsskilhese questions were raised
particularly in relation to technology, drama arygical education achievement
standards where there is a significant literacy poment.

Questions for your school — Challenges for Literacy and achievement

1. To what extent are boys helped to develop #ieiis in writing across different
curriculum areas?

2. Where written literacy skills form a significgmart of achievement standards’
requirements, what support is given to boys whdiateng this a barrier to
achieving.
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Disengaged boys

All the schools in this study acknowledged thatrel percentage of boys did not
meaningfully ‘engage.’ This group of boys, varigusktimated at between three and
10 percent, were unable to find curricular or cordcular ways into successful school
life. As a result they tended to be academic uadeevers and outsiders in the
day-to-day activities of the school. School stefforted that high proportions of
these boys had problematic home lives, includingome cases, issues related to
drugs, alcohol and abuse. Staff noted that sontieeske boys simply did not respond
to what was offered at the school.

Questions for your school — Disengaged boys

1. Are there boys in your school who are not endageurricular or co-curricular
life of the school? What processes can be usedgport the level of engagem: nt
shown by these boys?

2. What processes does your school have for igemgifand addressing the social
and pastoral issues of disadvantaged boys andféimeilies?

Maori and Pacific boys

ERO found many examples of Maori and Pacific boys succeeding at the 10 schools,
as well as many positive initiatives for these boys. However, the performance of
Maori and Pacific boys overall remains not as high as that of European/Pakeha or
Asian boys.

There are complex issues of male identity and role modelling connected to
educational issues for Maori and Pacific boys. For example, while the schools in the
study were developing particular approaches to all their boys becoming ‘young men’,
they were at the introductory stages of articulating what similarities and differences
there were in becoming a young Maori or Pacific man and becoming a young
European/Pakeha man.

Many of the schools in the study were, nevertheless, developing some useful
approaches to specifically support the education of Maori and Pacific boys. For
example schools used capable Maori and Pacific students as peer leaders and role
models in their school. They had also employed Maori and Pacific staff, who could
not only teach subjects relevant to Maori and Pacific boys, but also operate as role
models for students and conduits between whanau and families and the school. The
challenge for these schools, and most others in New Zealand, is to build on these
approaches to support the achievement of Maori and Pacific boys.

Questions for your school — M  aori and Pacific boys
1. Who are the role models for the Maori and Pacific boys at your school?

2. How can the school make even greater use of positive role models for Maori and
Pacific boys?

3. How well do Miori and Pacific boys achieve in relation to otheups in the
school?

4. What links does your school have with the fagsiland whnau of Maori and
Pacific boys?
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Analysing the ongoing and complex ‘gap’ between bsyand girls

The analysis of boys’ achievement was not a consistent strength across the schools.
Coeducational schools tended to undertake a more limited analysis regarding the
performance of boys than did boys-only schools. In some cases staff reported that
analyses of gender and ethnicity would not be useful because they “treat everybody
the same.” This is not helpful because schools need to know whether their
programmes/courses are meeting the needs of different groups of students equally
effectively. Without focused achievement analyses it is not possible to make these
judgements.

Teachers face many challenges understanding thralbeentext of boys’
achievement and also understanding the way boys\echt their school. For
instance, achievement levels in four of the fivgd@chools in this study were above
the national achievement figures for girls at thetile’® The boys at four of the
coeducational schools also seemed to perform dsasjebr better than, all girls of the
same decile. Nevertheless, to varying degreedydiie at the coeducational schools
in this study did not achieve as well as the gitlgheir school.

The challenge for the study schools, as well asragbhools nationally, is to
understand which groups of boys are not achievirtjta carefully consider what
improvements might be made.

As well as student achievement data, informatiasuaibtudent retention, teacher and
student feedback and departmental analyses aregngisotant. Such reflection might
include an analysis of the merits and excellenedeg received by the school as well
as how other groups performed at the school, imetuthose boys and groups of girls
who performed well. Understanding the performasicdese groups may reveal the
groups of students who are succeeding at the semagprovide a way of
understanding the specific initiatives that mighise the overall performance of
others.

What about the girls?

Inevitably any focus on boys’ education also rapesstions about how well girls are
learning. Potentially, the NCEA achievement gabicl favours girls by
approximately 10 percent, could result in some daogncy that New Zealand girls
are generally doing well in their learning.

Many girls, however, are not achieving well in the current system. Maori and Pacific
girls in particular achieve far less well, for instance than Asian and European/Pakeha
boys and girls. Girls in low decile schools achieve less well than boys and girls in
high decile schools. In some schools both girls and boys achieve far less well than
students in other schools of a similar decile.

Coeducational schools should be aware that any analyses they undertake about boys’
learning should have counterparts for the education of girls. This is especially so
when considering that complexities related to how boys learn inevitably overlap into
the complexities of how girls may learn. At the level of the individual student,
questions of gender may not be so useful. Many girls relish the opportunity to include

9 The other school was in line with girls in someaar and slightly below in others.
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physical activity as part of their daily learning, they also enjoy hands-on activities and
may be less motivated to read. Similarly many boys are excellent writers and enjoy
less active learning and will not necessarily respond to the same teaching and learning
activities as other boys.

Questions for your school — Analysing the performan ce of boys
1. How well do boys perform relative to girls at your school?

2. Which groups of boys are underperforming retatwvthe rest of your school?

3. How well do the boys at your school comparedgstand girls nationally, and ii
schools of a similar decile?

How well does your school retain boys?
In what areas are boys performing well? Whapeug this success?

In what areas are boys not performing well? \Wligys are not performing anc
what affects their performance?

7. What trends exist from year to year in the agneent of different groups of
boys?

Approaching NCEA strategically

During ERO’s discussions with staff some concemsrged about the extent to
which boys were using strategic approaches to NCE#Y.instance, some staff
thought that boys were less motivated to gain naewt excellence awards, given that
they were satisfied in reaching the standard. Qibgs might be satisfied once they
had achieved their Level 1, 2 or 3 NCEA certificatgheir in-school pre-requisites or
their necessary credits for university entranche most positive response to this was
where school leaders such as the principal, hefadispartments or other key teachers
directly challenged their students, particularlgittboys, to strive for better than the
mere requisite.

Planning an achievement pathway that is both amngilhg and achievable is an
important part of a school’s culture of learnirtdowever it requires more than
notions of school ethos. It has much more to db warefully planned and structured
teaching, learning and assessment strategiesrtbatiage and motivate boys to go
that one step further. It helps if key school Eradake the initiative in raising their
levels of acceptance, but there are also key aiggiein providing those options that
make possible relevant learning pathways for bayse matter of boys taking a
strategic approach to NCEA is worthy of furtherastigation as part of future
research on boys’ achievement.

During the study ERO also found that several te@ctiiscussed the availability of
unit standards as being especially useful for sgraaps of boys. This included
those boys who were in foundation subjects forctire curriculum as well as those in
technology subjects such as automotive engineandgouilding. The mix of
standards available in planning a suitable learpaityway is critical for all students
and, in this regard, the relationship boys deve&ldh the range of staff who both
know them and who can help them choose wiselyté 10 their success, especially
in their senior years.
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Questions for your school — Planning strategically

1. To what extent does your school help boys chaasmurse programme that is

relevant and achievable?

2. How does your school set high expectations éyskabout striving to reach the

potential?
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Conclusion

This report acknowledges that boys’ achievement is a complex area. Nevertheless,
the central issue surrounding boys’ education is the ongoing achievement gap between
boys and girls. In New Zealand NCEA results show that there is approximately a

10 percent gap in favour of girls across Levels 1, 2 and 3. There are also some
important trends in these data, such as the low achievement of certain groups of boys,
such as Maori and Pacific boys, and the increasing gap that is found between boys and
girls as school decile becomes higher.

The overall complexity of the statistics and reskam boys’ education means that
there are very few definitive answers that wouldl®e schools to address the
achievement gap between boys and girls easilysi@uthe more highly verified
research on high quality teaching (for both genxléng research on boys’ education
provides a collection of anecdotal, somewhat aeteahd ‘proven by personal
experience’ accounts of what works for boys.

Part of the reason why there are not clear ansieemnproving boys’ educatiorests
with the fact that issues of male underachievement are linked to particular groups of
boys, rather than all boys. In this manner, a variety of different strategies is needed to
support and promote improved achievement among these diverse groups.

The case studies in this report reflect a variety of strategies implemented by the
schools for boys who might otherwise underachieve. The key strengths across these
schools reflect the extent to which good relationships and relevant teaching and
learning characterise many of the initiatives. Many of these schools also have strong,
positive school cultures in which boys can feel safe, take leadership roles, and be
expected to achieve in a range of academic, sporting and cultural contexts.

These approaches can and do work well at other schools. Indeed schools can reflect
on the initiatives described here to understand their own approach and consider how
they might continue to improve educational outcomes for all boys.

Future directions for schools

School personnel can use this report as a stgrtirg to:
* inform their self-review about the achievement oy$at their school;

* include in their analysis of achievement data, acchNCEA, how well different
groups of students achieve at their school, andhusénformation to examine the
factors behind the achievement patterns for bogsgais; and

* review how well the school uses student feedbaakftom their teaching,
learning and co-curricular activities for differegroups of students.
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Self Review: Questions for your school
These questions have been prepared to help yoools@flect on boys’ education.

School leadership

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

2. What student leadership opportunities existssymur school?

3. How well do the student leadership position®s€ryour school support a safe
and welcoming culture?

School culture

1. To what extent do boys feel welcome and supdateour school?

2. What messages does your school give to boys @emg a successful student
and/or young man?

3. How well do students understand and apply the values of your school?

Relationships
1. What is the quality of relationships betweerstdff members and boys?

5. What encouragement can your school offer stafhivers who need support in
developing constructive relationships with boys?

2. To what extent do teachers understand the irmpoetof humour in working with
boys?

3. What opportunities do staff take to relate tgsbabout aspects of life outside of
the classroom?
Engaging boys

1. To what extent are boys engaging in a variegoaidemic, cultural, sporting and
leadership roles at your school?

2. What processes does your school use to recogniseelebrate all forms of
success by boys?

3. Are there boys at your school who are not engiageurricular or co-curricular
life of the school? What processes can be usedgport the level of engagement
shown by these boys?

4. What processes does your school have for igamgifand addressing the social
and pastoral issues of disadvantaged boys andfémeilies?

Relevant teaching and learning

1. How does your school reflect boys’ interests godls in the curriculum?

2. What processes do teachers at your school usake sure that students
understand the point of each lesson?
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3. How do you make your classroom activities retfd\eand engaging for diverse
groups of boys?
Literacy and numeracy support

1. What processes does your school have for igamgifand addressing the literacy
and numeracy problems of new students?

2. To what extent are Years 9 and 10 subject teacide to help students develop
reading strategies?

3. To what extent does your school give studergfulistrategies to develop writing
skills?

4. How does your school model the worth of reading writing to boys?

Challenges for literacy and achievement

1. To what extent are boys helped to develop 8ieiis in writing across different
curriculum areas?

2. Where written literacy skills form a significant part of achievement standards’
requirements, what support is given to boys who are finding this a barrier to
achieving.

Disengaged boys

1. Are there boys in your school who are not endageurricular or co-curricular
life of the school? What processes can be usedgport the level of engagement
shown by these boys?

2. What processes does your school have for identifying and addressing the social
and pastoral issues of disadvantaged boys and their families?

Maori and Pacific boys

1. Who are the role models for the Maori and Pacific boys at your school?

2. How can the school make even greater use of positive role models for Maori and
Pacific boys?

3. How well do Maori and Pacific boys achieve in relation to other groups in the
school?

4. What links does your school have with the families and whanau of Maori and
Pacific boys?

Analysing the performance of boys

1. How well do boys perform relative to girls at your school?

2. Which groups of boys are underperforming rettivthe rest of your school?

3. How well do the boys at your school compareagsband girls nationally, and in
schools of a similar decile?

How well does your school retain boys?
5. In what areas are boys performing well? Whapseupg this success?
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6. In what areas are boys not performing well? \Wligys are not performing and
what affects their performance?

7. What trends exist from year to year in the astmeent of different groups of
boys?
Planning strategically

1. To what extent does your school help boys chaasmurse programme that is
relevant and achievable?

2. How does your school set high expectations dyskabout striving to reach their
potential?
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Appendix 1. 2007 NCEA results by gender and year level

Low decile | Mid decile | High decile

Percentage of roll achieving NCEA qualifications

NCEA Level1 | Male 46.0 59.7 67.8
Year 11 Female 52.6 68.1 81.1

Difference 6.6 8.4 13.3
NCEA Level 2 | Male 443 58.9 67.1
Year 12 Female 54.9 70.4 80.5

Difference 10.6 11.5 13.4
NCEA Level 3 | Male 27.9 43.2 55.6
Year 13 Female 40.6 57.5 72.7

Difference 12.7 14.3 17.1
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